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Abstract:

Educators’ participation in formal CPD is declining (UCU, 2016), yet informal, sociabametia
dialogues are ‘burgeoning’ in terms of participation and academic interest, (Beregiiasfeldt,

Hillman & Selwyn, 2018:230), the rhizomatic online spaces where ‘community is curriculum’
(Cormier, 2018:1yrow in number. A netnographic study (Kozinets, 2015) was used to analyse
activity on Twitterbased educators’ communities over artnth period Anew modelmapping the

online community dialogues was devisiedm the study. Themodelcreated shows that

thematically, dialogues fall under 3 lenses. The ‘Pedagogy’ and ‘Learning Community’ lens discourses
show teachers collaborating to build technical and practical wisdom. ‘Identity and Voice’ lens
dialogues speak to educators’ prakisilding in demans for agency in CPD choice and desire for
holistic, democratic learning experiences for students. Value-laden, political engagement is a key
part of participating educators’ identities, an alternative doxa emerges. Social Purpose Education
discourses oppasboth the neoliberal ‘learning for earning’ agenda (Biesta, 2005:688) and

reductive, ‘tick box’ approaches to students’ learning and the judgement of teachers. Focus groups
and %1 interviews enabled member checking corroborating the value ofaiens’model and

employed the model as a discursive focussing device. Interview and focus group participants gain
valuable learning onlinrom informal social media discourse®nline dialoguesomewhat replace a
sense of community no longer found where fractional contract working and time pressures have
eroded the FE staffroom learning culture. That said, engagement is problen@atgiofis occur and

most participants do not formally document informal online activity or disseminate outcomes.
Further research irequiredexploring how we might gather meaningful impacts from informal, ad

hoc online learning. FE teachers and teacher educators are encouraged to usketizen3odel as a
comparison tool to reflect upon differences between formal and informal CPD agendas, identifying
what might be necessary to professional learning but absent from formal dialogues. Teachers should
join social media communities to explore development of authentic digital pedagogies for online
informal learning. The sector is urged to revisit and revise the ETF (2014) Professional Standards to
promote the importance of individual growth, community engagement, social justice and
sustanability in a reframed direction and professional learning agenda for the FE sector.
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Chapter One: Hrther Education in England the state we're in

Stimulusfor the Thesis: ‘Growing Concerris

An insect suspended in amber, preserved from decay but unable to move, let aloheilpresents

a compelling image of preservation of life with the prospect of future utility when glimpsed in a
sciencefantasy novel. If we transfer this concept of stasis with no prospect of evolution to skills in
‘the professions’then the prognosidor professional currency &sdisturbingas Jurassic fiction

We expect those charged with public safety, health and care, the law and education to regularly
refresh their knowledge and skills. Further EducafieB)s an essential sector for the individual,
communities employersand the economy and onghere, in the case of a majority of professionals,
recent researchperformed by arindustry bodyconcludeghat professional development isot
undertaken(ETF, 2017ayr, for many, isdeclared asot fit for purpose (ETF, 2018a).

Almost two thirds of Estaff reported engaging in no annuadntinuingprofessional development
(CPDwhatsoeve(ETF, 2017&nd it seems unlikely that the employers responsiblesidsmitting
CPDengagement figurew/ould underreport participation. More recently38% of respondents to a
Training Needs AnalysiETF, 2018a:56tated that CPIndertaken was ‘tick box’ to meet
organisational or external requirementSuch ahortfallin meaningfulprofessional learningas
implicationsfor practitioners’ vocational angedagogical currencgndtheir opportunities to form
professional networksimportantly, adverse impacts upon the quality of provision d@hdreforeon
the opportunities provided for learnerare likely. In such an important sector participation in CPD
or absence of it ian issue worthy of further researchspecially as a commitment to ongoing CPD is
a core element othe Professional Standardsr FEpractitioners (ETF, 2014)he ETProfessional
Standardsreferred to significantly in this thesisan be found in Appendix 1.

While participation in formal CPitasbeen found to be lovby some researchvibrant informal
learning communitiesire establishing themselves social media platform&urgeoning’in terms
of participation and academic interest (Bergvikeansfeldt, Hillman & Selwyn, 2018:230heir
advent posegjuestions regarding CPD patrticipation in the secide may becapturing arestricted
picture gathering data oriormal, eventbasedprofessional learningnly when we ask about CPD
participationin FEand is thisvhatis in decline rather thaprofessional learning per se

This thesis investigatésachers'dialoguesn informal, social medigbased communitiesexploring
to what extentdiscoursesesult in valuable professional learninfdiscourses can be modelled,
impactfuldevelopment can be evidenced and the reasons behind motivation to participate
informal networks can be captured, resuttaninform future CPD offers in theE sector.

A Sector of \lue and hfinite Diversity

This thesis begins with an overview of learner and educator profiles, curricular frameworks and
professional learning in this diverse, significant sectois kaportant for the individual, their
community and the country. Positivenpacts of engagement in education beyond scHeal/ing age

are well-documentedThere are ‘strong and consistent eaamic and noneconomic benefs’

associated with postompulsory education (BIS, 2013:68). Bendfitbude improved economic and
employment prospectdncreased seléonfidence and esteem, acquisition of transferable skills,
wider community involvement, better understanding of other cultures, enhanced skills transmission
to family members, a better ability to manage personal health and greateergl wellbeing and



happinesgYWEA 2017:MHF2011:Hatch et aR007).

FE provisiotin England exists with as many different titeesthere are learning scenarios.aft the
publicmight refer to as Further Education, or simply ‘FE’, has also been named variously ‘post
compulsory education’post-18 education’, ‘Vocational Education and Training’ (VET), ‘Further
Education and Training’, Further Adatid Vocational Education (FAVE) the ‘Skills Sector’ and
‘Lifelong karning. The FE tapestry now includes the strande/ofk-based learningApprenticeship
and Traineeship programmesd will be augmented in 2020 with néilv Levélqualifications
Encompassing ‘neglected’ learnergtie 50%of 18to 30-year-oldsvho do not go to university and
older non-graduategDfE, 2019:5FE’or ‘the sector'will be the ternsused in this thesifor brevity.

Diversity in FE ialsoevidenced irthe disparate competingorganisationavhose provision has
threads across worénd leisure learningThe sector encompassksge multicampusGeneral
Further Educationalleges, Independent Training Providers (ITPs), Adult and Comniishitation
(ACL)provision work-basedearning (WBLacross all industries and public (HMiPQ private
Offender Learning provisiofE isexperiencing considerablandscape lsangeincluding significant
growth in the number of ITPs and third sectwganisations operating as indepdent commercial
entities. The current policy environmerdndassociateccompetitive tendering mechanisms which
provide anddistribute FEs funding have encouragetbntractedout provision givingemployers
greaterfreedons of choice irallocation of training budgets.rivate expenditure in FE grew by 85%
in the ten years to 2010JCU 2016:4encouaging a highly competitive climate in which
‘stakeholders work in silos, looking after their own interests rather than what is best for learners’
(Policy Consortium, 2018:53)

The FE student body is every bit as diverse as the providers servigjamdgfar beyond wel

publicised A Level and Apprenticeship programntearners engage in vocational stualyLevels 1

and?2 (Level2 beingGCSE equivalertiilding readiness for Apprenticeships, unaccredited leisure
learning coursesHE in FEcompletingDegree or Master’s programragand undertakestudy of
professional qualifications in a college or equivalent setting (UK Governmeng)2@vér 2 million

learners undertak programmes in FE Colleges alone atidira of the Higher Education intake for

the 2017 academic year progressed from FE (DfE, 2019). These figures do not include adults learning
in the workplace, undertakingpmmunityleisure learningr learning independently using online
platforms.

TheFEworkforcedisplays equally high diversity in educational and professional background,
contract type, age and qualification level. For the first time in 20@5vorkforce data was collected

from Local Authorities, Independent Training Providend Third Sector provideras well aghe FE

Sixth Form and Specialist Collegampledin previous years.lle Workforce Data Report reveals

that teacheranake up almost half of the sector’s workforéalf of thememployed on partime

contracts, a proportion around 20% higher than the UK workfaraggeneral Teaching in FE is not a

first career for many; the average age of trainee teachers is 37 and almost 40% of teaching staff are
aged 50 or olderApproximatelthree quarters of teachers hold a teaching qualification but for

almost half of the workforce, the masubjectqualification held is below Degree level (ETF, 2017b)

Research revealskEworkforce under pressure and susceptible to significant flux. Stutiaing

staff numbers have remained static over the past 3 years vghdlff turnover is higher than in many
other occupations. Overall, there was a 12% staff turnover rate for FE teachers according to the last
available data. This figure masks the fact that in some Apprenticeship scenarios staff turnover was
over 46% in a sector area experiencing an annual staff growth rate of over 35% (ETF, 2017b)

10



A Cucial Sector inDemoralised Decline

Arecent review of FE funding (The Auger Reyigpeaks of a ‘demoraliseséctor ‘crucial to the
country’s economic success’, which is suffering a ‘steep, steadlyespread and protracted’ decline
in funding (DfE, 2019:5). The review recommends further rationalisation ofr&gsented

provision and grioritisation of ‘workforce improvemengsthe major barrier to teachers’
development is ‘simply a lack of money’. The Review suggests thetjiiEesdedicated capital
investment of £1 billion targeted towards pay parity with schools, improvemefdailities and
recruitmentand retention ofa‘greatly enlarged and professionalised workforce’ (ibid: 136). It is
important to note that theseare merelyrecommendations welcomed by outgoing Prime Minister
May in summer 2019 anolvershadowed byrexit uncertainty andhe possibility of a change of
Government We need to examine certainties when exploring the state ghBEfuture possibilities.

The sectohas recently experienced increased demand in terms of studemtbersresulting inthe
number of funded learners rising &2 million (DfE, 2019 he proportion of 18 8-year-olds
remainingin educationincreasedo around 75%n 2015whenraisingof the participation age
requiredthosenot in work, on Apprenticeshg Traineeshipsr undertaking voluntary work to

engage irFEfull-time. The Auges Review recommendation ehakingdfirst level 2 and 3
gualificationsavailableat no costio helpincrease social mobility and workforce skills and the advent
of the new digital skills entitlement &@m 2020 (DfE, 2019hayswell FE numbergetfurther.

Despite increased student numbdimding cutsare expected to continuegreating areal terms

reduction in FE budgets in this decade to 13%, reduspegding per learner by 2020 just above

1990 levelgIFS, 2017: 31). Comparedstthool and universitipudgets, FE finances have undergone
whatthe IFS (2017: 7) call‘'longrun and continuing, squeeze’ since 19ich ‘poses significant
challenges’FEspending per learner in 1990 was almost 50% higher than per student in a secondary
school; by 2015 it was 10% lower. Compared to primary school spending, it is estimated that FE
funding will have fallen from 2.5 times the primaate to parity by 2020il§id: 29).

Givensuch significantunding cuts at a time of raised provisierpectations, it is unsurprising to

find FE teachers and their representatives railing againstliheate of austerityand opposing

decisiongo imposefurther cuts Aletter signed by 17 professors of education, 3 Trades Union
secretaries and representatives from more than 20 sector bodies daledts ‘an act of vandalism’
attacking ‘democraticitizenship and equality’. Fears were expressed thaAdmlt Education service

in crisis may not endure past the year 2020; a service which should be ‘nurasredsential to

‘wider educational infrastructure’ was being treated as a ‘disposablecsddAuthorscalledfunding

cuts ‘perverse’ whei skilledFEworkforce is required for economic grow#imd criticised

policymakerdor exhibiting a‘casual disregard’ to the ‘second chances’ and social cohesion which FE
enables(FEfunding.org.uk017).

FE saff report that increased student and administrative demanda &ime of static stafhglevels

has raiseatontact hours and increasl the pressure of workollege staffiworked an average of

over 51 hours per week in 2016. Over 86Pteachers reported that thecope pace and intensity of
their work had increased significantBnd three quarters described workloads unmanageable at

least half of the time (UCU, 2016). Coffield (2008: 25) nibizisthe ‘long, varied and constantly
expandinglist of taskggiven tothe sector‘continues to grow despite repeated reductions in

staffing’ concluding that ‘multiple goals speak volumes for the ambitions that politicians have for the
sector, but prompt the question: is it being asked to do too much?
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FE’sPurpose andStandards: ‘it’s all about work’

Thesnapshot providedhus far ofFEreveals a complex sectoperating in a challenging climate
with diversity in its DNA. Support for those leading or employed is pvided by théeducation
and Training Foundation (ET#He sectorowned support bodysince 2013Backedby the
Government, ETé@escrbesits role as:

‘...tosupport the continuing transformation of our technical and vocational education
system by ensuring the sector has wedidss leaders, teachers and trainemsver-
improving learner outcomes, provides a better skilled workforce for employersisraies a
stronger economy, country and sociei£TF, 2017b).

ETFseeks to fulfil thigole by improving, driving and championing the quality FE leadershipnd
teachingby setting and promoting professional standarlisading workforce development and
providing‘key workforce data and researdic TF, 2017bY.he first element of the Foundation’s
statedrole centres on theProfessional Standards for Teachers in Education and Traifiingland’,
20standards formulated in consultation with the sector and issued in 2Bddlacingthe Lifelong
Learning UK framework in place since 206 ETFstandardsare divided into three domains
‘professional values and attributes’, ‘professional knowledge and understanding’ and ‘professional
skills’. The standardsetexpectations of teachers seiekjto support themto ‘maintain and improve
standards of teaching and learning, and outcomes for leatr{grBF, 2014)

The Profession&tandards draw upon a report by the Commission on Adult Vocational Teaching and
Learning CAVTL subtitled ‘it's all about workplacingFE’s focus firmly on improving learners’
employability. Vcational learning isharacterised by alear line of sightto work, underpinned by a
‘2-way street of closecollaboration between providerand employer{CAVTL, 2013:4)he report
caststhe model practitioner as a ‘dual professionalspecialisin vocational specialisrand an

expert inteaching and learning. A CAféliew (CAVTL, 2014) noteddy pedagogis required for
excellent teaching: development of knowledge, development of skills and practice, practical problem
solving and cfical reflection as part of aommunity of practiceA significant thread running

through theETFStandards anthe CAVTL findings is the requirement for practitioners to undertake
CPD and maintain the networks required for dual professionalism (ETF, 2014)

The Impactof Turbulent Times

Alongsidefunding cuts, gerfect storm of instabilityn the shape of significansustained change has
buffeted FEas ‘each new Secretary of State introduced his or her own torrent of legislation’
(Coffield,2008:49).In the last Zecades4 different bodieshaveheldresponsilility for funding and
overseeindg-E(IFS, 2017)n the last 15 yeard~E’professional standards have been rewritten 3
times whilemandatory minimunexpectationsor annualCPChave been setthenremoved.In the
lastdecade, initial teacher educatiggrogrammesave beenreformed, made compulsorghen
deregulated(Tummons, 2015)Thisclimate of ‘policy volatility’ and ‘initiative overload’ has done
‘more harm than good’ (Policy Consortium, 2018:I®e Institute for Government argues that the
failure to provide stability in FE is ‘systemaceating ‘conditions for failurehroughsuccessive
Governmens'tendency to‘recreate policies and orgamisons on an alarmingly regular basis’
(Norris & Adam, 2017:4FE remainé ‘the midst of such turbulence’ (Coffield, 2008:Zandards
are given no opportunity tbedin before being replaced @ugmentedby furtherframeworks
which now include new digital skills competendiesteachers (ETF, 201Pa
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Thelnstitute for LearninglfL), FE'ormer professional membership organisatianandatedan
annualminimumof 30 hours CPD be undertaken (pro rata on contract hoGiage he removal of
workforce regulations in 2012, it is no longer a legal requirement fadaEatorsto declare an
annualCPDrecord.IfLsreplacement,TheSociety for Education and Traini(8ETyequires
membersto demonstrate @acommitment to improving knowledge and skiltelevantto their role
but mandates naninimum CPD hourSET, 2016:3k isimportant to note that professional body
membership is not compulsory for FE stafilike manyother ‘professions In summer2019,around
17% of Flprofessionalgpaid to holdmembership of SEAhdaround 2,00Grainee teachers, lout
2% of the FE workforce, took advantage of fre@mporarymembership(SET, 2019).

Depending on personal philosophy and language, IfL’'s30-hour mandatory minimum for CPD
might have been considered positively by some teachers as an entitlelrenmightclaimrather
than & an onerous taskSETnsteaddefines‘aspirational provisiongxpectng membergo ‘work
towards the requirements of the Professional Standardssessing themselves feast annually
against thenthenbuildinga CPDprogramme based on this audBET, 2016:3). Tleentradiction
between the use of Professional Standards in a ‘shopping list-based approach’ and thetduility
educatorto exercise agency asrationalautonomous professionalE(liott, 199316) when
identifying and undertaking professional learningl be returned to as a significant thendeiring
thisthesis.

FE teachers’ CPD: a ntested activity

The subjecof CPD patrticipation speaks to practitiongrerceptions of core professional identity.
The personin the street’s responses to questions suchwho am 1?’ depensl significantljuponto
whom thequestion isaddressé (Zahavi, 208). Where capture of diectiveresponses is concerned,
the fact thata sector oversight body was responsible for collecting and collating FEaE&® Bay
have impacted upon results as question resporgsgend‘to a very large degree on who is asking
the queston’ (Pittin Meijers2009:866).

Data was capturedn FE practitionersinnualCPDactivity for 2015-16in ETFs Staff Individualised
RecordgSIR) repottthe first time CPD activity has been measusettesectorderegulation The SIR
report revealsthat FE eachers speinl5 hours on average undertaki@PDOn that yearyetthe most
notable finding was that over 60% of practitioners reported spending no time on professional
development(ETF, 2017aJ his finding echoes UCU research from 2idlshich FE teaching staff
‘uniformly reported a significant decline in time spent on development activifigSU, 2016:6)

ETF2015-16SIRfindings weranstrumental in my wanting to undertake research it

professional learningf FEeducators FHs a sector overburdened with contradictions. The picture of
practitioners’ engagemenr(pr lack of it)with CPD is at odds with the ethos of the professional
standards to which FE teachene subject, ¢ the ‘model professional identity’ those standards
presupposgETF, 2014:1)n an FEclimateof critically restricted funding, increased staff turnover,
significant performativity demands and high stakeholdgpectationssuch significant
contradictionsneedto be addressedContradictions‘produce destabilising breaches in the 5elf
addressindensions is arfecessary ingrediehin triggering intellectual creatiwtas‘fissures nourish
creative inspiration{Scottin Berliner, 201k

ETF followedhe 2017CPDresearchwith a Training Needs in the Further Education Sestavey
oneyear later (ETF, 2018d&ublished during the writing of this thesithe researclgathered
opinionsfrom 481 provider organisations and over 2,300 practition&f$oof responses coming
from FE colleges, 50% from other pa&provider types. Th&leedsAnalysigeveals a more
optimistic headline findingconcluding tha®0% of respondents reporteahdertakingsomeCPD.
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This bannestatistic masks less favourable underlydega. O the 90% of practitionerssho

reported undertakingCPD, only 59% reported receivimgthe training theyequired(ETF, 2018a:8)
This is perhaps an unsurprising outcome as proviegpondens stated thatensuring the effective
performance of the organisation’ was the most frequent driver of CPD; only 18% of providers cited
‘the needs of the workforce’ as their key drivépi¢:83).

The most worrying finding of ETF's (2018zg5earch was that a third of actitionersstatingthey had
undertakenCPDreported that somdrainingwas of little or no valueCorroborating the employers’
voice onkeytraining purpose, 38% qiractitionerrespondentsstate thatsomeCPDOs of a‘tick box’
nature,undertakento meet organisational or external requirementi¢:56). The PeventAgenda
safeguarding, equality and diversity, health and safety dath and administration-focussed
sessiongre cited asthe most commommandatoryCPLiopics (bid:9). 68% of staff stat¢hat they
undertakesuchCPDsolely because their organisation requiteem to do so. In stark contrast,
practitioners cite'subject knowledge and teachinghd‘classroom competencéas their most
significanttarget areas for training. Agencynot exercisedy most educators regardir@PD choice
as aly 35% of practitioners state that theyabse CPD opportunities for personal benefiist26%
of practitioners undertak€€PD to build seifientified skills o knowledge(ibid:44) and only 20% of
CPDsdescribed adeing‘self-initiated’ (ibid:50).

ETF’'s (2018agsearch provide limitedreasons for optimismegardingthe future of CPOn FE Only
39% of educators consider that theyedcertain or very likely’ to undertake training in the next year
perhapsreinforcing the 40% CRaarticipationfigurefrom ETF'2017data (ibid:121) When

describing reasons for absenogfuture CPD participation, 38% of respondents stiiat they will

be too busy and 33%onsderthat their employer would be unlikely to supply or fund CPD. Fewer
than halfof the educators surveyecbncur that employesallow them to set aside adequatane

for professional developmerand little more than half considehat their organisation hga clear

staff developmentstrategy {bid:121).

Barriers to FE Teachers’ Growth

ETFs (2017:2018afindings on teachersCPDshowinherent tensiondetween the aspirational
targets set out in the Professional Standar@3K2014)and the lived experience of teachers. The
drawing out and analysis of these contradictions foangmportant part of this thesis.

The reasons behind reported lack of CPD engageimerd not been thoroughly researched as the
disseminatiorof sectorwide data on tle activity is a recent phenomenon instituted ByfAn 2017.
Sources of availablEE CPD patrticipation data aignificantpasedas they araiponopinions of
educators responding to an ES#rvey andn self-certifieddatafrom sectoremployers It seems
possible that educators not participating@PDmay beequallyunlikely to respond to a survey
asking for theiopinions on requiredCPDand participationopportunities This raisethe prospect
that the 90% patrticipation figurfor CPDyielded by the ETF resear(2018a) may be inflated.
Regardless of this, over 40% of those who did respond regdinat they are not receivinthe
professional learning thahey require (ETF, 2018a:8).

There are clearly complex factors at work which affect practitioners’ ability or motivation to
undertake professiondéarning Influencesmay differ betweerindividuak or be dependent on

organisationalnfluencesaffecting practitioner groupg~actorsncludemundane, practical and

financial factors or political, philosophical, even existentiativesbound up with personal and
professional identity.
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The reduction in CPD in FE idigect result of increased teacher workloadcording to Trades Union
researchlUCU2016) UCU conclude tharowingtime and workload pressures and resultant
increasesn personal stress impact directly on teachers’ capability or motivation to undertake CPD.
An alternativeperspective advanced by Brown, Edmonds and Lee (20@4guringwith ETFs
researchon approval and fundin(2018a) is that somdn leadership roles exercise power to act as
CPDgatekeepers Practical, financial or micrkpolitical power factors prevent educators from being
giventhe permission, funding ocoverto enable them to attengrofessional learningvents.
Finally,andimportantly for this thesis, its possible that some educators no longer view CPD as a
core, or perhaps, significantlys an achievable, part of their professional role or identity (Tichenor &
Tichenor, 2004).

Is aLack of CPDOptions Reallythe Problem?

As ETF research revgahe purpose of much mandatory teacher CPD appears to be compliance-
focussed rather than promoting individual developmé2018a) CPD is centred on organisational
performativity issues such as achieving favourable inspection grades or positive outcomes from
lesson observations or aims to help delegates meet quality standards required by qualification and
professionaframeworks(OLeary, 2012:2018)

Outsideindividual organisationshere is no shortageof CPDopportunities available t@ractitioners

which alignwith UCU’s (2016: 2) definition of teacher CPD as ‘attending and presenting at
conferences and networking events, research and readingdgelfted study or scholarly activity’.
Organisationsuch as ETFheSociety for BHucation andTraining (SET@ndthe Association of

Colleges (AoC) offer ordf GPD events and lengthier programm&sentres for Excellence in

Teacher Training (CETTs) and Knowledge Hubs build sustainable practitioner communities crossing
organisational boundarie® providediverse development opportunitiesuch as Professional
Exchangedractitioner ResearchProgrammesandfundedindustry sabbaticalaligned to the

strategic priorities of the sectdqAoC, 2018: ETF, 2018b)

Formal faceto-faceCPDhow competesfor educators’ time and attention witemerginginformal
networksincludng ‘hybrid’ and ‘third spacedffersuntil recently employed more commonly in
Higher Education (Hulme, Cracknell, & Owens, 2009). Blended and onlirdf€BD spaces such
as massivandconnectivistopen online courses (MOO@sd COOCs)nd other informalad hoc
online and social medibased communitieare now part of thegrowing range of learning
opportunities available to FE teachgRoberts et al, 2013Many of these spacexfer
asynchronous ‘microlearning’ opportunities in addition to, or sometimes instead of, traditional
participationformats (Buchem& Hamelmann, 2010)

The Rhizome Pushes Up Through the Soill

Informal educators’ communities areferred to by creators as ‘rhizomaticetworks(after Deleuze,

& Guattari,1987). In eclecticonline dialoguesnow ‘burgeoning’ in terms of participation and

academic interest,BergvikenRensfeldt, Hillman & Selwy2Q18:230)practitionersengage in

professional discussions on a weekly theme proposed by members or react to ad hoc topics raised in
individual posts. Thematic explorations go against traditional, objective-based models of
professionalearning whencommunity is the curriculumCormier, 2018:1)Several informal social
mediabased communities for FE teachers now organise national conferences and have worked
together to independently publish books on the practitioner experieffd@PCE, 2017)heyappear

to be thrivingin direct contradiction to the ETdrata onformal CPDparticipation (ETF, 2017)
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‘Online-first communitiesare a relativel\new phenomenoror FE teachersThe freejnformal
Twitter-basednetworks investigated in this thesis halveen in existence for as little asafd, at

most, 6 yearsThey appear to generatgnificantenergy and enthusiasm in participating educators
who engage on an informal, ad hoc, voluntary balie @ommunitiesappear to have the
heutagogical foundations described by Blaschke (26t@)ving adesire for seHdetermined
learningundertaken to acquire competencies and capabilibesdisregardinggeographical location
and synchronous presence as irreleuartey bring together individuals which Freire (199®)tes
haveshared perceptionsf reality, common problems and a desire to combine their voices to exert
influence. Freire’s view that oppression is embeddedraglitional pedagogy malye shared by FE
educators Teachersnayconsider that oppression is embedded through removal of agency if they
encounter arequirementto participatein mandatory, performance-focussed C®bich holds little
relevance to their role or identity

The grovth of informal onlingprofessionahetworks raisesn optimisticpossibility that teachers

may be engaging in regularformal professional learningvhile eschewing formal opportunities to
participatein CPD. Trust (2012:134) notes that teachers use online platforms for heeyocis
learning..whenever they have free time in their schedul®nline stes provide a space for

‘collective knowledge building and sharing’ allowing teachers to access support from large groups as
individualscan pool their answers to find the best kion to a problem..receive feedback on new

ideas, discuss lesson plans, ask for support, solve problems, and collaborate’.

This is not to say that the use of informal online learning communities is unproblematic. Trust
(ibid:134) acknowledges that sorting through a mass of onfifemation, navigating ‘social norms
for the activity spaces’, and learning to use digital tools may be ‘overwhelmifayt &n be
rewarded, however, as online community activity can ‘transform the paradigm of the isolated
teacher... into a lifelong learner who grows and shares expertise with otlasstnotes that
teachersare motivated to ‘contribute to the collective knowledge and help oth¢is thrive’
(ibid:138).

Educatorsnay not recognise, and so magt formally logor document,informal CPDactivities
especiallyif thesedo not take the form of participation at face-face eventsor arenot mandated,
approved or financed by their organisation. If themes or perspectives emerge during informal
network dialogueswhich run contrary to sector or organisational orthodpayare critical of current
priorities and systems, educators may be even ligety to documentommunity participation.

A Need for Further Research on Informal, Onlin€EPD

My own work over the las3 yearsdesigning curriculurfor andfacilitating ETF'Brofessional
ExchanggeT Level CPWMCETT, 2018) ardcredited programmesor Initial Tegher Education

has led me to work with educatofeom across the F&ector. Some have Master's Degrees in
Education, others have no formal teaching qualifications, or are teaching while working towards a
first qualification. Some are, or have been, membafrprofessional bodiebut the majority are nat

All of theeducatorsl work with show a desire to develop knowledge and skills ardeadner-
centredpracticeand a willingness to engage eareerlonglearnas themselves

ETF’'s (20184&raining NedsAnalysisvas heraldedasthe first time the sectorias undertaken such
systematic research of this scale, engaging with every level of the workfoneeovide ‘crucial
baseline daa’ to inform future CPD (AoC, 2017b). It is of considerable interestsite the
description of the Analysis‘robust and holistic’ (AoC, 2017b), the reportkeano mention of
informal learningjnformal networks or communitiesf practice The sole mention of social media
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usewasmade by managerand then onlyas a driver focourse marketing (ETF, 2018: 8Bhelack
of recognition of informabnlinelearningcommunities irthis major workforce survesuggestshat
my research is both timely and relevant azahcontribute new knowledgen emerging forms of
professional learnintp the sector

Though some recemesearch advocates for the value of virtual and social media-based professional
dialogues, much of this is performed in the US, Canada or Australissfocussed on
schoolteachers’ practice. Concerniting use of Twitter the microblogging platforrandthe subject
of this thesisCarpenter and Krutka (2014:414) found evidence of secorstdryolteachersmaking
‘intense and multifaceted utilizatiorsf Twitter for their own learning, CPD Twiti#ialogues being
‘more common than interactions with students or families’. They concluded that educatiuedt
Twitter's personalized, immediate nature, and the positive and collaborative community it
facilitated’. Importantly, they note that many educators valued Tavis role in tombating...
isolation” agdialoguesafforded a‘sense of connectedness or comniiyn (ibid:426).Holmes et al
(2013:55) concluded thalwitter ‘acts as a valuable conduit for accessing new and relevant
educational resourcésnd as aviable means of social support for likeinded educators They cite
the ‘cost effective natureof the platformwhichactsas‘a medium for sustained professional
development whereparticipantshave‘control and take ownershif learning.

Carpenter and Krutka (2014:430) call for further research that ‘goes beyond self-reports’ to explore
how teachers’ use of Twitter impacts upon their practice and their students’ learning to ‘better
determine the actual value’ of its uskjaergaard and Sensen (2014:Lnote that tigital habitats

are likely to enhance learning and motivati@mid ‘allow new creative ways of workihd@ hey call on
teachers to takesocial constructivism to the digital age with a point of departure aonnectivism

citing a need foextensive teachetrainingto allow educators to better devisauthentic pedagogic
designs that utilize personal technologies in rhizomatic netwdikl:1).

Lantz-Andersson, Lundin and Selwyn (2018:806) that ‘despit the popularity and prevalence of
online teacher professional development, empirical understanding of such communities remains
underdeveloped’. They note (ibid:311) that there is evidence of the value of online communities as
spaces where schdelkchers share, filter and curate new ideas and access emotional and
professional support. That said, onlidmlogues may not be ‘an expansive process’ but ratites

for superfical sharing of information... a ‘smash and grab’ approach to becoming informed
monopolised by a ‘small number of core users...exerting undue influence’ on intergdiidn811).
‘Renewed scrutinybf online networks is required dhere remains ‘little inbrmed consensus on

their nature, form and consequenceifl:303)a shortfall which ‘mirrors a lack of knowledge about
teachers’ informally developed professional learning practices in general’ (ibidT3@)).note that
online networks ‘merit further exploration’ as areamtable by a lack of coverage’ include how
platforms shape interactionsthe role indevelopment of selidentity and professional status and,
significanty for this thesisa ‘content analysis of teachers’ interactions’ (ibid:313).

An interesting selkelecting group worthy of further investigation, educators using online
communities for informal professional learning candoasideredproactive pathfinders, exercising
all-important agency in CPD choice (Sennett, 2088¢king independentrofessional network

growth and defining their professional identities usiting digital domain. Bpular, mutually

supportive communitiesnay be beneficial to members without necessarily developiitgal
professional practiceThere have been suggestions that informal communities engragemfort
radicalism’ rather than truly challenging the dominant capitalist paradigm (Avis, 2016). Are we
seeing valuable professional learning or simply ‘old wine in new bottles’ the appetite for which will
decline along with its novelty?
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What teachers choose to discuss during independent, informal learning, beyond organisational
mandae speaks to theicore values and theltPDneeds Educators’riformal learningchoicesare a
window on their professional identity and desiretirectionof growth. A model of teachershformal
online learning dialoguesould be a valuable new device, abhdjto our knowledge of the nature
and purpose of emergingpmmunities As afocussing togla dialoguanodel can be useih further
researchinto teacher learning and employeéd sector dialogues on CPD and digital pedagogy
Learning abouteachers’ informal learningcanteach us about moréormal teacher trainingand
inform formal FECPD offers, makinpem more relevantengagingand accessibleof educators

This thesis provides critical appraisal of emerging, informal online professional networks,
modelling their scope and investigating their value using the authentic voices of participating
educators. This practitioner research also asks if informal online learning wouégbes valuable
by significant sector stakeholders and, importantly, whether informal CPD is being formally
acknowledged and documented by educators undertakinget to this investigation e establish
what is meant by professional learniagd how wemight establishwhether CPDactivityis
‘effective’and has ‘impact’Areview of literature and language use examines thiesg questionsn
the next chapter.
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Chapter Twa Literature on Learning: Contested Concepts &
Identities

Keyto establishing whether CPD is being undertakefrByteachers is to secure an ansieethe
question‘What is CPDThis chapter reviews literature arounelachers’ CPD, explorinpgofessional
learning inan FEcontext. It also addresses another significant issue; if educators are required to
undertakeeffectiveactivities which have a positive impact their practice, how mightve measure
effectiveness andefine ‘impact’'? The chapteloses withan exploratiorof the value of informal
professional learning with a focus on communities of practice examiow power dynamics,
cultural capital and doxa campact upon the CPD agenda.

Work on hischapterfulfilled broader personal purpose3hewriting allowed me to engage critically
with literature to evaluate, reframe and expand my professional idemtstya teacheand build my
identity as a researcher. Though the efficacy of professional standards will be contested later in this
chapter, FE'professional standards contend thatactitionersneed‘the time and space to reflect,
experiment, apply, and generate their own reseasshidene’ if they are to improve their practice

(ETF 2017c)Any critical discourse on identity needs to consider afSenguage and evolutions in
meaning and this chapter begins with an appetiser around these issues.

What's in a Name? The Importance of Language Use and Its Evolution

The use of terminology aroundachers’ development and performance is a matterarfisiderable
tension,a conflict areddentified by Coffield (2017) who cautioagainst thoughtless use ofichéd
terms oftenadopted byOfsted and Quality Assurance actors. Coffigltes that wordssuch as
‘robust’ and ‘rigorous’ have lost denotation as ‘official texts have, through overuse, rubbed them
smooth of meaning’ (2017:43). We need to be mindful inlanguageuseif it is to be meaningful.

When enquiringWhat is CP® or ‘What do we mean by impaeftt is important to considethe

nature of language. Saussure (1916)dsthat the meaning of words igariabledepending on

context andon the relationship of avord with those surrounding it at time of use. A wotHen,has

no value inof itself. The metal from which a coin is minted does not dictate its value, its value is
signified by place in a currency systgust as the value of a chess piece is dependent on its position
at a specific point in game.Like currencywords make sense only whersed in a formal, abstract
system and then only when considered relative te thordsaround them. Every text, according to
Saussure, has a deep structueainique languagepperatingvia a series of arbitrary signs. Each sign
for examplethe word‘impact’,is composed of a form, ‘the signifier’ and a meaning ‘the signified’.

Culler (1997) holds that those using a language system reqomenenon understanding allowing all
users to respond to a sign in the same way; conflisiea because theélation between form and
meaning is based on conventidit997:57) Saussur€1916) noteghat diachrony whereby
languagaundergoes change displisng variance within a systenoccuis due to historical events or
political influence. Anguage changkagssocietal evolution, as languageiniserited through
tradition which tends towards conservatism. The complexity of language, pepaafsularly in
educationcontextsreplete with specialist vocabulary, causes further resistanaghange. Culler
(1997:59) argues that readersan be brought to see through and around the settings of their
language’to see adifferent reality’. He advocates for examination of languagd meaning
change, as when we explore duabitual ways of tmking and attempt to bend or reshape them’
we ‘attend to the categories through which we unthinkingly view the world’ (ibid:60).
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Meaning Change in the Air for Teachers’ CPD

Concepts'‘can be slipperyand language may Bexported from one discourse to another’ to ‘convey
quite a different meaning(Gregson& Hillier, 2015:111). Bernsteinontends that ‘every time a
discourse moves there is space for ideology to play’ andliscourse ever moves without ideology

at play’(2000:32).The relocation of teachers’ developmental dialogues to online spaces may herald
arepossession of professional learning discourse and signal opportunities for changes in CPD
purpose, even underpinning ideologyonflicing dialectics arounthe nature and purpose of

teachers’ role and professional learning neeyst betweerthe approved, official discourses of
government and sector leaders and the informal dialogues of teadBemmistein, 2000nviting a
‘choosing of sides’

CPDmayhavebeen appropriated bprganisations and sector bodigs signifya narrow range of
‘approved’ actities,which‘promote and legitimize the interests of specific groups of people’
dominant in societyfGregsor& Hillier, 2015:111) Alternatively, the term CPBayalsobe
undergoing a alternativemeaning changegvolving to embrace online, asynchronous discouises
informal communities which respect hierarchy and geography no more than they daztimes FE
CPDmay continuebut be separated from its signifiewwhichmay speak to educators participating
but not formallyloggingor recognising the activity, especially if GBDialogically informal or
independently undertakemvithout organisational mandate.

Language change is not amolutionary proces There argivot points when signs undergo a

change in accepted meaning and are employed by emewgingtituencies for new purposé€uller

1997) Language can be subvertexb perhaps we should not be surprised to witnesguage
evolutionwhen ourpolitical landscapand national identity undergeignificant changes. Culler
(1997:60) noteshat language isdoth the concrete manifestation of ideologythe categories in

which speakers are authorised to tkirand the Site of its questioning and undoing’. It is this
‘questioning and undoing’, changdaensions and contradictions surrounding educators’ CPD that
thisthesisseeks to capture. The close of this chapter returns to the themes of dominance, cultural
capital and language as a manifestation of ideology; the chapter begins by examining the concept of
professionality andeachers’professional learning.

Teachers: Professionals Unlike Others

The termCPULOs undergoing competition from other naming conventions; of late ‘professional
learning’ hagyained prominence, perhaps as ‘development’ suggests a deficit to be redressad and
‘learning importantly ‘casts teachers as learners, tggennedy, 2005: 239)Coffieldalsoprefers
‘professional learningdescribinghe activity as the ‘major engine of improvement’ provided
organisationatulture is ‘as conducive to the learning of tutors as it is to the learning of students’
(2017:45). This thesis wiltfer to teachers’careerdevelopmentas‘professional learning’ olCPD’.

First it is worthwhile to examine what it means to be ‘a professiofiahenor and Tichenor
(2004:89) note that fundamentally professiosare paid in their roles and are further ‘distinguished
by the level of skill' séihg them apart from amateurs. In medicine, law an@éthogy, a professional
has ‘clearly delineated roles, responsibilitiesodified rules and expectatiohfr behaviour
developed over many yearsnportantly, experts irother sectors holdshared understanding®f
professionalismmot present forteachers so educatorsnust come to asharedunderstanding of
professionalisnif their voices ard¢o have authority(ibid:90) Biesta (2015:81) notdbat teachers
need highly specialised knowledge and skiligctioning in ‘relationships of authority and trusés

they ‘play a crucial role in the definitioof clients’ needsather than merely serving them (ibid:82).
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Eraut agreesnoting that professionals ‘provide services which recipients are not adequately
knowledgeable to evaluat€1994.2)

Tichenorand Tichenor (2004:89) describe professional teachers as those who are ‘true to the
intellectual demands of their disciplines’, ‘know the standards of practice of their profession’ and
know that they are accountable for meeting the needs of their studenthis seems a description
whichmost educators mighfind familiar, perhapsvith the exception of knowing thestandards of
practiceof their professionasthese have been far from stable in FE over the past decade. Coffield
prefers the term ‘experteachers andadds to our definitiomoting that expert teacherstranscend

a narrow ‘method and practice’ definitioof teaching to consider the ‘ideas, values and beliefs by
which that act is informed, sustained and justified’, extending thecephof professionalityto cover
‘what the culture values’ (2017:4). Coffield (20)5irther contends that ‘educators have a
responsibility as well as a right’ to become ‘equal, social partners with government... in the
formation, enactment and evaluation of policparticipating in decision-making ‘at national,
regional, local and institutional levels’.

Theconcept of teacher pfessionalisms at the heart of th&eTF (2014) Professional Standards
Practitioners need to be reflectiveritical, evidencebased thinkers regarding thegducational
assumptions, values and practiegid ‘maintain high standards of ethics and professional
behaviour'. The professional domains chosen for the Professi@tandards (ETF, 2014:2) of
‘values and attributes’, ‘kmwledge and understanding’ and ‘skills’™ appear to sit well #i¢h
definitionsof professionality already discuss&tle can now build on these definitions explore

how expert teaches develop, beginning with an investigatimo the meaning of ‘CPIn FE
attemptingto relate the arguments to benchmarks set for professionalism by the ETF Standards.

The Slippery Concept of CPD

A text central tahis thesis is Sennett’s 2009 workhe Craftsman’. Sennett’'s ideas have a
substartial bearing on this worksunningthroughits pages like a mineral seam through rock.
Professionalism is a concept replatéh tensions and contradictioress there are seeminghs

many perceptions of professional behavi@nd performanceand the best routes to their
achievementas there are practitioners. Sennett (2009:242) holds that ‘higher standards can be
pursued in ways that create a great deal of internal conflict’ as ‘ddroands quality can also be
divisive’. His ideawill be returned to, but weébeginby examiningnore prosaic definitions of CPD
before returning to investigatenderpinning philosophical concepts.

Theopening chaptepf this thesisprovocatively offered UCU’s (201612pited definition of CPD:
‘attending and presenting at conferences and networking events, research and readirujresettd
study or scholarly activity’. While this may be a commonly accepted definitiorthésgswill benefit
from a bioaderexaminationof CPDbeginning with definitions fromecognised organisations.

The Chartered Institute of Personnel and Development (Q@Bprofessional standards for
learning and development professionals and avedttiartered stais. Theirpragmaticdefinition
(CIPD, 2017)lencompasses the process and ethos of @PBDonprescriptive, personallgelected
professional learningyet calls oomeansend,instrumentalist ideals

“...acombination of approaches, ideas and techniques that will help... manage... learning

and growth. The focus is firmly on results...in the real wdHd.most important message is
that one size doesn't fit all. Wherevernware in your career now and whatever you want to
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achieve, your CPD should be exactly that: yours.”

SuchindependentCPDsounds empowering, however in the sectiéqtow Should | Approach my
CPD?’ (ibid:19onflictsemergewith the ethosabove.CPDdescrbe CPDas most effective ‘when
coupled with appraisalssuggesting tha&n individual's development choicese modulated by
managers’ decisionstemming from a formal performance review

The CPD Certification Service is an indepenaeasssectoraccreditation institution which
operates to complement ‘policies of professional institutes and academic b¢@E® CS, 2017).
Their definition of CPBncompasesthe activityandits purpose, defining it as

“..the learning activities professionals engage in to develop and enhance their abilities. It
enables learning to become conscious and proactive, rather than passive and reactive. CPD
combines different methodologies... all focused for an individual to improve.’

Though the improvemerfocussuggess a deficit modelthe 2 definitionsabovegive us a picture of
CPDOn which individuals exercise agency with the specific purpose of profesgimveth and skills
enhancementSennett approvesf the notionthat agency is keyHe consides that each person
must be their ‘own makeydeveloping practicexperientially, taking charge of their own narrative
(2009:72) Sennettcontends thatwhen workes exercise agencigkill develops within the work
process..connected to the freedom to experimerttie newskill ismeasured bystandards of inner
satisfaction, coherence, and experiment in craft.” (2009:27)

Sennett'sfocus on agencgpealsto principlesof heutagogyoutlined by Blaschke (2012) sélf-
determined learning, undertaken to enhance competencies and capabilitias s@ld, theconcept

of teacher agencis problematicasagencyremains an inexact and poorly conceptualized construct
in much of the literature about teaching’ (Priestley and Biesta, 20151 debate arountkacher
agency is an important one which will be returned to later in this thesis.

Build a Community, Link Theory to Practice

When investigating teachers' CPD, méght begin byexploringwhat unique characteristics
educators’professional learningright possess. Whitehouse (2011:10) identiBesinderpinning
characteristicsCPDactivity should be based on identified learning needs, be sustained, be subject
specific, be classrooinased shouldinvolve collaboratiorand shoulduse external expertisé
appropriate.Whitehouse recommendan iterative CPProcess allowng time for personal theories

to be challenged and teaching practices to be chahtfedugh participation in professional learning
communities which can bénformal in nature’.

Byextendingher definitionof CPo encompass aeed for community andollaboration

Whitehouse concurs withBruner (1996:11) who contests that ‘culture shapes the mind’, providing
us with the ‘toolkit by which we construct not only our worlds but our very conception of ourselves'.
Bruner holdghat thinking is not a solitargctivity; critical peer dialoguesaid the determination of
educational philosophgndpractice. Wengealso promotesa need for collaboratioin teacherCPD,
as‘communities hold the key to real transformation’ througgmgagement in action, interpersonal
relations, shared knowledge, and negotiation of enterprises’ (1998:85).

The need for educators to be collaborators is addressed by the ETF Professional Standards in

standards6, 10 and 20 which require teachers to ‘buildgsitive and collaborative relationships with
colleagues’, ‘evaluate their practice with others’ and ‘contribute to organisational development and
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quality improvementthrough collaborationETF, 2014)21n standard 2@ve see a similar conflict to
that found in the CIPD’s definitioof CPDone of an individual’'s agency being modulated by
organisationapriorities. Where CPD is mutually benefi¢mkeducator and employer, committing to
it can be thought of as a ‘wiwin’ scenaripwhere amandatedactivity is not considered personally
relevantby the teacher, tensions and motivation issues may oacdrthese conflicts will be
discussed later in this literature review.

The concepthat professional learning best situated within a commmity isalsocentral to

Sennett’s (2009) thesiscial order plays a key role in craft developmantl teaching is surely a
craftdescribed by Wiam (2009) as ‘such a complex craft that one lifetime is not enough to master
it’. Sennett (2009:288) callsxdewey, Ruskin and Morrisumngingworkers to assess the quality of
work ‘in terms of shared experiment, collective trial and error’. From medieval craft guilds to
contemporary LINUX programmers, Sennett holdg craft has always ‘joined skill and comnity’,
requiring acommunal ethognd social structure for skills development to oc¢ibid:51)

There is also a beneficial, defensive element to the commune when rebutting challenges to
professionality, worth or achievemerfbennett notes that without community, artists la@a

collective shield... against [clients’] verdi¢iisid:67).Opportunities to workcollaboratively with
colleagues in ‘peer-tpeer activities’ are alsthought essential by Coffield (2017:48ho considers

that keyto praditioners’ development is the ‘professional confidence to challenge the assumptions,
methods and findingshere ofthe Inspectorate in a ‘career-long, ongoing procéss

Sennett holdghat skilldevelopment depends on ‘relational thinking... attends to clues from other
people’ ina‘dialogue between tacit knowledge and explicit critiq(2009:51) Sennett draws upon
Polanyi's assertiorthat tacit knowledge is importantand thatconjecture should be explored in
community dialogue. The emergee of ahunchor informed guesshowsthat professionals ‘believe
more than we can prove’ and ‘know more than we can tBltlanyi, 1967:4).A professional may not
be ready taformally articulateemergent ides, but Polanyi considerthat this doesnot make

informal conjecture uninformedemergent ideas help us make meaning and develop theory.

Dialogue and Theory Progress to Practical Action

Communityalone isnot enoughto develop practice and wehould notexpect professiondearning

to occurthroughrandom proximity effect. Coffield (2017:xii) notes that collaboration must be
actioned in a practical sense, not remain discursive. Teachers need to learn new methods
collaboratively in peer-tgpeer activity or they will be ‘shigng, but not implementing, good practice’
(2017:xiii).An advocator of agen@s well as community, Polanyi (19@6nsides that motivation
drives skill anghassion motivags discovery, leadings to identify patterns, ask significant questions
then validate theories using peer critique. 8tiheme of interconnected duality of theory and
practiceisfurthered by Deleuze (in Foucault, 1977:208) whddkthat theory is éxactly like a box

of tools... it must be useful’. Deleuze (ibid:206) suggests we view practeceetof relays from one
theoretical point to another’ and ‘theory as a relay from one practice to anothbegofly has
relevance only to a limited fields ‘no theory can develop without eventually encountering a wall...
practice is necessary for piercing this wall’.

Criticaldialoguearound practice is an essential component of OPdifield (2017:41yvrites ofthe
‘transformative change’ ofollaborative strategwhenteacherschange how they think instead of
what they do’, ‘generate new knowledgeand this provokes new action<offielddraws on

Polanyi’s theory that the ‘act of knowing exercises a personal judgement in relating evidence to an
external reality, an aspect ofhich... [therofessiondlis seeking to apprehen¢l967: 4).
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A Process, Not an Event: CPD as Patient, Careeng Work

There isaneed for patient buildingind judging of professional practice. Aristotle’s description of
excellencgin Durant, 1991:76) aso6t an act but a habit.won by training and habituation’ reminds
us that ve are what we repeatedly doThoseseeking to develop a skill ‘must be patient, eschewing
quick fixes’ says Sennett (2009:5dh)ile Ames and Biesta urges to appreciate complexity, positing
that gradualchanges in embedded practice and culture ask for ‘contextualised judgéragmer

than ‘general recipes’ (2007:3 A offieldjoinsthem in warning teachersaway from‘simple but
spurious solutions to theomplex problems of teaching’ (2017..4)

Coffield holds that CPD must occuradsustained, coherent programme over which [educators]
have control’ (2017:45). Whitehouse (2011) concurs, statingphafessionatevelopmentis a
challengingiterative process which benefits from persistenBepetition and need for patience
emerge as significant themes in craftilding which involvesgwelling on a task for a long time and
going deeply into it, because you want to get it right’ (Hyland, 2018:SEd)nett (2009:37) concurs,
holdingthat ‘going over an action again and again... enablesgtitismi. He noteghat
contemporaryeducation‘fears repetitive learning as minaimbing’ butwarns against replacing
repeated practice with constant novelas absence of repeated practice deprilesrners of the
experience of ‘studying their own ingrained practice and modulating it from witlhiia: 88).

Sennettis specifically referring tachool and collegetsdentswhen cautioning against unquestioned
innovation but it is significanthat teachers undertaking CRi2em not to be considered equalg
‘learners’, though surely they are. Coffield questiarieether educatordiave the fesources, time

and space to grow as professionals with equivalent freedoms to their stud@dts7:36) He

describes both teacher and student as needimg metacognitve skills to become ‘lifelong learners
who understand how to leafnandcan‘assess their own weaknesses, strengths and enthusiasms.’

Given the stated needs for patience and persistence in craft buildisgemsnotable that
outstanding teachers areften promotedinto management positions with undue haste, moving
beyonda sustained learning and mentoring cycle. Remdnaah skilled and experienced peers
coupled with high staff turnover rates in FE ntaynpromise theelationshipcontinuity required for
participation in a ‘cognitive apprenticeship’ (Rogoff, 1990 in GregsHiili&r, 2015:115). Bathmaker
(2014,in Gregson & Hillier, 2015:115) holds that cultures can act to ‘enable or constrain léarning
professional learningonstraint may result when FEaffrooms have a revolving door by virtue of
promotion or attrition, or, worse, both

Coffield (2008) also takes issue with Ofsted’s (2@a# )for a ‘corporate approach’ to CPD,
contendngthat CPD shoulde autonomously selected and personalisesstducators are best
placed to identifytheir own learning requirement$’Leary (2018:3) agrees, criticising amguctive
view’ of teaching, which assumes that practice canuméformly identified, categorised and
assessed in predictable and proportionate ways’ by managers and inspectors seekinglised
practice’from a‘homogenous community’. Thisew isshared by Scales (20B2whocallsfor the
end of 'sheep dip' CPBvents’,attended en massend ‘probably hosted by an outside provider’
who maynot know‘anything about’ theteacherswork. Scales describes largealeevents as having
corporate popularity because they are easily auditdhléconcludes tlat generic, evenbased CPD
is ‘probably a waste of time and money’ as teachers are best placed to know about their local needs
and, like theirstudents, requirepersonalised learning’.

Scales (2012:1) quotes Wells (1987) in holtlrag every educator needs to become ‘a builder of

theory that grows out of practiceas br too long, éxperts from outside the classroom have told
teachers'what to think and whata do.’ Scales directparticularcriticism towards ‘best practice
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take-aways'where learning from generic eventsimneorrectlyconsideredo be transferable to other
scenarios, noting that ‘contextee’ CPD has negligible value as iney not translate tather
contexts Professional learning should, therefore, be underpinned by principles of andragogy
(Knowles, 1984) being intrinsically instigated, built upon independence andosalépt,
experientialandtaskorientated with immedite application.

Building Praxis: Practical WisdomInformed by Values

The concept of ‘best practice’éa&knowledged to bslippery by teachers and teacher educatdfs
not always by those dictating policgsthe ideaembraceghe values which inform teachingemmis
et al (2014:25) dispetany teacher-agechnicianstandpointthat imagineseducators workngwith
‘pliant...raw materials that are the students themselves’ podduceoutcomes. Instead of
considering learning a mechanistic process, we must consider impacts of learner agency and
educator action, remembering the ‘practical actions’ required in response to ‘uncertain practical
questions’ (ibid:25).

Biesta (2010:10) reminds us that education is an unpredictable, ‘variable prothiss’

unpredictability is perhaps particularly prevalent in vocational educatitrated as it is igarages,
restaurants, nurserieand theatreslikening teaching to aart or craft discipline (such as mastering

an instrument) Biestachoes Sennett (2009) hrolding that classroom practice requires subtle
judgements calling for what Aristotle term‘phronesis’ or ‘practical wisdom’. Biesta contends that
expert teaching isorged fromcareer-long development sm practitionermustdraw upon the

‘embodied’ qualities of thewhole professional person’ edagogy then,canbe thought of as a ‘way

of acting and being’ while judging the ‘right thing to do’ for each individual learner (Biesta, 2010:10).

Dunne (1993:8) exginsphronesis as having an ‘eye... an intuitive sense of the... texture of practical
engagementand Heilbonn notes that practical wisdorarises from experience and returns to...
reconstruct and enrich’ i2011:48-9)Heilbronnalsonotes £011:48-9) that practical wisdom
developsby ‘grappling’ with messy realitgpnsideringexpert educatoras having theapacity to
respond flexibly in fluigituations ‘to do the right thing at the right timePractical judgement
providing‘the right response’transcendséchnical ability talraw upon ethical codes and personal
values, showing a ‘rootedness’ of actionthin the individual’s ‘character, disposition and
qualities’(ibid49). Thisability of an educator to makiexible, informed decisionis described by

Freire 998:41-42ps ‘absolutely necessang expert pedagogy requimgthe teacher to be

unafraid of risksto ‘reject immaobility.

Kemmiset al (2014:26) hold that educationally wise actions do not follow rules aimed at producing
outcomesknown in advance; thegireinsteadactions whose ‘indeterminate’ results can be

evalated only by reflecting upon ‘how things actually turn out’. A teash'sayings’ (the cultural,
discursive language they use), ‘doings’ (their physical activity at work) and ‘relatings’ (thei social
political arrangements) form ‘@ractice architecture’ (ibid:34). Once practice is ‘morally committed
informed by traditions in a field’ and aims to work ‘for the good of those involved and for the good
for humankind’, this action can be said to be ‘praX®mmis et al note (ibid:36hat the concept of
praxis reaches back to Aristotle aoanbe understood as ‘living well in a world worth living in’
(ibid:27)a view echoed itdumboldts concept oBildungwhichcalls for ‘autonomous participation
and communication in the public sphere’ focussed on ‘development of the inner self, which in turn
served the common good’ (Heidt, 2015:4).
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‘Delivering' CPD: Experts and Outcomes

The literature review to this point presentm ideal of professional learning as a considered, values
informedprocess in which an educator exercises agemzjcollaborateswith peers. We should

now explore how wemightjudge whether CPBas been effectivenvhichrequires that weask,
‘effective to what end and for whomPhis discussioimvolves attempts to assess impact and brings
with it agendaladen complexity, requiring us to defiméhat is meant by effective artd assess
attributes of quality teaching and learning. Such judgements return us to discussion of the
complexitiesof languageause (Saussure, 1916: Cull#®97)as we seeko interpret observations of
practice anddata on learneputcomes Gregson et al (2007:83) note that the ways in which data is
collected and the scale and instruments used in its evaluatiave a bearing on the way in which
data can be reported upon and the different claims... about reality and truth.’

Nuances of language use and intended or symbolic meaning come into play when considering the
effectiveness o€PDand a essential firsguestionis ‘what is thepurposeof CPD’ It isusefulat this
point to consider Kennedy’s (2005) analysis of core CPD purptsels examines issues of power
control, teacher and professiowide autonomy and ‘potential capacity for transformative practice’
(2005:2). Kennedy suggest€2D models which span purposéecategorisasas transmission,
transition and transformationilfid:17), useful lenses through which to examine the current FE CPD
agenda and the motivations of those who set it

The Department for Education’Standard for Teachers’ Professional Developh{&itP DJDfE,

2016) giveinsight into the Government’s preferred direction and purpose for CPD Cléws *
description’of effective CPBet out in the STPD involves school lead&zachers and external

experts acting ‘in concer{Teacher Development Trys2017:1) Developed byexperts’ including
teachers, school leaders, business managers and researchersgd&hibment began with a

review of standards worldwide across a range of professibne.Standard compriséskey headline
ideas dl CPDshould havean explicitfocus @ improving and evaluating pupil outcomes’, ‘be
underpinned by robust evidence and expertise’, ‘include collaboration and expert challenge’, ‘be
sustained over time’ and be ‘prioritised by leadership’. There is also an expectation that individual
CPUDactivities willbe ‘threadedtogether to create coherent programmegbid:1).

AnOfsted document focudsg specificallpn FBeachers’ learning stresséise needto use
professional standards as a ‘basis for promoting... better practice across the sector’ (2014:8).
Cutstanding providersire said tause key strategiesf ‘promoting professional dialogue’ and
‘consistently taking a corporate approach’ to high quality (ibid: 11). Quality, according to @&fsted
achieved by ‘rigorous performance managemnidinked to observation of learningL.esson
observationoutcomesinform performance management processes which initiatdividualised and
successful’ CPD (ibid:22).

TheOfsted and DfE documents draw upon frameworks for evaluating CPD effectivdnebfiave

a commercial or Higher Education fod@uskey2000: Kirkpatrick 1998:Chalmers and Gardiner
2015:Trigwell et al2012).The DfE (2016) and Ofsted (2014) reparth@rs identify multiple
indicators for CPD impact includipgrticipants reactions to the development, learning stemming
from it and changes tattitudes and beliefs. Both models place strong significance on whole
organisation or cross-sector benefits and improvement in outcoi@@&built on performance
management suggest athos philosophically underpinned by a ‘deficit model’ whereby
organisational standards are raised via individual performance management. Kennedy (2005:6)
notes that use of aeficit model is problematic as itimiclear ‘whose notion of competence’
performance standards reflect. Tihneodel also disregards notions of systemic performance
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shortfalls; the organisation itself is ‘not considered as a possible reason for the perceived failure’ so
the model fails totake due cognisance of collective responsibility’ (ibid:7).

Use of independent experts and outcome-focussed metrics when steeringl€éaligis with

Kennedy’s (2005:4) ‘training model’ which requires teachers to ‘strive to demonstrate particular
skills speified in a nationally agreed standard’. Kennedy notes that a training model favours a
‘technocratic view of teaching’ centred on demonstration of competence. Training is ‘delivered’ to
the teacher by an ‘expert’he agenda is ‘determined by the deliverarid theteacher isplaced in a
passive role’. Kennedy (ibid:4) is critical of this model as it disreghrsisroom context and faito

connect with the essential moral purposes’ at thieeart of professionalism’. She notes that a ‘high
degree of central control’ is evident in the training model which is ‘often veiled as quality assurance’.

The Ofsted and DfE standarasid somebenchmarks for successful CiRzommon with
Whitehouse’s2011)and Bruner’'s (1996) theories (suah use of external experts and the
desirability of collegiate dialogub)t significant contradictionwvith other literature are evident.
Whitehouse(2017) findsexplicit focus on learner outcomes as a success mptablematic, nang
that establisiment of cause and effect between CPD and improvements in learner outcomes is
challenging. Coffield, todoldsthat there is a ‘serious weakness’the theory that effective
teaching is defined as ‘that which leads to improved student achievemf@Emiutcomes focusoils
down to better exam results [so] education is reduced to what can be easily measured’ (2017:4).
Coffieldquotes Fielding (2Q0 in warning that ‘accountability has become a largely negative
instrument of social and political control operating within the culture... of blameendngthat to
measurequality improvement meaningfully we must move awiagm ‘judging the more easily
measurable outputs of education’ lest ‘audit become a form of learned ignorance’ (2017:33).
Coffield’s criticism echoesahof Stenhouse (1976:4) whamhisthat an ‘objectives model’ of
curriculumshaped bythe concerns of examiners rather than teachdadls to foster the
‘educational experimentalism’ required feeachersprofessional growth (ibid: 6).

The dominancef an objectives model of curriculum pesa challengeo the credibilityof informal
professional learning ihformal CPD activity caot producereadydata on improved learner
outcomesto feedanaudit culture. Thoughgrade improvementsindsimilar ‘hard’ indicators of

impact havebeen criticised as ‘necessarily crude... disguising instances of significant success or
failure’ (Gardner, Holmes and Leitch, 2008;§80viding the types of hard evidence favoured by
sector leaders and policy makers ishallenge for advocates of informal learnifidhough

‘measurable and observable are not equivaleshortterm change can be ‘implausible or difficult to
observe’, leaving researchers to attempt to persuade stakeholders using soft indicators of impact
‘conventional quantitative and qualitativevidence is rendered impracticaibid:89).

Professionalism Cedes to Organisationally Mandated Qualifications

The deregulation of FEhroughthe removal of aequirement for mandatory teaching qualifications
meant that ‘employers and individuals’ agéven‘flexibility to choose the most appropriate
gualifications for practice’ (LSIS, 2013;5). A statement in the $8t®locument contradictany
teacheremployer decisiormaking partnershigthos, elaborating that ‘it will be up to employers to
decide what [qualification] is appropriate for their staEmployers should ‘specify the qualifications
that they require their teaching staff to holdhd thendetermine whatCPDOs appropriate (ibid:4).

One way thasector educators are encouraged to reflect upon their professional values and
demonstrate mastery of practice is by becoming a member ofStheety for Education and Training.
They maythen electto pay further feesandwork towards ‘Qualifiedeacher Learning and Skills’
status (QTLS) ‘the badge of professionalismAdwvanced Teacher Staty&TS) ‘the badge of
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advanced professionalism and mastery’ (SET, 2018b). The conferment air@mMSsaligawith
Kennedy’s awardbearing model (2005:5) where@PD ifocused on classroom practice, often at

the expense of issues of values and beliefs'. Like Kennaefyclt, training and cascade models, the
award-bearing model is situated in the ‘transmission’ category offfaneworkandwitness
requirements fomprofessional learning ‘defined by some external party, usually in a position of
power’ (ibid:18). Kennedy notes that the purpose of transmission CPD is to equip educators with the
‘requisite skills to implement such reforms as decided by others’ rather than allowing them to be the
arbiters and architects of a practice they construct based upon their own judgensdoes and

identity (ibid:18) Sennett’'s argument (voiced fhe appetiser in this chapter) bearspeating here:
‘standards can be pursued in ways that create a great deal of internal conflict’ as ‘who demands
quality can also be divisive’ (2009:242).

Tensions caused mpnflictingCPD prioritiesind power dynamics are evidemt FEAnN integral part

of the year-long QTLS/ATS process involves candidates self-assessing againsttarel&™s S

(2014) and demonstrating professional development based on observation feedback, observations
which, it is encouraged, are performed by a semi@mager (SET, 2018b)c#inbe argued that a
teacherwill respect feedback fromraexperiencedsubject specialist peer above that of a senior
managerasteacher and manager may lack a shared perception of professional or organisational
identity, purpose or values (Coffield, 2008: O’Leary, 2018). Ideological conflicts@reca of

tension when deciding o@PDdirection. We might question whether teachers are being required to
reflect on professionalalues they have framed personatlr are being asked to modify their

identity to better fit organisational ethos or political climate.

Priestley and Biesta (2015:1) hold that ‘several decades of policies’ have ‘actimbfelesionalized
teachers through highly prescriptive curricula and strict regimes of inspection and control’. They
further contend (2015:3-4) that it isighly debatable whether the rhetoric of [teachewitonomy is
borne out in practie’. Increase in ‘output regulation’ has resulted in development of ‘performative
cultures... and instrumental decisiomeking’ compelling teachets ‘distance themselves from their
personal values in order to ‘play the gam@015:3-4).

Setting Standards for Excellence or Homogeneity?

Arguments for the need for professiorsthndards as benchmarks for quality and foundations for
CPD have certainjeen made. Darlinglammond (1999:15) notes that professional standards
‘clarify what the profession expects its members to get bettemat should be ‘professiomefined’

to provide abasis on whichthe profession can lay down its agenda and expectation

professional development and accountability’. Darling-Hammond notes that in teaching, standards
helpto ‘structure the learning opportunities that reflect the complex, reciprocal nature of teaching
work’ but also ‘hold promise fomobilizing reforms{ibid:39). Sach2003: 179onteststhat
standardsmprove performance and professional standingntributingto learning and setting

‘goals and exemplars of best practiéa’ teachers.

Sachs (2003:178) highligrge important pointwhen discussinthe validity of USeacher standards

The appetite fortheirimposition was ‘premised on the assumption that standards are developed by
members of the teaching professicandcreated ‘over an extended periodwith co-operation from
various teacher representative bodie$he Society for Education and Trainif®ET)the FE sectos
membershipbodynote that over 1,000 sector professionals were consulted during formulation of
the ETkstandardg SET, 20165 ETprovide the rationale that standards ‘provide a framework for
teachers... to critically appraise their practice and improve their teachingghi©PD{SET, 2016).
This statement firmly linkéhe standards to theteering and mapping of CPD Hutther suggests
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that teacheranayexercise agency, acting as the appraisers of their practice and architects of their
professional learning

Kennedy (R05: 8) observes that a semantic shiftsoccurred whereby judgements of teachers’
performance against a framework of ‘competences’ has now been superseded by benchmarking
against ‘standards’. Such a change may appear to plaeenghasis on values and beliefs, speaking
to the recurring theme of the nuances of language use in this thesis. Bernstein’s contention (1996, in
Gregson& Hillier, 2015:111) that a shift in discourse makes ‘space for ideology toggleyis
apposite.Kennedynotes that though terminology has changed, little difference is observable in
‘either philosophical or practical terms’ when judging teachers’ practice. Though language has
‘shifted to hint at issues of values and commitmerthe real test is in the implementatioi(2005:

8). Shecontends that the emphasis téachers’standards remains firmly oevidencebased,
demonstrable practice’ rendering standards ‘competence-based, despite claims to the contrary’.
Kennedy furthecontends that instrumentalist standardselittle the notion of teaching as a
complex, contextspecific, political and moral endeavauriviing meansend relationshig which
‘empirically validate connections between teacher effectiveness and student leafitiitg9).

Kennedy (ibid®) concurs with Sennett (2008) contending that a benefit of standards is that they
‘provide a common language, making it easier for teachers to engage in diadmpug’their

practice Her concern, however, is that use of performative standards reduces the likelihood that a
range of &ernative forms of CPD will be considered. &bkls that a reliance on a ‘behaviourist
perspective of learning, focusing on the competence of individual teachers’ has ripegvidence

at the expense of ‘collaborative and collegiate learnaegising 8 tofail to respect teachers’
‘capacities for reflective, critical inquiry’ (2005:10).

Other authors question the use of standards as a precursor to effective CPD planning or guafantee
improvementsto practice.Research on global teachers’ professibaandardgerformed by ETF
revealed significant ambiguity aroustandardsefficacyas‘the catalyst for [standards]

development almost always seems to have been the identification of a need to achieve consistent
quality in teaching’ (ETF, 2013:6). The choice of the term ‘consisadihér than ‘higherquality

here istelling. ETFstate that the primary focus of standardsas been ‘to provide a basis for
consistent and relevant initial training, supporting ongoing professional developmettoncede

that standardsare usually ‘initiated by government bodies’ rather tHanthe profession. The ETF
researchcloses with a striking conclusiagiven its commissioners, purpose and audierficeling

that inthe UK, use of standards ‘had not resuliedconsistency in the quality of teaching provision’
and that initial teacherrining informed by standardsgvas often... haphazard and onerous’ (ibid:8).
Furthermore,ETF note that we musbnsiderwhether standardsvork to ‘develop high aspirations
rather than compliance with minimum requirements’ and whether tteag ‘best driven by a
practitioner led body’ (ibid:19).

GivenETF’'$2013)findings, we should examine the efficacy of standards in more depth; Sachs
suggests wask whose interests are served by them andgests (2003:176) thatandardstrue
purposeis as acontrol mechanism deployingureaucratic... rules, mandates and requirements’. She
contends that standardgive governments, via regulatory bodies, the ability to exercise ‘direct
supervision’ and to imposstandardisecprocessedo ‘control or regulate teachingSachss critical

of arguments for the efficacy of standardisstly, as being plain ‘common-sense’, secondly as an
automatic method of quality assurance atihportantly, as the preferred engine for quality
improvement. Sach'’s rebuttal &suseful frame to employ to explore other literatuom the

imposition of professional standards
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Professionastandards are positive, beneficial instrumenthisTassertion is presented uncritically by
the media according to Sachs (2003:176) who claims that the public is assured that imposition of
regulaion will improve quality. She cautions that ‘what might $sen to be common-sense has
significant implications for teacher autonomy and professionalism’. An ideological struggle presents
between those who regargrofessionals as autonomous actors with strong identity and those who
contend thatindependent,experientialapproaches compromise quality. Sennett (2009:50) notes

that Plato ‘treated with suspicion’ experiential craft standamdisscribing them as ‘too often an

excuse for mediocrity’. Plato doubted the value of the interchange between tacit and explicit
knowledge and Sennett (2009:51) holds th@s doubt remainsan enduring tension.

The second commonly quoted benefit of standiardates to another of Plato’s arguments (in
Sennett,2009:50) rgardingquality assurance; standards bring consistency of performémoeigh
uniform practice. Sachs (2003:179) cauiagainstacceptance othis assertion Shecontendsthat
in educaton, standardcanempower‘overly zealous gatekeepers’ causing a ‘massive téathe-
test responséthat may divertimprovements irteacher education antdumb down high quality,
innovative programs’. Darlingammond (1999:39) agrees, statithgit standads ‘are not a magic
bullet’ for raising qualityholdingtheir own dangersf practice becoms ‘constrained by the
codification of knowledgeand furthercontendingthat those applying standards mé#gil to
‘acknowledge legitimate diversity of approaches or advan@)8:50).

Polanyi is quoted by Sennett (2009:50) cautioning against unquestitmikigg of quality to
uniformity, noting that ‘bedded in too comfortably, people will neglect the higher standex'thy
arousing seftonsciousnes workers are'driven to do better’. Using the NHS as his example,
Sennett highlights the tension between ‘correct form’ and embedded practice (ibid:242). Standards
prescribing a ‘correct procedure’ may raise quality in some areas)diutniversallyas in means-
end scenarios we witness ‘the problems of the closed systdmh those undertaking development
meetthe appointedtarget but do not progress furtheBennett noteghat to do good work
professionals need tbe curiousto ‘investigate, and téearn from ambiguity’ echoing earlier
thoughtsbenefits of repetitive practice he furthdroldsthat kill is built as ‘the rhythm of solving
and opening up occurs again and again’ (2009:48). Avis (201 2d9&)rs and asks us tonsider
the pressureghat overworkedteachers find themselves under if compelled to meet standards
related targets If teachers’ labour i0t freely offered’ once targets arenet there may be no
impetus or attempt toexceedhem. He further contests that iroppressive and low-trust work
contexts, targets may be fabricateby managersnegotiated on what has already been achieved

Sacls (2003:181ontendsthat the impositionof standardamay alsdeave ‘silent the assumptions
about how change will occur and what model of change is implioittganisationsadopta
bureaucratic ‘personal change-forced perspectiweé may createregimes of direct supervision and
standardized work’. She cautiofipid:133)that standardsmayreduce ‘areas of personal discretion’
and ‘inhibit involvement in and control over longer term planniaigd, concurring wittCoffield
(2009) mayfoster dependency onexternally produced materials and expertise’. Sq@3:133)
holds that instead of performative benchmarks sleould empoweeducators to be able taely on
standards of expertise, codes of conduct, collegiality, felt obligations and other professional
norms...to build a community’ which will enable professionahiegito occur naturally.

The most contentious outcomes of tluseof performance standards appear to be the compromise
of professional autonomy and the unwelcome impacts upon professional identity. Wiliam (2009)
notes that teachers should be able to exsecthoicdo ‘find ideas that suit their personal style’,
having theflexibility to take othersideas andcontextualise them itheir own scenario. The ETF
(2014:1-2 standards open with a clear statement on the desirabilitgidonomy, stating that each
practitioner should develop their own judgement ‘@fhat works and does not work’. Standards 1
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and2 continue the theme of autonomy, setting expectatisthat practitioners ‘reflect on what
works bestin teaching and learning’ and ‘evaluate and challemgattice, values and beliefs.

Thisreview has already highlighted that evaluations of pracsiceuld be part of a reflective audit,
informed bycollaboration with trusted peersyet FEeachers may not hold the status required to
exercisesuchautonomy. Sachs (2003:184) notes that we need to find a way to accommodate the
‘ambiguities and uncertainties of alternative forms of education provision and policibse
simultaneously givingeaches ‘clear guidelines as to what constitutes best practicem#ty be
doubtful whether many teachers would disagree with this accommodation itsfinal words are
highly contentious and key to current teacher CPD programtheseed to capture, codifand
cas@ade‘best practice’.

The third argumenmmade bySachsperhapsmost relevant to thighesis,is around the value of
standards as a driver andnaap for CPRctivity. She agrees (2003:182) that standards which are
profession-defined providalirection and milestones... over the long term of a careemngan

enabling ‘infrastructurefor professional learning.n® contends however that standards are
notoriously diffcult for the teachingrofession to keep control oveMeasurement against
standardscan become politicised hagimplications on recognition and reward and ‘any failure to
acknowledge this is naive’. Sachs h¢ld&l:182) that strategies contdaoigteachers’ work develop

as aresponse to hose teachersndependent actionsso‘teachers are not the mere recipients of
policy'. Teachers havetrong work cultures and considerable loyalty and dedication’ which they can
draw upon as a source of strendtinit whichalso renders them vulnerable to exploitation’.

The discussion of the impacts of standards on culture is advanced by Day et al5@@0~honote
that tensions occur which leave teachenssure of the éxtent to which they are able to usbeir
discretionary judgements’. Teacheasgsuggle to meet the ‘responsibilities associated with their new
performative identities’ due to the challenges themeusesmake to ‘traditional’ perceptionsf
professionalism. Sachs considérat teachers rislbbecoming ‘complicit in their own exploitation and
the intensification of their work’ if standarelsased CPD becomes #ae'ological toolrequiring
educatorsto do additional work under the guise of increasing their professionalism0@084). If
profesgonal standards becoma tool enablingemployers to demand morgick-box’ CPD be
undertaken, thisourdenmayhavecounterproductive impact uponteachers’ abilityto undertake
meaningful, autonomous CRi2yond simplisti performativity-related learning.

Setting the Benchmark for FE: Standards in a State of Flux

In a sector which has such diverse provision, learner profiles and learning environments, any push
for identification and use adingular, objectivébest practice’'seemscontradictory. Sennett
(2009:52) speaks of the problems caused by ‘conflicting measafrquality, one based on
correctness, the other on practical experienedien absolute standarglof quality cannot be
reconciled with quality based on embedded practice’. There will likely be tensions if managers
contendthat there is one preferred wagf facilitating successful learninghich CPD can instil.
Coffield (2009:372) considettse idea of a singldyest practice solution to the diverse andmplex
problemsof FEmay bethe initial step of the slide into authoritarianism’. He also notes tis&tctor
rhetoric is ‘intensified [intba concentration on excellentquoting a DfE White Paper on FE ‘which
boasts:'we will eliminate failur&. Coffieldcriticisessuchhyperbolic government rhetoric as
operating ‘like a ratchet screwdriverhich allows'only constant forward progression’ (2007:373).

It seems uncertain which quality benchmark FE teachleosild be aiming for as vocabulary around
performative targetss inconsiderabldlux. Diachrony or in this case, dualityin language use and
meaning may be influenced by politidattors Saussurel916)and Coffield (2009:373) notes that
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the ‘seemingly interchangeable’ terms ‘good’ and ‘best’ practice are problematic as they have not
been satisfatorily defined, yetsomehow their meaning is considereth be widely understood and
agreed’. He quatsJames and Biesta (2007:380) who conclimde the aim of standards to move

the sector from a culture of improvement... to a culture of excellence’ via a ‘culture of compliance
No mention is madehat the culture of compliance wsa logical, forced respondsy FEproviders to

a ‘plethora of policy initiativesdrom government, rather than a plan inculcated seeking excellence

Coffieldcalls decreeso educators fromGovernmentintemperate rhetoric; critical ofthe

imposition of ary modelof learningwhich remainssilent about what it means by learningchoing
Stenhouse (1976), his concern regaady political visionof quality which is ‘narrowly conceived
acquisition model’ where learning is thought of as ‘gaining possession over some commodity’.
Coffieldcontends that learning is an ‘intensely complex’ set of processes yet observes that
politicians view teache€CHD as a simple matter of delivering packets of good practice’ to teachers
who ‘digest them without difficultyand cascade them to colleagues whabsorb them with similar
ease’ (2007:380).

Coffield (2007:387) notes that good practioeist becreatedin eachunique classrom settingso
can‘never be singular, fixed or absolutdnanded down or imposed from above’. Importantly, the
quality of teachers’ professional learning and reflexivity aremetelyeducationalissuesput
impactwidely on the whole ofsociety Coffield (2007:388) asserts thatwabrant democracy
requiresan ‘open-ended approacho educational bespracticewhich remairs within the control of
‘reflective learning professionaleho must be wetresourced and whavill be ‘sensitive’ to their
specialist local contextéle considers that the impetus for dimuousimprovement is political but
will be unsuccessful without investment and stability as innovation rhadnatched by continuity...
professional autonomy and adequdtending’ (2007:388). Regarding policy formulated in a push for
improved outcomes, the Government could be said todaaight in the grip of a picture... while
blind to the social conditions for its realizatioAnderson, 2000:195).

Bvidence of democratigollegiate professional learning which engages withtertual canplexity
might be seen in the form of coaching or mentoring cultures in some organisationkennedy
(2005:10) holds that prevalent coachingentoring models of CPD tend to be skiligher than
values-focussed. The use of mentoring most often implies a hierarchical relationship ‘akin to an
initiation’ to the ‘social and cultural norms’ of thastitution (ibid:11). Kennedy’s conceisthat only
an ‘equitable relationshipwill allowteachers to ‘discuss possibilities, beliefs and hopes in a less
hierarchically threatening manner’ concing with Coffield’s (2007) call for the need for more
demcacratic, autonomous CPD.

Thoughprofessionaktandards may drive professional learning inthEse standardfiave become a
moving targetdragging with them much mandatory CPD effort. It is held that familiarity breeds
contempt, but the need to allow pretsional standards to bed in if they are to be used to measure
gualityandplan and charCPOs well-documentedSachs2003: Darling-Hammond,999) A need

for stabilityto be present if standards are to be valuable for a profession gives us causméarn
given the ‘churn’ in FE standards and quality frameworks described in the opening coftttisr
thesis Wiliam (2009:2notesthat the current impetus for teachers’ development is eebanging,
focussed on ‘bureaucratic distractions’.

It will be useful to examine the direction in which teachers’ professional learnaugrsntly being
steered, why and by whomas ‘national education policy is inevitably implemented at the local’leve
and will be interpreted depending ahe ‘political, aultural and ideological forces’ operating in local,
situated practice (Gregson et al, 2015:110).
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Sachs (2003:178) quotes Ingvarson who states that effedisadards drivefCPD ‘looks to the long
term’ focussingon ‘teachers as persons, where they are andcaivtihey might become’not merely
uponthe present policy limate. Standardshould beholistic, authored and owned by the sector

and allowed to bed in through familiarity of use. Wiliam (2009:2012) suggests that this ideal is not
realised in FBsorganisations arariundated with initiativesand struggle to embrace them all so
‘when everything is a priority, nothing is’. He contends that restricted budgets force organisations to
be selective in CPD investmehtt rather than eisuringthat CPDembeds standardisedractice we
mustgive teacherstime to focus on how to ‘do even better thgs.”"When consideringvhere

teachers’ CPD effatand the development emphasis for REdents $1ould befocussedan obvious
interpretation of theETF (2014) Professional Standards suggest®tius should be a dual one,
embracing development of specialigicationalknowledge anaf transferableskills.

FECPD:Following Standards in a Skills and Innovation Focus

Moving to a specific exploration of ETF’s ‘aspirational standards’ for FE practitioners (E3} 201
many of the twenty standards appear to meet Sennett’s (2009:250) benchmarks. The Standards
employ accessible wordingvoidng abstract concepts. The (2014) Standards contain detail
regarding classroom practice familiar to teachers as the bread attdrtaf practice, addressed in

the curricula of initial teacher training. The requirements to ‘Inspire, motivate and raise aspirations’,
‘promote positive learner behaviour’, ‘enable learners to share responsibility for their own learning’
and ‘apply apprpriate and fair methods of assessment’ are concrete and stated in plain language.

Such perationally-focussed statements account for 7 of the 20 ETF (2014) standards but there may
be danger lurking in the accessible language due to the Standastisimentalist nature. Standards
may be usedby anorganisation as a jigsaw whose completion is expected to result in a picture of
model professionalism, but the architeseems likely to be the organisation and not the individual
practitioner. At worst, professional standards may be used as a ‘checklist’ which treats educators
rather like a cabooked in for itdVIOT, determining by inspection which areas of practice have
‘passed’ and which require remedial action. The way in which standards are employed will depend
on who is doing the testing and what end is in mamtl Sennett (2008: 238) warns against any ‘wish
to simplify and rationalize skills’ noting this is impossiblenasdre complex organisms’. He makes

the argument that to work well, people must have ‘freedom from meands relationshipsf they

areto appreciate the ‘value of experience understoodaazraft’ (ibid: 288).

Sennett (2009:270) holdkat the ‘modern era is often described as a skills economy’, defakitlg
as‘a trained practice’. Eraut (1996: 125) definskill agn ‘integrative overarching approach to
professional action’ but addbat skilled practice incorporatebéth routines and the decisions to

use them’. Sennettchoes the ideas of Schén on ‘reflection in action’ commenting that the
craftsman ‘is judging while doing’ (2008:29®)ile Schdn (1983:68) describes an expert as a
‘researcher in the practice context’, not dependent on established theory and technique, but one
who ‘constructs a new theoryor each'unique case’. If skills are to be developed, Sennett speaks of
the requirement for ‘constant interplay between tacit knowledge and-seliscious awareness’ the
former beingthe ‘anchor’, the latter its ‘critique and corrective’ (2009:50). He contends that higher
levelcraft quality only emerges once practitioners have time anthbls professional environment
allowing them 6 make judgments on unspoken ‘habits and suppositions’. Importantly, Sennett
(2009:50)notesthat ‘churning reform, doesn’t allow the tacit anchor to develop, then the motor of
judgment stalls’.

The aspiration fodevelopment of knowledgeand experienceooted higherlevel skillaspresent in

ETFstandards/, 8 and 9vhichrequire FEpractitioners to maintain and update their knowledge of
‘subjectand/or vocational areaand‘educational researh’ and tobe able to ‘apply theoretical
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understanding of effective practice’ bgrawing on research and other eviden¢2014:2) These are
significant undertakings requiring development of bathiocational skills base and eviderAoased
pedagogical knowledge. The former is challenging, especially in vocational specialisms where
innovation is constantuch as Information Technology, where fastchanging trends shape

industry developmensuch as Hospitality or Beauty Therapy. The latter casts the teacher as action
researcher able to locate, internalise and apply relevthrbriesto situated practice. To fully realise
both requirements requiretrue, dual professionalism agprisingsignificant industry sabbaticals
consolidated through use of underpinning academic and practitioner research, yet achieveiment
these 2standardss not where the focus of muanandatory CPD activity mently falls(ETF, 2018)

It isworth examiningfurther the literature on the focus of the FE CRB@enda.This reveals

significant emphasien the themesof ‘skills embedding’ and thdesirability of continuous
innovation’.A significant focussthe requirement to develp the maths, English, digital and wider
‘employability skillsivhich are ‘embeddedhto FE curricula. This can be evidenced in ETF (2014)
standardsl5 ‘promote the benefits of technology and support learners in its use’, 16 ‘address the
mathematics and English needs of learners’ and 19 which requires vocational knowledge to be
developed ‘in collaboration with employers’. Beyond dual professionalism (CAVTL,ZD13)
teachers must novibe jacksof-all-trades, proficient in additionalkills-and employabilityrelated
areasdue to what O’Leary (2018:2) calls ‘the inclusion of the thematic priorities of others’.

The requiremenfor students to ‘deploy a portfolio of skills rather than nurture a single ability’ in
preparation for the wokplacemakes education’s purpose ‘bulldozing the career pé@lennett,
2009:265) The curriculum’employability focus isriticised by Biesta (2005: 688ho dubs it
‘learning for earning’, contending that teachers now nuetarnindslargely to secure economic
growth. Sennett considers that casting teachers as specialist multitaskers ‘erodes belief that one is
meant to do just one thing well’ noting that in such a climef&ftsmanshigs ‘particularly
vulnerabk’ basedas it is orislow learning and on habif2009:265). Sennettontendsthat the
learning for employabilitphilosophysees'superficiality..put to particular use... applied to the
rapidly changing opportunities of the global econoniyé notes that a worker who excels in one
aspect ofcraft disciplinemay be ‘left behind in these febrile shifis instead of craft skills,
employesvaluean ability to ‘manage many problems at the expense of déftit an economy
which ‘prizes quick studgndsuperficial knowledge’ (200284).

Innovation, Innovation, Innovation: a Neoliberal Call to Arms

The second prong of many CPD forks is the sdaratortinuinginnovation in practice which has
close ties to the ‘skills agendd@he word innovation appeaes aplaceholder signifying currency or
guality in many organisational mission statemeatsl appears ithe Standardsn the shape of
statement4, ‘be creative and innovative in selecting and adapting stratediés$ statement
appears to either conflate inn@tion with creativity or views innovation as being natural@sirable
in of itself.

FE pactitioners may agree that classroomadlenges need creative solutions, particularly in times of
reduced fundingthough Sennett (2009:290) claims that the word creativity should be viewed with
caution as itbringswith it ‘much Romantic baggagehe mystery of inspiration, the claims of
genius’. Thevalueof innovation as a magic bullptacesocus on commercial or technological
impetus rather than craft skillsuggesting that technology affortietter solutions meets new
requirementsor solvesfuture challenges, which aggossiblyyet unknown. The call for innovation is
often coupled with a suggestion thdte application of technology will naturally provide superior
learningsolutions(FELTAG, 2014).
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Hyland (2018: 15) offers an alternative perspective more in keeping with Seswiettvs on craft

and the commune. He notes that recent work in the philosophgcfinology education references

a ‘transformative epistemology’ regarditgchnologyasan ‘extension of human capability’ bwtith

the human aspect as key. He contends that expert use of technology and the artefacts it produces
ultimately ‘rests upon thesocial interactions that arise’ during the development process. Regarding
‘embodied learning’ as having a crucial role, Hyland notes (ibid:16) that access to the ‘extended
mind’ of connectivist knowledge located in digital systems is only accessiblethphysical

operations ‘in which minds and hands are inextricably conjoined’. Quoting the established chestnut
that technology will place the world ‘at our fingertips’, he reminds us that fingertips ‘are connected
to hands manipulated by bodies and minds’ (ibid: 16).

Sennettconcurs and referencebe introduction of Computer Aided Design (CAD) systems to refute
anynotionsof technological supremad009:44) CAD’s innovation certainly brought savings in
time and labour, but architecteportedthat ease came at the expenseatilaborative work and

truly knowing site terraina knowledgeonly possible througha team approach using visasd

repeated drawingCAD brought revolutionary ways of rendering designs, following significant
errors in realised designfor exampleuilding orientation with respect tdaylightor footfall, many
architects returned to the use of original sketches from site visitsvaen the head and the hand

are separate, it is the head that suffe(fdid:44).

Sennett also (2009:230) takes issue with an unquestioning approach to the desirability of innovation,
asking for craft challenges to be addressed through repair as ‘by fixing thingeftenget to

understand how they work’ (ibid:200). He contends that the application of patience and persistence
isthe correct way for professionale ‘deal with difficult and ambiguous problemsd find the ‘most
forgiving element in a difficult situation’ (ibid:221). Rather than mowimgp trial a new solution or
seekan answeifor imagined future problems we shoulbe present with oucurrent challenges and
‘visualize what is difficultSennettencourages craft building ‘on thevdi edge’ (2008:213) through

patient repetition,noting thatparadoxically, revolutionary ide@®mefrom evolutionary steps.

Intuition ‘can be crafted’ to allowrhaginative leapswhich may guide us towasdan tinknown

reality latent with possibility’.

Coffield and Edwards (2009:388) are equally critical of any unquestioning impetus to innovate. They
blame pressugto find revolutionary educational approaches ‘political emphasis on momentum’
which conflates ‘improved performance and innovatidnstead of innovation for its own sake the
FEsector requires ‘continuity for institutions, stability for students, professional autonomy and
adequate funding.” Coffield (2017) calls for ‘improvised planned change’ in taictagement stop
prescribing or contlling teachers’ efforts at change’ and insteaatture ‘improvisations that flow

from new ideas’ (2017:41).

The primacy of importance given to innovation may come as a rescltro€ulumbeing steered to
serveneo-liberalhuman capital theoryBiesta (2017) raisescmncern that education’s purpose is
now to servethe economy building employability skills to fuel productivity. This foosyalso hae
anegativeglobal impact idamage to the environmerdnd Biesta contends that environmental
degradationendangers a core purpose of educatighg welfare of all(2015:81).

Making Room for Core Values and ldentity

Scales (2012:2) cailsr ‘values-driven, pragmatiteacherCPD rather than mearendcompromises
fitted to suit an ever-shifting, innovation-focusskeshdscape. He asserts that educators must not be
‘subverted into merely training staff to meet the demands of the latest big idedguotes Coffield
(2008) in calhg forusto ‘put teaching and learning at the heartwhat we do rather than reacting
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to ‘government or management caprice’. Coffield (2015) adds that tutors should dedicate
themselves to ‘acquiring the habit of democracy... acting in accordance with our democratic history,
values and practices’.

Adoption d a ‘banking concept of education’ (Freire, 1968:72) regatddents trainee teachers

and teachetlearnersas ‘containers’ to be ‘filled’ with knowledge. Freire warns us against regarding
education as transmissipnontending that knowledge emerges through ‘invention and re-
invention’, through ‘restless, impatient, continuing, hopeful inquiry’ in which learners are
empowered to ‘critically consider reality’ (ibid:7ZBducatorsshouldregard learners not as ‘docile
listeners’ but as ‘critical ectvestigators’whom teachergengage inproblem{osing’ dialogues
(ibid:79) enabling learners to view their reality as ‘in process, in transformation’ (ibid:81).

Heidt callaupon Humboldt's thinking iholdingthat neoliberal education opposes thentral
notionsof Bildungby ‘promotingcontrol and heteronomy(2015:10) Bildunghas been subverted,
used as a ‘servant teustain... future viability, economic competitiverigasher than working
towardsits original aims of ensurirgpcial prosperityibid:8). She holsithat education now requires
learners to‘acquire a managerial mindset’ so that tliecus on the selfis nowgiven an external
and economic purposeéhid:9). Drawing(2015:4)on the original understandingf Bildung,Heidt
insiststhat teachers requir@autonomy to ensure that ‘resear@nd teaching serve humanity... not
economic utility’. She calls for individual teachers to have power to act ‘not simplyaggeahor an
instrument’ but as anautonomousindividual attempting to develop an inner sdiibid:4).

Kennedy (2005)%0sitsthat increased standardisatioencourages CPD to focus on quality
assurance and accountabjljalsofixing education’s purposen ‘improved economic status’ for the
individual and focussingpcietally orability to ‘complete in the global econom(ibid:9) She instead
calkupon teachergo attend to ‘central and contentiougjuestionson the purpose of teaching not
addressed by mfessional standards contending that CPD must be ‘infused’ with ‘critical scrutiny
about social purposesmoral directiong(2005: 9)

Concepts of moral purpose and Social Purpose Education are cliesklsind the latter calls for
teachers to be activists as well as educators, a concepddmessed in the Standards. Johnston
describesSocial Purpose Educatios possessingnoral charge’, havinglear emphasis on
‘egalitarian and humanistic valuesvolving acommitment to democréc education but also
engaging indissent against lack of democracy (Johnston, 2008:1). A core function of the social
purpose educator’s role development of ¢ritical and active learning for citizenshiji¢:5)
requiring teachergo ‘maintain personal and political integrity’ (2008:Zhe importance of bringing
personal values and ethits inform classroom actionis hinted at in ETF (2014) standart2aluate
and challenge your practice, values and beli¢fshowever,an educator performs an ethical audit
and finds her values and beliefs to be contrarptber ETF standardmd to educational poligy
perhaps those standards will mirror Douglas Adaaescription of dichotomy and promptly
disappear ‘in a pff of logic’?(1979:6:23).

Teachers CPD: Summing Up the Contradictions

Thisconsideration of educators’ CPD direction against the backdrop of the Starclasds by
addressing an omission thus farE§Fstandard12 remainsunaddressedlt requires edcators to
‘understand the teaching and professional role and responsibilities’. This review has seen the
educator cast as one who must use CPD to develop as expert pedagogue, researcher, vocational
specialist, teacher of maths, English, digital and engidyy skills, motivator, innovator,

philosopter, reflector, champion of equality and inclusion and collaborator with peers, managers
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and employers. This extensive, unwieldy disémdikely to grow. Coffield (2017:41) points dhat
FEmanagersare ‘prescribing or controlling teachers’ efforts at change’ not to improve quality but ‘to
comply with a stream of internal and external policy chahge#l to be part of their professional
responsibilities’, whilénot necessarily related to improving learning’.

Answering the question posed at the outsdtthis chapterwhat is CPD for teachersseemsrather

like opening a thesaurus and readiagvord’sdefinition and, below it, its antoym, so polarised are

the views of what CPI3 and how it should be undertaken. This shouldb®unexpected as

education may only mirror an increasingly taier society riven with political and ideological

divisions one in which individuals and groupad it difficult to reach common groun®umerous

authors propose a model of CPD which is patient, persistent, holistic, reflective, autonomous,
personalised, situated and collaborative. Opposing them appears to be a political climate which
prizes innovation and performativitwhereinlearning for educators and students should be a
corporatemandated, instrumentalist, mearsnd activity focussed on achieving consistency of
performance, generic enough to achieve economies of scale and directed to economic imperatives.

Coffield (2015) and Scales (2012:2) note that FE teachers are ‘having things done to them’ rather
than with themand instead managershouldcreate an ethos which ‘values and encourages’ CPD
and'‘trusts teachers to undertake itGolding, Browrand Foley (2009:47) note that the prevalent
modelof formal learning programmeis ‘akin to large-scale food production where there is an
emphasis on commercialism, standard labelling and accreditation, processing, quality assurance and
packaging’. Bducers of ‘both food and learning... are particularly concerned with efficiency,
economies of scale, throughput and consumer satisfattienelopinga ‘well-marketed product

with ‘brands recognised bynstitutionsand government stakeholders.

Aquality assurance focussed style of CPD asldphnedy’s ‘transmission view’ of professional
development. Teachers are ‘initiated into the status quo by more experienced colleagues’ or by
outside experts as part of ‘event-base€eiPD Z005: 11). Employment of a deficit model is a signature
of transmission methods which employ training, awdéehring, cascagand standarddased
strategies and use hierarchical mentoring arrangements to promote uniformity and accountability.
Scales (2012:2) feels that if teachers’ CPD is mandatedthisanagement diktat’ therfthere will

be, at best, grudging complianckaw participation rates for teachers’ CRbuld evidence the

tailing away of ‘grudging complianc@eachers may be rejecting the prevalent ageyskzeing the
autonomy hinted at in th&aETR2014)Standards as ‘false charity’ (Freire, 2005:45) if iSPDt

allowed to be authentically heutagogical.

Towards Transformative CPD

A philosophical pivot point occamwhenteachers’ professional learning is underpinned by
heutagogical principle€CPDcan beundertaken as part of an equitable relationship which values
open exploration of problems and embraces discussions of identity and \albregsidgoragmatic
concerrs. Kennedy holds (ibid:12) that only when CPD is rooted in a culture which promote®peer
peer relationships providing ‘supportive but challenging forurahd accommodatingobth

intellectual and affective interrogation of practice’ will ‘transformati@®D occur.

Key to whether CPD is transformative, Kennedy contends, (2005:16) is the nature of the influences
and expectations at play when setting #genda. Sheuggestgibid: 16) we askvhetherCPDOs part

of an accountability process, whether it has the ability to support increased professional autonomy
andwhetherits fundamental purpose is to enable teachers to ‘act as shapers, promoters, anrd well
informed critics’ of educational reformSennettfinds favour witha transformativeapproach
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contendngthat we shouldreturn to ‘vigorous cultural materialisnti which we aremore critical of
current power structures and thigleologiesbehind them Gregson et a015: 144)Thiscritique
requires teacherso examine the ethovehindCPD activities and, more broadly, to interrogate the
philosophical underpinning of professional standar@ducators need to critique the context and
political implicationsof their learning and identify possibilities for rebuttal, at least subversion.

Though some educators now report that they no longer participate in CPD, theepoissibility that
teachersare not withdrawing from professional learning kare subverting the prevalent
instrumentalist CPD agendaplacing itwith one of their ownyealised in informal communities of
practiceand throughalternative dialogueddaving examined the formal CPD agenda in FE, it is
valuable to explore the possibilities afforded by informal professional learning to establish whether
less formal CPD activities display the ethos or attributes of Kennedy’s (2005) ‘transformative’
professional learning.

Informal Learning: Unrecognised Blow the Waterline

An exploration of the nature, process and outcomes of informal professional learning is
fundamental to this thesis, centred as the work is on teachers’ participation in informal @8ibg
social media platformsA fruitful place to begin is to interrogate what is meant by the terms
‘formal’ and ‘informal’in relation to FE educatorsCPD.

Kennedy (2005: 3) acknowledgé&saut's (1994)hree ‘major contexts in which professional
knowledge is acquired”the academiccontext’, instances of ‘institutional discussion of policy and
practice and ‘the practice context’.The first two of these situate teachers’ CPD in teackmining
scenariosor performative organisational dialoguesas ‘formal’ or ‘institutionally mandated’
learning

Czerniawski (2018:1%laborates on Eraut’s (1994practice context’, dividingeachers’ learning
into two ‘paths’which he termsformalised programmes’ and ‘seljuided’ learning The latter is
described as ‘continuous experiential learninginformal developmentopportunities situated in
and arisng naturally from ‘everyday professional practiceCzerniawski (20180) notes that self
guided learning opportunitieoccur whenindividuals ‘mutuallyengage iractivity and develop
communalresources, learningby ‘participating in practices... in a social, cultural contéxt
Calling the position thaformal knowledge acquision leads to more effective teaching ‘an
assumption’, Czerniawski (ibid:21) holds that the importance of informal learning ‘cannot and
should not be underestimated. Kennedy (2005:4) concuthat ‘informal professional discussion
and reading that takes place outwith the institutional context’ are ‘surely relevant’ as professional
knowledge acquisition scenarios.

Regarding the practical reality of informal learning, Greatbatch and Tate (2018:13) report that
‘collaborative forms’ of informal CPD are ‘most valued’ by FE teachers, specifically noting the
importance ofinformal peer observations, networkg events, coaching, mentoring and action
research.They hold (ibid46-47) that the most effective professional learning sased on learning
from others’leveragingshared resources, peer support and working togethesing ‘the informal
help available’ to ‘refine specific teaching skill¥he scope of ‘learning beyondhé classroom’ for
vocational teachers isvide, extending into the subjecispecialist workplace. Ingle and Duckworth
(2013:60-67) highlighthe value of widerwork-basedinformal CPD opportunities encompassing
workplace visits, industry sabbaticals, employer mentoring and job shadowing as well as the use
of social media platformsand communities the concern of this thesis.
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Coffield (2000:1) summarises learning in/formality by holdiveg if learning were represented by
an iceberg, the section above the suwédwould be sufficient to cover formal learning, but the
submerged two thirds... convey the much greater importance of informal learRiagérs (2014:22)
also employs an ‘iceberg modetontending that while adult learning shouié ‘intentiond’, we
often acknowledge onlyisible,formal learning. Rogers alsmtes (ibid:22)that ‘much learning is
unconscios’ speaking othe ‘invisiblereality of informal learning’. Coffield (2000:8) furtheslds
that informal learning should ridoe regarded aa formal precursor oran inferior form of learning’
but as‘fundamental, necessary and valuable in its own right’

Eraut (2000) notes that the umbrella term ‘informigdelf is unhelpful, implying a lack of structure or
absence of purposafferingan alternative ‘non-formal learning’. McGivney (1992 describes
suchlearning as taking place outside a dedicatedjree-based environment, arising fraempressed
interestsand needf individuals and groupsnd beingdelivered in flexible ways. McGivney’s
(1999) definition is interesting as this literaturview has discussed the power of nedussed
agency and thealue of craft communities as desiralféetors in professional learnir(@oylani

1967: Sennett, 2009). It appeasignificant,given the reported low CPD participation rates in FE
(ETF, 20173jhat McGivney furtheconcludes that informal learning may gorecognised by
participants and the organisations they work in. Eraut (2004: 249) concurs, stating that informal
learning is ‘largely invisible... taken for granted or not recognized’ noting that participantaaan *
awareness of their own learning’.

Erautalsonotes (2004: 248) that research into outcomes of informal learnisgeéry limited’ while
Jeffs and Smith (1990:22) call informal learning ‘a vibrant and... undervalued form of practice’.
Coffield (2000: 1) hold®at when authoring standards, setting policy and conducting reviews,in FE
focus remais on formal provisia and contests that the value of informal learning is largely ignored.
The informal educators’ networks investigatiedthis thesis fall into the categpof informal
professional learningeemedworthy of further exploration.

Jeffs and Smith (1990:4) cadkting- and curriculumbased definitions of learning formality
‘unhelpful and suspétas by giving too much importante settingwe ‘miss... the significance of
pedagogy also of the practitioner.” Eraut (2000: 12) cautions against asstimaiagistence of
formalinformal duality instead considenginformal learning as a spectrum of activitighich
evolve into semi-formal or even formal frameworkss gpectrum of informal learnin¢2000: 12-13),
isbased upon intentionmplicit learning,acquisition ¢ knowledge independently of conscious
attempts to learn’ with ‘absence of explicit knowledge about what was learned’ is founikeat
extremeand ‘deliberative learning’ inerebyspecificime is devotedto learning is found at the
other. Between thes@oles is ‘reactive’ learning, explicit, spontaneous prmmpted by unfolding
events and natural opportunities. Jeffs and Sn{itB90: 5) concur, urgings to ‘think anewof
learning communitiesvhich‘utilize a variety of educational resources, formal and informal,
including the skills and talents of people’.

Aneed to consider a spectrum of informal learning invites consideration of Jeffs and Smith’s
(1990:6-12) flexible, 7 characteristic model. It frames informal learning in terms of its setting (non
prescribed), its action (purposeful and conscious; learning may be incidental but is not accidental),
its timescale (highly variable), its initiation (through stimulus or circumstance), its locus of control
(negotiatedthrough participants’ agency), its itical, dialogic nature, its valdaden identity

(respectful, democraticsocially inclusive) and its pedagogical pattern which is flexible, embracing
experiential and didactic styles.

Jeffs and Smith’s (1990) model is supported by Lave and We(iy@91) workon participative,
‘situated learning’ in ‘communities of practice’. Wenger (1998:3) cautions against negédrning
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as an individual pursuit with a ‘beginning and an end... separated from the rest of our activities... the
result of teaching’. Wengesituateslearning in participative, social situations which go beyond local
events with fixed participant grotipgsand encompass social communitigavolvingthe

construction of ‘identitiesn relation to these communities’ (Wenger, 1999: Phisexperiential,
participatory activity, rooted in the social experience of daily life is described by Wenger (ibid:5) as
‘ubiquitous’, ‘ongoing’ and importantly ‘often unrecognized'.

Creation of Learning Communities

Dewey (1956:14) notebat education isa social process whose aim is a democratic. one

Communities are people ‘held together because they are working along common lines, in a common
spirit, and with reference to common aims’ so all might have equality of opportiignger (2007,

in Smith, 209:1) notes that learning communities form when people engageilective learning in
a‘shared domain of human endeavour: a tribe learning to survive... seeking new forms of
expression... working on similar problems... defining their identity... helping each other cope’. Key is
acommonality ofpurpose. Community participants ‘share a concern or a paskiosomething

they do andlearn how to do it better as they interact’. Wengéike Sennett (2009)oldsthat

collective learning reflect®oth the pursuit of our enterprises and the attendant social relations’

The pacticebuilt as a result of communal effort is the ‘property’ of a commuyitgatedby

‘sustained pursuit of a shared enterprise.” Wenger (2007, in Smith,: 20€@ntends that

communities ofpracticeare set apart from other groups hyrovision of mutual assistance resources
including‘experience, stories, tools’ and ‘ways of addressing recurring probléswiedgeas

located within the community itself.

Thoughlearningin communityhasmuchin common with Kennedy’s notion of transformative CPD
(2005: 13)sheadds a caveategarding the efficacy of communities of practice. Concumith
Wenger that learning communities cée powerful sites of transformation’ where individual
knowledge is ‘enhanced significantlghe add that managerial accountability or performance
management agendas must play no part in influencing communitygae if transformative
learning is to occur. Central to community successsagaes of powerand agencyWenger (1998)
concurs that community memberaustexert ‘a level of control over the agendaid Kennedyadds
that in less favourable circumstancesmmunities of practicenay‘serve to perpetuate dominant
discourses in an uncritical mannefennant (199779) agreesnoting that some communities may
have an insufficient underpinning of knowledge or skills, witieers may exhibit ‘power
relationships that seriously inhibit entry and participation’.

Learning Communities in the Digital Domain

Knowleg(1950, in Smith, 2009) holds thaférmal communities of practice mdecome
‘laboratories of democracy’ where ‘attitudes and opinions’ are formi§eergaard and Sorensen
contend that it will be important for teachers tovesuchcommuniiesinto the ‘digital habitat’
wherelearningbecomesa social act based on information sharamd note that this is how many
contemporarylearners prefer to learn. They posit(q14:221) that educators need to ‘take social
constructivism into the digital age’ but caution thauch teacher training and CPD fails to provide
‘robust methodologies’ for teachers to gain ‘network literacy’ andedep ‘authentic pedagogic
designsin the digital domain.

Digital professional learning may also bring benefits of flexibility for busy professiosedbdtter

(2000:112) holds that informad¢arning can best be done ‘at home, in offices and kitchens, in the
contexts where knowledge is deployed to solve problems and add value to people’sSives’.
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informal, online communities have been referred ®mizomatic netwoks, particularly when they
operateoutside conventional organisational spaces, hierarchies and constraints. The atizom
analogy suggests@mmunity dialogue which tg&neither a beginning or end, but always a middle
from which it grows and overspills... multiple entranceways and exits, and its own lines of flight’
(Deleuze & Guattari, 1987:21)

How Was It for You? Assessing the Impact of Teachers’ CPD

Wherever professional learningayfall on the formalinformal spectrum, there appear no set
solutionsto its design and facilitationMeasures of CPD effectivenesisen, should be equally
sophisticated CPOmpact evaluationshouldgo beyondsimple, statistical measures such as raised
learner achievemenand holistic, qualitative data shoulde afforded importance. Whitehouse
(2011)holdsthat judging CPD edttivenessalls for subtlecomplex analysjsneasured by changes
in teachers’ subject and pedagogikabwledge their self-efficag, the types and frequency of
behaviourghey exhibit and theéeaching and learningciivitiesthey employ

Gregson et & (2007:6) suggest evaluationemploys'formative evaluation’ leading to ‘illuminative
evaluation’, performed over an extended periading triangulated, mixed methods. Model teacher
CPDevaluation askmanagers, teachers and parents (in thihootbasedstudy) about impacts
attributed exclusively to areas covered by interventions. Findamgsised iran iterative process of
research and consultatigrm‘'Report and Respond Survey’ (ibid: 76) allovétadceholders to
comment upon impact analyses. Inquiry and feedbeakthus combine to give confidence in
findings.Thispatient, holistic evaluation concludegth qualitative impact descriptorseachersare
able to be ‘more confident’, ‘more innovativédevelop positive professional relationships and high
levels of social capitalA further benefit of thistype ofevaluation was that subjectsuilt ‘accessible
professional relationshipaind developedhigh levels of trustin the consultants working ith them

to evaluate their progresg@bid:29). Sennett (2009:249) concuvigh such patient relationship
building,holding thatcommunityis not createdoy expertise in &self-conscious or ideological
sense’, insteadve should‘focus on whole human beings time’.

Thebattle between holistic judgements, taking along subjects in a qualitapiggent process and
the imposition of rigid, performative, outcomdecussedneasures appeaito be being won by the
latter approachin education BothDfE(2016)and Ofsted (2014) CPD standamhll upon opinions
and involvement of external ‘experts’@igming aroutsider’s perspective will inherentlye an
informed, valid, impartial arbiter of qualityboth also place an explicit focus on immediate
improvement of learner outcomes as a benchmérksuccess.

If tensionsappear when considering impact assessments of formal BB the question ohow
success of informal commupgitearning night be evaluatedgiven FE's performative climate, is more
complex andkey to this thesis. Criticality is needecritical stance will be required when
establishinghe extent andthe scope of professional learning reported by participantsformal
online communitieand determiningvhether this learningnight fall under Kennedy’s (2005)
definition of ‘transformational’ development.

Grundy (in Jeffs and Smith, 1990:22) states that an evaluation of informal learning should be
‘integral and not a separate part of the whole educative procékste is aneed to assess ‘how
closely the product matches the objectiveStundy (1987: 77) echoes the thoughts of Dewey
(1956:1961)n holdingthat evaluation involves a judgement ife extentto which the ‘learning
experience furthered the “good” of all participant§ocus should falipon ‘the process, how people
experiencet’ (Jeffs and Smith, 1990:22). Informal learning evaluations require the ‘construction of
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rather different criteria or indicators of success’ from formal learniKgy is ‘the nature of the
dialogue that occurred... the extent to which the discourse witisai(ibid:22).

Signs of Chaotic Times: Agency, Capital and Doxic Emergence

The review of formal and legsformal CPD undertaken in this chapter reveals significant fault lines
between the professional learning agenda promoted for educators by the Government and the
ideals of professional learning advanced in literaturhe former suggeststeansmission model to
build standardised competensenabling teachero deliver askills and employabilityffocussed
curriculum. The latter promotes critical, transformative model founded d@acheragency
acknowledging professional identity and values as having equal status to knowledge and skills.
Disconnects imgenda and power imbalances between those mandating, funding and overseeing
CPD andaluating practitioners’ performance as a result of it suggestsvdlisable to close this
literature review with a consideration of Bourdieu’s (1984:1986) ideababitus, cultural capital

and doxa These are significant themes which will be returnedtiroughoutthis thesis.

Habitus, an individual’'s ‘dispositions, or trained capacities and structured propensities to think, feel
and act’ is created through socialised normependent on assets such as level of education and
accumulation of cultural kswledge (Navarro 2006: 16). Cultural cap{gburdieu, 1984:1986}he
behaviours, knowledge and skills that an individual drapon to demonstrate competencend
therefore social statusn its embodied, objectified and institutionalised forms might present in the
field of education in a teacher’s accent or dress, through the books on her office shelves and by her
gualifications or membership of professional bodies respectiv@ljturalcapital is considerebly

Bourdieu as instrumental in determining an individual's social and professional mobility.

Opportunities for belonging, and therefore fprogression in a field, can be influenced by leveraging
shared cultural capital, byonforming to group identity (Bourdieu, 1986)oversely, standing and
mobility can be restricted not only by social differences and hierarchies, bubpoindividual's
self-limiting perceptions and behavioutseir selfconcept in terms of knowing theirgte.

Deer (in Grenfell, 2008:115), defines doxadhes'shared but unquestioned opinions and
perceptions’of agents in a fielddistinct from explicit, openly-voiced opinions which are open to
discussiorandable to be contested. Deer (ibid:115) describes doxa as ‘intimately linked to field and
habitus’quoting Bourdieuin stating that doxa may be arbitrary in nature, azsla'set of

fundamental beliefs it does not need to be asserted in an ‘explicit, ®elhscious dogmalf

informal professional learning has an agenda in contradiction toadhgbvernment and leadelig

FE a doxc disconneciill likelybe seen between Feducators and those setting, funding and
overseeing the curriculum. The power of doxa lies in the fact that what goes unséaie eaaepted

by a group as self-evidersiscommon sense. As Bourdieu notedat is essential goes without
saying because it comes without saying’ as ‘tradition is silent, not least about itself as a tradition’
(1977:167). Deer notes that doxa can be self-reinfordm@¢enfell, 2008:116) embedding ‘socially
arbitrary’ power relations and allowing values to be reproduced, stiegmged and legitimised.

Bourdieu holds thatloxa can lead groups to f@et causes of inequalityin societyandadhere to
‘relations of order... accepted as selident’,but alsocontends that doxa can be empowering
(1984: 471). Moore (in Grenfell, 20086) explains Bourdieu’s stance on ‘consecratsating that

we ‘classify ourselves through the ways in which we classify the world, but the world has already
classified us’; wenay, or may notconfirm or ‘consecrate’ thact of classification. We may subvert
or reject the classification the world plesepon us.Deer (in Grenfell, 2008:117) notes that doxa
requires that those subjected to it do not question its legitimacy or the legitimacy of those who
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exert it. Researchshould work to reveal any ‘doxic conflation’ of ‘misrecognised symbolic power
whichunderpirs practice in a field. If informal learning dialogues within a field such as education
guestion doxic legitimacy and refute ‘rubbstampng’ of a prevalent instmentalist, performative
agenda, thercommunities of practice engaging in alternattialogues maye workingto create
their own reframed doxa.

Deer (in Grenfell, 2008:118) notes that Bourdieu contended, thawever difficult, it igpossible that

a doxic ‘universe of the undiscussed’ might be overhauled in ‘times of crisis when drastic socio
cultural modifications and disruptions... give rise to critical consciousness’. Coffield (2018) notes that
significant upheaval isow evidenced in the UK caused not only by substantial internal political

shifts, such as the impacts of austerity and Brexit, but also by-estianal concerns such as climate
changeWecould find ourselves a time of crisis (or crises) sufficieotéxacerbateeven empower

doxic overhaulEmergentjnformal educators’ network&cilitatedon online platforms coulde able

to leverage strong discursive means and social capit@tlingvocalcommunities of practicevith

their own reframed doxa.

Enmergent, shared perceptions may bwediated by the ruling doxa’, but Deer (in Grenfell, 2008:119)
posits that heterodoxibeliefs aremore likely to emerge from groups high in cultural capital, which
teachers may beaid to bein their field. In informal onlineommunities of practice, we should look
for the emergence of a ‘field-specific’ set of belidf& teacherddecomingautonomous and
differentiated’ with their own ‘normative pre-suppositions and pre-dispositioth&ir own doxa
(ibid:120).0Onlinedialogues originally intended for pragmatic professional learnmgd developto
guestion the ‘tacit rules of the game’ providé&dteachers possess the required cultural capital.

A Teacher’s Place is in the Political Frl

Bourdieu (in Grenfell, 2008:121) contestsmlefessionalisation in any sector, contending that the
knowledge level required for entry into a specific field should be ‘maintained, and even raised’. The
argument for a developedyroad professional knowledge base is perhaps especially relevant in
education. Bourdietholds that scholaghave an explicit ‘duty to enter the political fieldo

denounce the ‘arbitrariness of doxa’ and in doing so facilitate ‘collective mobilizatwswbversive
action’ against established order. It will be important, however, for agents of emerging doxa to
recognise their own assumptions and beliefs (ibid:125) when assuming the validity or supremacy of
any new doxa, lest history simply repeat itself

Bourdieu (1984:170) conteisthat ‘the specific role of the sociology of education’, and therefore of
the researcher in education, is to study ‘relations between cultural reproduction and social
reproduction’. Researchers should attempt to determine hbe education system contributes to
‘reproduction of the structure of power relationships’ and the reinforcement of strucwieich
distribute cultural capital.

Priestley and Biest@015:5-6) encourage us to move beyond the narrow ‘property’ definition of an
individual refining their practice through CPD to ‘fit policy agendadinstead adopt a broader
‘ecological conceptualisation’ of agency. We can view agency an ‘emergent phenomenon
dependent upon the quality and nature of individuals’ engagement with their environm@rtey
contend(2015:10) that achievement of agency is ‘temparahlways orientated towards the future’
considering shortand longterm term objectives and values, but ‘enacted in a concrete situation’,
constrainedby ‘cultural, structural and material resources’. Agency is ‘motivational’ drawing upon
the ‘intention to bring about a future that is different from the presemtd the pastand possesses a
clear moral purpose as ‘trajectories’ are ‘creatively reconfigured in relation to actors’ hopes, fears,
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and desires for the future’. An essential element of agency is discaursealways a dialogical
processthrough whh actos ‘engage with others within.contexts of action’ (ibid:7).

Achievement of increased agency is not without challenges and Priestley and Biesta (2015:18)
contend that a key issue is the ‘availability of resourdagarticular ‘relational resourcéavailable
in networks in which teachers arpdsitioned socially’. Key to developmenftagency is the
presence of ‘strong informal relationships... high levels of trust’ including ‘horizontal... informal
connections, ofte growing organically out of short-term needs’ which help teachers to develop
their practice. Agency is not solely about ‘capabityiding’, we shouldalsoexamine the ‘interplay

of what teachers bring to the situation and what the situation ‘brings’ to the teacher’ (ibid:20).
Neither is agency solely about forwandoving changet may also be involved ineproductionof
social patterns through active resistance’ to pielswhich do not fit teaches’ moral standpoints or
core identity. Exercisinggency involvetar more than'simply following unproblematic trajectories’
when given opportunitie§or autonomy as‘autonomy and agency are not the same thing’ (ibid:20).

The predominant instrumentalist agenda indeincides withSennett’s (2008: 23&ssertion that a
dominant focusof the modern worldfallson ‘meansends relationships’. Biesta (2005: 688) labels
the UK’s current educational policy ‘learning for earninghtendngthat the dominant paradigm
regards an educator’s role as developinmds whose products secure tlweuntry’s economic
growth, viewing learning through the lens of human capital. Day et ab{Z#%) note that teachers
struggle to meet the responsibilities tifeir ‘new performative identities’ due to ideological tensions
betweeninstrumentalist curricula and traditional notions of professionalig®nnedy (2005:4)
highlighs tensions which occur during impositieof an educational agenda which fails to connect
with teachers’ éssential moral purposes’.

If education is, as Bourdieu (1984) contenthe most important agency in formation of habitus,
then the agenda at work when setting the schema for educators’ initial training and the standards
underpinning subsequent, career-long professional learhangepotential to impactsignificantly

upon habitus. Instrumentalist agensland skillsfocussed curricalmay influence thealispositions of
teachers and impact upon the focus thest for the development of their owlearnersand affect

how they support andjuide learnersaffective development. Any impact on habitus and disposition
assumesthat educators accept and embrati®e agendas which leademipose upon them.
Acceptance may depend not only upon the leeelvhich teachers concur with the professional
learning agenda set for therhow well it intersects with their professional identity, purpose and
needs but also orthe degree of agency they possess and can leverage to disrupt or subvert an
agenda with which they do not concur.

Summing Up the Literature Themes and Looking Ahead

This review of literature on professional learning andd@istionshipto professional standards has
revealedthat CPDshould go beyond functional training, be timglglevantand undertaken with
agencyProfessional learninghould developevidence-informegractice ancdcontextualised,
practical wisdom. CP&hould be undertaken in communi@s part ofa practitionernetwork working
on shared interests and challenges. These are commeashmarks founécrossall sectordor CPD
andare manifestin FEhroughthe ETF (2014) Professional Standafde Standardsall upon
teachers to develop evidendaformed pedagogpnd vocational expertisespecifying required aas
of focus andto grow professional networkspecifically notinghe importance of collaboration ith
guality improvement representativeend empbyers

CPUDiurther requiresan examination of personal values and construction of professional identity
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around those values. Valdaden choices on what kind of professional each individual seeks to be
and identityrelatedquestions around the core purpose atraftimpact uponCPdirectionand
choice FE's Professional Standards (2@)dskteachers to challenge their ‘practice, values and
beliefs) but, at the same timedescribeteachers as ‘dual professionals... vocational specialists’
(ibid:1). The Standardsgain, argroposingthat an emploability and workplace skills development
agendais uppermost in teachers’ minds when consideringfpssional purposeyhat shouldbe
valual.

Beyondindividual identity literature on informal learning tells us thabnsideration of shared
communityvalues andyroupidentity is necessary. Informal learning communities form and coalesce
around shared identityeachcommunity possessintpeir own habitus and doxa. Learniagendas
emerging through informal dialogues may coincide witmary challengea profession’sdominant

doxa Doxic challenge may enable, even drive, more demoqpadictitionerled CPDagendas.

It is important to establish if, and how, teachers value informal community participation and
whether they formally acknowledge it, considering what ‘voice’ emerges from informal
communiies. Eyually,we must investigate if andow informal learning activities undertaken in
communitycould be regarded as valuable the sector stakeholdersited inthe standards for FE.
The next chapteof this thesis sets out the ontological underpinning and methodological basis for
this investigationnto FE educators’ online informal learning dialogues.
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Chapter Three: Methodology and Data Collection Methods

How We View OuWorlds

‘ontological assumptions give rise to epistemological assumptions; thesenigive rise to
methodological considerations... informed by how we view our wonid{a) we take
understanding to bee

Hitchcock & Hughes (1995) in Cohktgnion and Morrison (2017:3)

The quote above sums up my process in this thesis and chimes with a significant theme. Worldview
informs the focus of the discourses that educator enters into, both formal and inform&ersonal
values and professional identity impact upon the areas that teachers prioritise for professional
learningand how they undertake igictated by what they consider constitutes worthwhile, valuable
knowledgeand theirpreference forpeer learning partnersGregson and Hillier (2015:11) describe
teaching from this identitsframed, valueladen perspective as ‘not only an art and a craft’ but a
‘principled, moral practice, which can serve different purposes’.

All research activities adopt a paradigm, a way of researching phenomenew'afivhat counts

as... an accepted model’ (Kuhn in Cohen, Manion & Morrison, 2017:8). This ‘shared belief system’
defines the identity of a research community and establishes its way of pursuing knowledge (ibid:8).
Paradigms define what researchers ‘are about’ and ‘what falls within and outside the limits of
legitimate inquiry’ but Guba and Lincoln (1994: 168Denzin & Lincoln, 20)&ontend thatsuch

beliefs ‘must be accepted simply on faith, however well argued’ as there is ‘no way to establish their
ultimate truthfulness’.

The ontological standpoint taken by a researcher in response to the question ‘what is the form and
nature of the social world?’ must be examined as this stance influences methodology, data
collection and interpretation antherefore research outcome£peet al, 2017:17). Opposing
worldviews regarding the objective or constructed nature of reality have parallels with the tensions
between formal and informal learning which are central to this thesis. It is equally important to
explore personal epistemological perspectives, enquiring ‘how can what is assumed to exist be
known’ (ibid:17). Epistemological standpoints, whether knowledge is gained directly from
observation, or indirectly via interpretation of accounts again shamilarities with formal-informal
professional learning duality.

Personal ontology, and therefore epistemology, may become embedded due to early life or
educational experiences but may also undergo changes during lifelong learning. Significant social,
educational and professional changes haae a clear bearing upon my ontological journey and
demonstrate how early influences caignificantly impact upon beliefs, and so on our ‘habits’ as
researchers Though a autoethnographicapproachis not used extensively in this thegiswill be
employed in the early part of this chapter when examining cleartgpersonal ontological and
epistemological positions. Sparkes (2000, in Cohen, Manion & Morrison, 2017:289) holds that
production of a ‘politically and personally situated’ narrative can be valuable wkgoingissues

of personal significance and it is my hope that use of an autoethnographic approach here may allow
readers to feel the tensions and contradictions faced on my journey.
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A Researcher’s Jourey from ‘Proof of Facts’ to Constructs

The daughter of a Black Country steel working engineer from a family in which generations worked
in manufacturing, my education followed a similar route to family peers. | studied ‘A’ levels in

Maths, Physics and Chemistry and embarked on a career in broadcast engineering. Exposure to a
solely realist ontology led to belief in a single, external objective reality. Regarding epistemology,
positivism dominated; knowledge was gained by empirical measurement, yielding generalisable
results, expressed througimiversal laws (Crotty, 1998: Coe et al, 2017). Initial ontological and
epistemological standpoints served me well in an engineering role. Ingrained beliefs were not
shaken when | began an Open University degree in Computing a decade later; logical positivism and
empiricism were unquestioned paradigms adopted bytutgrs and expected from students.

In the final year of my degree, | studidd and Societyan interdisciplinary module which analysed
relationships between humans and technology. This ga&e new lens through which to view

reality, introducing me to opposing ontological perspectives through study of technological
determinist and social constructivist theories. Through the work of Bijker, Thomas and Pinch (1987),
who hold that human actioshapes technology, not theorverse, | was challenged to consider that
technology is embedded in a social context which frames and shapes it. Téagimation of

habitus (Bourdieu, 2007) would not follow until years later, a seed was planted in myaesrgss;

due to interpretative flexibility, artefacts have different meanings for different social groups.

As a keen, early adopter of technology, exposure to social constructivist theories caused discomfort
to the point of ‘ontological shock’ (Tillich963:113), introducing me to a worldview at odds with my
own as an unquestioning consumartechnology IT and Societyas module amongnd all other
degreemodules reinforced a realist ontology positivist epistemology. Ironicallydismissed
constructivist and interpretivist perspectives as ‘simply one point of view’ but not my own in a
search for cognitive consistency (Festinger, 1957). | now contend that there is a wider debate to be
held on the narrow frame of ontological reference to which scestudents are exposed, but that is
beyond the scope of this work.

I had always found academic work enjoyable, having had supportive peer groups with adglally
motivations and ambitions. In theygars that followed gaining my degraepivot point occurred as

I moved from workbased trainingf broadcast engineers and producers to a lecturing role in FE,
undertaking a PGCE then studying for a Master’s Degree in Education. My worldview was
challenged. Many of mgompuing students had very different family and educational histories

from my own and | was struck by how narrow my range of experience of education, and indeed, life,
appeared.

The Master’s course in Education was revelatory, requiring us to evaluate liefskogitically,

analysing opposing ontologies while working with challenging educators who all held strong
interpretivist positions. Tutors cited Piaget, Gregory and Popper who contend that the human brain
is ‘not simply a blank slate on which the extarorld imposed itself’ (Mingers 2006:15);

perception and conceptualisation were ‘active constructio®si€ et al, 2017). This was my first
substantive exposure to the interpretivist thinking that even the language we use to describe our
observations is open to interpretation. The feeling of cognitive dissonance (Festingercaf5&y

by what | have come to term the ‘ontological whiplash’ of the introduction to interpretivist thinking
sometimes returns. Rather than experiencing a gestalt moment of ogicdl and epistemological
reconciliation, the journey has rathéeen one of slower accommodation.

I moved firstowards apost-positivist, transcendental realist position, accepting Bhaskar's (1998, in
Collier, 198) contention that the world might bdivided into ‘what is real’ and ‘what we might
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know of the world’. Categorising the nature of the world as ‘the real’, ‘the actual’ (effects caused by
the real whether observed, or not) and the ‘empiriqéiiie range of phenomena which we, as

humans, experience) seemed plausible. My ontological position was changing. The concept of ‘the
real’ as composing material (the solar system, oceans, mountains), artefactual (the built
environment, vehicles, computers) social (organisations, laws, class structwies cemventions)

and ideal (language, ideals, beliefs, concepts, models) objects seemed a useful way to acknowledge
the differences between physical objects and mental constructs. Agreement with Bhaskar’s (in
Collier, 198:117) contention that reality is ‘stratified’ in an intricate hierarchy of structures,
mechanisms and events appeared a useful way to acknowledge the complexity of existence.
Bhaskar’s call for us to be sceptical of the nature of reality beyond current epistemological reach,
andthat confation of ontology with epistemology is an ‘epistemic fallacy’ appealed to me. It

seemed logical that physical objects possess properties or powers regardless of whether or not we
yet know about these aspects. In the field of scientific research, | accepted that the structure of the
atom has remained the same over the pastehturies, while our concept and models of its

structure have altered radically. Regarding scientific discovery, Bhaskar noted that ‘though the
natural... world does not change with the change of paradigm’ discovery causes the scientist to work
in ‘a different social or cognitive world’ (Bhaskar, 2011:10).

The most significant aspects of Bhaskar’'s work for me wengehnggpectives on critical realism as
these allowed me to begin to reconcile positivism with new, interpretive perspectives. Bhaskar’'s
position contends, importantly for my thought journey, that the physical and social worlds are
fundamentally different in nature, so cannot be studied using similar methodologies. He holds (in
Collier, 198:117) that the social world may be studied, but that it is constantly reproduced,
reinforced and transformed by human activity and that each social structure has its eaudigy
mechanisms and emergent powers’. Embracing the ideas of a domain of transitive knowledge called
to my newer, interpretivist thinking. Bhaskan Collier 1998) holds that transitive knowledge, which
relates to the discourses we engage in and theadries we formulate, is fallible. He urges us to
investigate the causal mechanisms and processes behind events. Research, then, is a work in
progress aiming to improve the concepts we use, attempting to gain a better understanding of
reality rather than anechanism for establishing nomothetic catefect certainty.

I now find some aspects of critical realist thinking problematic with respect to the social sciences
ability to gain ‘understanding of reality’. Mingers (2006) has criticised Bhaskar’s work, contending
that social structures cannot exist outside participating agents’ interpretations, therefore social
science knowledge must be a constructed, social product. This means that any hypotheses made
about causal mechanisms will be ‘sedferential’ Mingers 2006:26), something | would have
previously understood well as a computer scientist as involving use of a ‘recursive loop’, of logic
which draws on its own previous results. When looking ahead to methodological matters, then, |
need to be mindful 6Gidden’s (1976, in Cohen, Manion & Morrison, 2017:51) contention that all
attempts to interpret the social world are problematic as they involve a ‘double hermeneutic’
requiringus to ‘strive to interpret and operate in an already interpreted world’ where ‘meaning is
paramount’.

My epistemological position has now shifted to concur with that of Habermas (1984, in Cohen,
Manion & Morrison, 2017:52); when researching social phenomena, facts cannot be stated or
observations made which are independent of the actors involved. We neustibdful that each

actor involved imesearch work will have constructed a unique realtyichwill be ‘mind-

dependent’ as we ‘cannot see the world outside of our place in it' (Coe et al, 2017:18). When
interacting with subjects we must be aware that wen only attempt to gain an interpreted,

distilled, impression of their reality. | hold that researchers must be aware that observations can be
fallible; all theory should be open to revision as we cannot be certain about the nature of social
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reality (Habemas, in Cohen, Manion & Morrison, 2017). Regarding the relationship between
humans and our environment, my position has moved from the deterministic one encouraged by my
scientific background, to a voluntarist view that humans are ‘initiators’ who cagrahitie ‘their

own actions with freewill and creativity, producing their own environments’ (Burrell and Morgan,
1979, in Cohen, Manion & Morrison, 2017:5), exercising agency if given freedom to do so.

| have travelled a considerable distance from positiatstdemic roots and now acknowledge that
interpretivist thinking is essential for educational research. | hold that my work as a researcher is
‘not a matter of eliminating conflicting... interpretations’ but should instead seek to ‘distil... a more
informed... onsensus’Coe et al, 2017:18). Consensus can only be elicited by interactions where
different interpretations are ‘compared and contrasted’ to seek meaning through ‘dialectical
interchange’, byconsidering opposing ideas and opinions (ibid:18). | also agree with Hammersley
(2012:23); during practitioner research programmes such as the one which instigated this thesis, a
partnership forms between researcher and researched which has ‘a focus angh@vement of
professional practice’. Educational research ‘must be itself educative in character’, aimed at
‘realising educational ideals... or outcomes’ rather than ‘simply producing knowledge’.

Digging Deep: Examining Core Values and ldentity

“Experence linked to one's social past... must be mobilised in research, on condition that it
has previously been submitted to a rigorous critical examination. The... past which remains
present and active in the form of the habitus has to be sacalysed”.

Bourdeu (2007: 113)

Habermas (1984, in Cohen, Manion & Morrison, 2017) reminds us that when researching social
phenomena, the social practices and cultures of the actors involved must be considered. \Maring (
Coe et al, 2017:18) encourages us to be mindfat for those adoptingn interpretivist stance,

‘facts cannot be separated from values’. An examination of personal values and identity is necessary
for the researcher, as each individual brings with them the ‘baggage’ of their ‘previous life
experiences.to any research context’ (ibid:17). Reay (2018:10) contends that for every

professional, the individual’s weight in their field is ‘always a consequence of an originary habitus’.
The influence of social experiences remains significant, even for thosséwtabitus has been
transformed’ by academic and professional progression; we cannot understand habitus without
analysing our economic and cultural backgrounds (ibid:11).

A personal social audit reveals how early experiences bound up in family attitudes and expectations
influenced my habitus. Reay (2018: 15) calls upon Bourdieu’s ideas on resistance and
accommodationnoting that the dominateddre socialised by the very conditions in which they live...
they are therefore often determined... to acomodate to their situation’. Bourdieu (2007:110)

writes of ‘semi-controlled schizophrenia’ and Reay (2018:16), argues that many wolkssg

academics engage in a ‘conciliation of contraries’ that generates Bhatdieu’sterms a tleft

habitus’.

The pesence of aleast a somewhat divideldabitusis evident in accommodations made during my
professional life and academic journey. Though 2 of my cousins gained university degrees a decade
before me, ours was the first generation of my family to entertain the idea of ‘going away’ to
university. Though we represent what Reay terms the ‘agentic’ among the working class, she calls
upon Bourdieu (1990b: 90) in noting that we are the ‘individual trace of an entire collective history'.
When offered the promise focial mobility through academic progression, tensions described by
Reay (2018:11) as ‘powerful binary discourses of them and us’ can occur. A university education was
considered by my family to be an enormous privilege, a daunting undertaking rathea thatural
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extension of postl8 education. ‘Approved’ study was in the disciplines of science or engineering, a
truth which ‘went without saying’ on the part of our elders. It seems possible that electing to study
the ‘natural choice’ of STEM courses aivansity allowed my generation to remain true to our roots
when progressing to careers as science teachers and engineers.

Early discourses around how fortunate we were to be able to consider Higher Education ‘considering
where we were fromand on the conparative value of the disciplines to be studied, ‘what

knowledge holds worth’ speakd a doxa (Bourdieu, 1984:1986) born of dessgated habitus and

limited cultural capital. Internalisation of family dialogues on work and education may have
influenced mygaining a First in Computing and a Master’s degree in Education without setting foot

in a ‘conventional’ university classroamfull-time study, electing instead to ‘learn while | earned’,

safe in the more informal academic environments of the Open University and ‘HE in FE'.

Having elected not to go aiw university at the agef 18 due to family circumstances and desire for
financial stability and independence, lifelong learning had a significant influence on my later life.
Progression into Higher Education allowed a significant career change from broadcast engineering to
educatian. Once teaching, | noticed the profound effects that FE had on my learners, particularly
adults of myown age studying Access to HEbgrammesand teenagers given a ‘second chance’

after less successful school experiences.

| have little doubt that my experiences in,BBth aslearner and teacheishaped my identity, values

and habitus as an educator. Reay (2018:16) views formative experiences as ‘dikeibtpioting

Bourdieu who hold$2000:78) that ‘the present amounts to little compared with the long past in the
course of which we were formed'. A lasting imprint of experiences casts FE in my mind as a powerful
equaliser of opportunity, allowing working class learners to cast aside ingrained family habitus of
‘our place in the scheme of things’ or to swim against the tide of their recent educational history.

My Role as a Teacher Educator: Praxis, Praxis, Praxis

My transition into teacher education and the attendant focus on reflective practice also impacted
uponpersonalphilosophy. Biesta (in Gregson et al, 2015:4) contends that teachers must think
critically about what they do, how and why as ‘good teaching cannot do without judgement’. |
concur with his assertion. Rather than slavishly following received curriculum, | consider that a key
part of my role as a teacher educator is to encourage new teachers to question their identity and
purpose as practice is ‘constituted by purpose(s)’ (ibid:5). | feel priviledged to work with trainee
teaches andsee need for mindfulness regarding what Biesta calls ‘the appropriateness of our
actions’ and reflection upon what students may take, either intentionally or inadvertently, from how
we do what we do (ibid:7).

Biesta categorises educational purpose asteg in3 overlapping domains (ibid:5). The first 2
gualification (transmission of knowledge and skills, development of ability to undertake tasks and
function in society) and socialisation (into existing traditions, cultures and ways of doing) would
likelybe commonlyacknowledged as educational purposes by thaogwving into teacher education
having been a vocational student. The third domain ‘subjectification’ has philosophical rather than
pragmatic or cultural rootgelatingto ‘how we exist’ (ibid:6) and ‘which qualities we seek to
promote’ in learners (ibid:7). An examination of the subjectificadomain calls to mind the words

of Bourdieu (2007) who asked educators to consider how adopted cultural patterrsapsl of

being’ impact upon one’gotential for dis’empowerment and how development of capability for
critical reflection might influence thmdividual’s future agencyBesta, in Gregson et al, 2015:4).
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I hold that my role as a teacher educator is to ensure that new teachers consideintpeictacross

all 3 of Biesta’ s domaires he urges us (ibid:6) to use ‘moments of judgement’ to ‘organise and
enact’ our practice based upon our values. (ibid:7). A critical judgement moment is required during
conflict situations where we find tensions between @oare values and the facilitation of a contrary,
mandatedcurriculum. | must prepare new teachers for such professionaflico situations for
circumstances where they find themselves pressured to enrol students onto courses to secure
‘viable’numbers orfeel obliged to enter learners for exams purely to achieve favourable success
metrics. Agractitioners, we may findurselves ‘pulled in different directions’ and required to make
‘trade offs’ (ibid:8) to accommodate ttdifferent interpretations of educational purpose held by
practitioners, managers and those funding and judging vocationatattbn.An important part of

my role isdevelopingthe critically reflective capabilitieghich willencouragenew teachers to
consider how values influence @amswhen professional conflicts ocguhe building of praxis.

I am an advocate of FE's potential to transcend a ‘skills for work’ agenda, | see my role as
empowering individuals to find the voice and the confidence to participate fully in work, community
and political roles. | concur with Biesta (2018:18) that teaching is ‘not about the production of
things’; students are ‘human beings we encounter in educational relationships’ rooted in
communication, not production. Biesta (ibid:18) notes that teachers must consider their purpose
and develop the ‘art called praxis’, the ‘good action’ whose aito ensure that learners can
‘be(come) subjects in their own righinot stay or become objects of the actions and directions of
others’. My own concept of teacher agenisyinderpinned by a clear moral purpose where
‘trajectories of action’ are reconfigured in response to ‘actors’ hopes, fears, and desires for the
future’ (Priestley and Biesta, 20156).

Importantly, | hold that amdult learners’ empowerment extends beyond the individealabling

them to encourage and suppattteir families and wider social communities to follow sait

personal developmenEducators should work with political intent towards a more egalitarian
society.l concur with Habermas (1974, in Cohen, Manion & Morrison, 2017) and Freire (1993) that
emancipation is theore purpose of education, having benefited hugely in terms of personal
empowerment from my time as an FE learner. The sao@lysis of ‘the past which remains present
and active’ (Bourdieu, 2007:113)niscessary; my past hasbearing on my research work which
seeks to analyse other educators’ experiencethefbuilding of professional practicGnd praxis.

Theimage of ethical practice to which | aspire draws upon ‘practical wisdom’ (phronesis) addressed
in the literature review. Heilbronn (2011 in Gregson et al, 2015:49) makes a connection between
practical judgement and ‘virtue’ contending that good teachers exercise ‘an ethical sense of doing
what is right’ to develop a ‘pedagogical space of trust’. | hold that while we must be flexible in our
pedagogical approaches, our judgements nevertheless display a ‘rootedness within character...
informed by our values’ (ibid:50). This fine-balanced practice requires teachers to display ‘courage
and qualities such gsatience and optimism’ as well as being opamded and ready to learn from
experience (ibid:50).

The use of ‘practical wisdom’ or judgement presupposes that teachers are able to exercise agency in
their practice, something which | hold is at the coreofhentic teachingnd learning. Priestley and
Biesta (2015:1) contend that teacher agency, a recurring themedsrhhbsis is problematic as

teachers cardistance themselves from their personal values in order to play the game’ of policy
adherence (2015:3). | hold that authentic teacher education and CPD requiresementbeyond

a narrow ‘property’ agendaneeting definition of professional learning to adopt a broader

‘ecological conceptualisation’ of agency as an ‘emergent phenomenon’ in which individual teachers
respond to ‘engagement with their environments’ (ibid:6).
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Community and Dialogue at the Centre of Praxis

Asan active member of both online and more traditional facedoe communities gpractice |

concur with Priestley and Biesta (20151Iding that discourse is an essential element of agency, a
process by which acteengagein ‘collectively organized contexts of action’ (ibidafjh others. Key

to meaningful discourse is the presence of stradmyizontal’ informal relationshipsvith ‘high levels

of trust’. | concur that pofessional dialogue alloseducators tonot ‘just comply’ but ‘creatively
mediate’ policy acting autonomously in alignment with ‘dessgated principles’ (ibid:16). | would
contend that the core of sucidentity-focussed;principled reflexivity’ (ibid:16) is ‘praxis’.

This stance permeates not only my work as a practitioner and teacher educator but also influences
my identity as a researcher. Hammersley (2012:2) contends that educational research may be aimed
at ‘producing knowledge’, improving ‘practices and institutions’ or demonstrating ‘what works’.
Alternatively, research may be ‘committed to challenging inequalities’ and such work requires the
researcher to engage in a dialectic around the distribution of power and cultural capital.

I would concur with Kemmis (20:9) that any ‘educational action is a species of praxis’, involving
‘morally informed and committed actiond( Aristotelian praxis). Dialogues around praxis help
‘shape social formations and conditions’ for groups of practitioners (praxis in a\fargian sense)
‘help people live well in a world worth living in’ (ibid:2Bemmis adopts a pragmatic view of praxis
calling it a ‘practical philosophy’ and argues (ibid:9) that research on praxis is only achievable by
those whose praxis ib6th their proper work and... the focus of their critical investigation’. | would
hold that as a teacher educator/practitioneesearcher | am attempting to achieve precisely these
aims in this thesis; my underpinning belief is that the purpose of education is to ‘helpepdaa

well in a world worth living in’ and | am attempting to study ‘praxis and practice traditions from
within’ (ibid:9).

No Neutral Observers Exist

Foucault (1980, in Alasuutari, Bickman & Brannen, 2008:10) when writing on the ‘power-knowledge
coupkt’ holdsthat ‘forms of knowledge imply and use forms... of power’ so ‘no neutral observer
position exists’. Social researchgtisen, must consider the questions they ask, enquirirgm

which perspectives are they relevant and whose interests does tbe/lkaige produced serve?’
Educational research, like investigations in any frehere sponsorshigsprovided may be prone to
neo-liberal ‘market steeringdependant on funding or intended audience (ibid:11) and this is an
issue with which | have struggled personally.

This thesis has already promoted the work of Coffield (2017) and O’Leary (2012) who question
respectivelythe imposition of professional standards upon educators and the measurement of
performance against performative standards. Thisnsarea of interest yet considerable tension for
me. | participated in the consultation which informéte ETK2104)Professional Standards and the
Foundation sponsored my researdtiingingthe Practitioner ResearcArogrammewhich facilitated
this thesis into being.

The underpinning ideals for both my practice and my research have much in common with a critical
educational research approach (Cohen, Manion & Morrison, 2017:52), even if critical research
methods are not employed in the thesis. Aspects ofitical approach are particularly suited for
practitioner researchers conducting small scale research on ‘operations of power’, seeking to
understand actions and interests at work (2017:66). The opening chapters in this ltlase

adopted critical research lenses by investigating phenomena ‘against the background of wider socio
historical context’ (Hammersley, 2012:25). The literature review examined ‘how power is produced
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and reproduced’ and ‘whosaterests are served’ (&en, Manion & Morrison, 2017:52). While
performing a critique of the CPD agenda iraR# investigating the value of informal learning, |
would go sdar as to say that | do not consider my research to be ‘on teachers’, but rather ‘for
teachers; undertaken in partnership'with’ teachers

Methodology Musings Postmodern Ideals, Not Ends

When considering methodological approaches, tensions between past and current ontological and
epistemological thinking had significant influence anddieeision was far from straightforward@he
smallscale study of educators’ use of social media groups for informal learning engaged in during
this thesis appears to have much in common with a post-modern paradigm, casting me as an
investigator of local, limited phenomena rather than a nomothetic agent seeking a metanarrative
(Cohen, Manion & Morrison, 2017:2) or oxaiching, generalisable theory (Coe et al, 2017). Many
philosophical aspects of pestodern approaches fit well with my identity and valueshair

celebration of ‘difference, diversity’ and ‘multiple realities’ as well as ttedativistic perspective on
‘what constitutes worthwhile knowledge’ (Cohen, Manion & Morrison, 2017:24). Importantly, as |
am a contributor to the social mediaased dilogues investigated in this thesis, the posbdern
paradigm acknowledges that ‘the researcher is part of the world they are researching’ (ibid:25).

Postmodernism may appeal to me paradigmatically because its ideals resonate with my
epistemological pason through ‘support of the interpretivist paradigm’ and | also perceive a
correlation with my values and identity in post-modernism’s support of critical theory (ibid:25). Post-
modern ideals chime with discussions of tensions between the mandated Fa&gERIa and

teachers’ opportunities for exercising agernoyengage in discoursesound ‘what goes unsaid’ in
formal, mandatory CPD. The pasbdern/critical theory focus on the emancipatory potentidl

valuing diverse perspectives and the possibilitiaaevolt against... cultural control’ through a
‘guestioning of received wisdoms’ (Pring, 2015 in Cohen, Manion & Morrison, 2017:25) echoes
themes emerging from the overview of FE the sector and the review of literature in this thesis.

Ideals aside, addjn of a postmodern methodology and associatatethods appear to be a less
appropriate fit for this thesis. | intend my research to produce practical findings which teachers can
use in dialogues around the direction and focus of their professional feg®uch pagmatic aims

are at odds with the methodological attributes of post-modern paradigms, the untestable ‘grand
theories’and ‘largescale conceptual frameworks’ (Cohen, Manion and Morrison, 2017: 73). As
postmodern research is typicallgiistract and removed from a specific situation’, yielding
metanarrative results ‘largely of no relevance to the everyday world’ (ibid:73) it appears an
unsuitable paradigm given the pragmatic aims of this thesis.

A criticmay point out that some strategies employed later in this thesis when examining social
media dialogues stray close to pasbdern methods such as discourse analysis. This thesis certainly
does engage in thematic analysis of online dialogues as a ‘springboard’ for practitioner interviews
and has already discussed power dynamics and their reproduction in earlier chapters. It does not,
however, have an ‘explicit agenda of critiquing inequalities’ or seé&kaiwsform and emancipate
society and its members’ (ibid:687) even if it may document how practitioners may seek
emancipatory aims in their own online dialogues.

Method Trade-Offs: You Can’t Always Get What You Want

Educational research is an ‘iteratisad often negotiated process’ involving ‘trade-offs between
what one would like to do and what is actually possible’ (Cohen, Manion and Morrison, 2017:3).
Beginning academic and working life in a scientific environment leads a researcher to favour
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guantitative data-focussed approael which suggestan experimental methodology which seeks
to verify hypotheses through empirical tests with researcher remote from subjects (Coe et al,
2017:18). Progression to study of social sciences prigitisegraphic @proachescentred on
collection and analysis of qualitative datsinghermeneutic and dialectic approaches (ibid:17).

My initial plan in the face of these tensions was to accommodate competing influences in an eclectic
approach borrowing from different paradigms. A mixed methods approach can mean that validity is
strengthened by the use of method triangulation, combining different methods with unique

attributes to allow weaknesses in one to be offset by strengths in another. My particular rationale

for amixed methods approach is based on its value on the grounds of ‘development’ whereby
findings from one methd help to inform he next. Therésalso the possibility of ‘initiatiordy which
‘paradoxes and contradictions lead to a reframing of the resequestion’ (Biesta, in Coe et al,
2017:159).

Previous research undertaken for PGCE and Master’s qualifications and for informal action research
projects involved the use of an initial questionnaire to inform and frame later work. | intended to
continue with this strategpndtool, seekingo gauge the number of hours of CPD in which FE
teachers were engaging, which topics were addressed, the rationale for undertaking CPD, what form
the activity took and if and ho@PD was logged. | considered that use of an online questionnaire
would afford automatic collation of results, employing an empirikcajical, positivist approach with

the researcher remote and detached from the subjects. Quantitative data could be collected and
processed using statistical measures to attempt to produce a modbedituation. Outcomes from

the questionnaire might be used to inform the direction ef Interviews and the use of

methodological mixes (questionnaire with quantitative data collection, informing interpretive,
gualitative interviews) might strengthen the research design (Biesta in Coe et al, 2017).

Use of an initial questionnaire catso allow collection of valuable qualitative data and | planned to
encourage participants use free prose comments following the multptdee main body of the
guestionnaire. Gathering detailedarrativecommentscanyield richer, deeper data allowing a
researcher to betteunderstand the reasons behind actors’ responses (Biesta in Coe et al, 2017). |
hoped to also be able to invite participants to provide contact details allowing me to invite them to
participate in further stages of the research if they were agreeabldt ¢dafident in my choice of
online questionnaire as several respected peers undertaking contemporangpadiiate projects
were beginning their research with similgmestionnaire tools, so | believed that this reinforced the
legitimacy of my decision.

| aimed to follow the questionnaire with-1 interviews and small focus groups allowing me to
engage more fully with subjects to attempt to understand how each individual ‘creates, modifies and
interprets the world’ (Cohen, Manion & Morrison, 2017:6). The validity of quantitative measures
may be checked by use of qualitative techniques and | hoped that use of inteamelfecus groups
might allow a deeper understanding of the situation through establishment of causal explanations,
providing ‘thick descriptions’ of behaviour (ibid: 19). A methods mix, thatlirterviews and focus
groups, both semstructured, provides further technique variety. The use of 2 focus groups in
addition to k1 interviews allowgarticipants tointeract with eachother, rather thanallowingan
interviewer to dominate the agenda, enabling several peoplstimulate discussion and a group to
work together, much like social medimsed online communities themselves. (Denscombe,
2014:189).

Biesta (in Coe et al, 2017:168yms my planned design ‘sequential’ in nature a4 interviews

intended toyield‘deeper understanding’ follow collection and analysis of initial questionnaire data
in a quan> QUAL sequence, the quantitative aspects being first in completicsupetdinate in
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importance. Tis strategy involvea mixed methods approach at the ‘data’ and ‘method’ levels of

the mix (Biesta, in Coe et al, 2017:160), combining textual and numerical data and different methods
of data collection and analysis. As figipants may agree to participate inllinterviews following

the remote, online questionnaire therig potential for use of a ‘design’ mix of interventionist and
non-interventionist designs. Mixing of methods at the data, method and design levels isderm
‘relatively uncontroversiaby Biesta (ibid:160as we do not reach questions of ‘what knowledge is’

or issues around the nature of reality whistould befaced at the epistemological or ontological

levels of his model.

There could be said to be a tension here with ‘paradigm wars’ as Kuhn contests that use of
competing paradigms within a field is incompatipdasuutari, Bickman & Brannen, 2008:14)
Oppositionto mixed methods research (MMR) has niessened, however, andttitude of

pragmatism has permeated the fiélskeeing researchers ‘prioritizing finding out whatever is needed’
to address objectives (ibiti9-20). MMR can provide mbre complete picture bthe phenomenon
under stud/’ overconingthe weaknesses of single-strateggproaches and potentialipcreasng
reliability through triangulatiorto ‘reduce bias... and enable compensation between strengths and
weaknesses of research strateg{€3hen, Maron and Morrison2017:33)

Use of questionnaires and1linterviews are established techniques with much underpinning theory
| can call upon. Beyond their use, | knew that | wanted to find a way of reflecting the richness of
dialogue that is now ‘out ther onlinein social media communitieshad undertaken reading on
ethnographic techniques (Hitchcock and Hughes, 1995:118) and how these may describe the
‘cultural knowledge’ of a group using social interaction and naturalistic ‘insider accounts’. | had in
mind that | could use ‘netnography’ (Kozinets, 2015) to dgvah understanding of cultural

behaviour in an online domain, a technique employed when researchers ‘immerse themselves' in
the culture of a ‘digital tribe’ (Bartl, Kannan & Stockinger, 2016:167). Netnography nods towards a
critical realist perspective, seeking to identify and examine emergent properties in informal
networks as well as a pragmatic one as it addresses ‘the quality of experience as well as sheer facts
on the ground’ (Sennett, 2009: 286).i3hetnographicotion took a back seat to the element

driving the research at the time, the development of the online questionnaire.

When | began designing the online questionnalirencountered practical and ideological 4eages

The former are not uncommon as common difficulties with questionnaire tools include low response
rates, underrepresentation of sussample groups, partial completion and lack of ability to follow up

if contact details are not shaggCohen, Manio& Morrison, 2017:251-267Practical challenges
notwithstanding, ethical issues of intrusion, possible feelings of obligation experienced by
participants during ‘push’ forms of data collection and the challenging issues of response anonymity
also needed to be considered (ibid:267).

| was willing to wrestle these challenges but harboured doubts around the questionnaire design and
most importantly its fitness for purpose. To get the picture of formal and informal professional
learning | sought would require an extensive ‘tick box’ questionnaire or a more opehasgt tool,
entailing a significant amount of involved responses from participants. Both may be onerous, the
latter ran the risk of open questions being highly open to interpretation, raisingnéeeutic

concerns in the use of loaded, ambiguous words such as ‘effective’ or ‘formal’ (Culler, 1997). Despite
several attempts | found it impossible to create a design which satisfactorily overcame the obstacles.

The impasse was serendipitous as an important question to have asked at the isuitg®t will the
guestionnaire responses actually tell oiven with a favourable response rate and collection of
useful qualitative data, both far from guaranteed, | would still be peficlaimingthat ‘55% of the

sample engaged in formal CPD in the last year’ and ‘70% considered informal CPD valuable’. Would
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this really add to knowledge on the nature of informal learning? My experiences may be said to be
somewhat typical of one engagéauthe ‘messy’ nature of practitionded action research with its
‘untidy realities’ (Mellor, 2001:465).

A spontaneous discussion with my supervisor showedrtepower of unplanned, informal

learning. She prompted me to reflect on the parallels betwenyoptionsof quantitative or

gualitative methodsand educators’ choicas undertake formal or informal professional learning. |

was invited to consider that there may be a connection between a need to work with empirical data
and the requirement to gantify progress and ‘tick off’ competencies from a list of professional
standards. ETF's (2018b) self-assessment tool invites practitioners to assess their skills against each
professional standard on a scale from 1 to 6 and | realisedieadnline questionnaire was

demanding a similar cheddox reckoning from my research subjects, acting explicitly against the
cautions of writers (Coffield, 2017, Sachs, 2003, Scales 2012, Sennett, 2009 & Wiliam, 2009) quoted
in my literature review. Gardner, Holmes ahéitch 2008:96)speak of an ‘obsession’ with the

search for quantitative data, holding that this tight focus t@ad the researcher to negletite
subjectivedataemerging naturally from ‘complex and untidy social contexts’

| recalled the thoughts of Whitehouse (2011) who concluded that judgement of CPD efficacy called
for subtle, complex analysis and ‘far more sophisticated measures than simple, statistical ones’ with
holistic data ‘afforded equal importance’. The findings of Gregson et al (2007:6) and Darling-
Hammond (1999:39) returned to me with their call for a holistic, ‘illuminative evaluation’ not one
‘constrained by the codification of knowledge'. | realised that | needed to reject the questionnaire as
a data collection method as when respondents are requiceanswer in terms of categories

already decided by the researcher’ we risk reducing participamisdta objects rather than agentic
people’ (Cohen, Manion & Morrison, 2017:120).

Past positivist influences, my séifiposedresearch orthodoxy and the effects of pgaessure had

me convinced of the need to quantify that which is informal, ‘caught in the grip of a picture’ but
‘blind’ to the ‘conditions for its realizationAfiderson, 2000:195). | had been drawn in by the
comfort of quantitative certainty, falling back on ingrained methodological habits. This risked me
engaging in dialogues with teachers arouhdir professional learningot to judgedevelopment

but, as Coffield (2017:41) notes, to determine how well they ‘comply with a stream of... policy
changes’ as ‘part of their professional responsibilities’. Sennett (2009:265) might refer to such a
positivist questionnaire as ‘superficiality... put to particular use’ so | decided, nervously, to abandon
this tooland embrace Wwat Costello, McDermott an@allace 2017:2) term ‘connective

ethnography’ by using netnographic techniques followed Hyifiterviews and small focus groups as
my data collection methods.

Regarding Research Rigour

Validity and reliability, thaneasures of research rigour, have different meanings in quantitative,
gualitative and mixed methodfbcussedresearch(Cohen, Manion & Morrison, 2017:24%Yhen
research has a qualitative methods preponderance, as this work does, vaatiterns the extent
to which an instrument measures what it claims to measure’ and reghed$neaning and
interpretation’ of data collection outcomegbid:242). External validityanbe viewed as ‘an
irrelevance’ for those undertakingsearch using qualitativeethodsas the researckoes not ‘seek
to generalize only to represent the phenomenon being investigated, fairly and fully’ (ibid:247).

Lincoln and Guba (1985, in Cohen, Manion & Morrison, 2017:247) contend that those using
gualitative methods should ‘replace positivist notions of validity with ‘authenticiBelevant
measures of rigour will now be considered in relation to the work being done in this thasisthe

56



validity measures proposed by Maxwell for qualitative researchers: descriptive validity, interpretive
validity, theoretical validity, generalizability and dependability (ibid:247).

Regarding descriptive validity, the ‘factual accuracy of the adtdumeed to ensure that reported
accounts are not ‘selective or distorted’ and are a credible, ‘objectively factual’ description of
occurrencegMaxwell, 1992 in Cohen, Manion & Morrison, 2017:247). As a solo researcher, | may
attempt to improve descriptive validity by undertaking naturalistic enquiry with regular ‘member
checkingseeking participant validationyRjiving participants opportunésto evaluate contest and
expand upon netnographic findings and approve titascripts of interviews | can seek to ensure
that my conclusions are considered and thgrticipants’contributions have not been

misunderstood or misreported (Lincoln & Guba, 1985 in in Cohen, Manion & Morrison, 2017:253).
Although 11 interviewsandfocus group work may yield rich data, a facilitator may influence the
range or nature of the responses obtainedconsideredsignificant.Data may be ‘as likely to

embody the preconceived ideas of the interviewer as the attitude of the subject intervieveetd, s
combat subliminal integration of preconceived ideas | need to use general, unstructured, open
endedinterview questions (Kreuger, 2000).

Providing subjects with feedback and sharing interpretations of contributionsielndescriptive
validity and aid interpretive validity, the need to ‘catch the meaning, interpretations, terms and
intentions’that situations have for participants Meaningjsinterpretation can bdurther minimised

by paraphrasing and restating responses, through use of supplementary questions and by asking
participants to clarify and expand upon initial contributidiaxwell, 1992 in Cohen, Manion &
Morrison, 2017:248).

Use of low inference descriptors when recording netnographic findingsaptiiringinterview and
focus group responses can also aid descriptive and interpretive validity (Burke Johnson &
Christensen, 2014). Seale describhegv use oflow-inference descripirs, ‘recording observations in
terms that are as concrete as possible’ amcluding verbatim accounts rather than employing
‘reconstructions of the general sense’ can minimise the rigkefesearcher’s ‘personal
perspectivesinfluendng theirreporting (1999:148) The use of direct quotations, where permitted
by informed consent, allows readers to experience protagonists’ authentic voice amiaade a
deeper insight into personal meanings (Cohen, Manion & Morrison, 2017). Along with critical
desgiption and auditing of researamethodology, use of low inference descriptors c@nve to
improve neutrality and reduce researcher bias (Johnson & Cristensen, 2004).

A challenge with use of smatale, qualitative researchtise tendencyfor the workto have low
generalizability; the theory generated may not be useful in understanding similar situations
(Maxwell, 1992 in Cohen, Manion & Morrison, 2017:248). Engaging in data collection over a period
of time for the netnhographic study and thidiverse participants with experience in different FE
settings may serve to raise the generalizabilitgeheratedtheory somewhat (Johnson &

Cristensen, 2004) and camsure that some data triangulation has been performed (Cohen, Manion
& Morrison, 2017). Though my research is unlikely to yield widely generalisable results, | can
attempt to engage with educators from large general FE colleges, adult and community learning and
smaller independent training provider and webksed learning locations acawide range of

subject specialisms. Itadso ideal to aim to interact with contributors with a balance of gender,
diversity inage and differingijumber of years’ experience in the sector.

Theoretical validity may be difficult to achieve in qualitatresearch, butx@ended fieldwork may
promote the ‘quality of explanation’ provided by theory (Maxwell, 1992 in Cohen, Manion &
Morrison, 2017:248). If a theoretical justification developed from the research matches the data
collected, the piece of resech carbe deemed credibleThis can only be achieved, however, after
sufficient time has been spent studying the research participants and their setting. A researcher may
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then be more confident that their observations are detailed enough to encompass signfictons
at work and e better understand relationships between actors (ibid:248).

As a lone researcher, my work lacks investigator triangulation. Reliance on the analysis of a single
investigatorcanaffectthe dependabilityof findings over timend their descriptive validity as an
individual may make ontological and epistemological assumptibeazin & Lincoln, 2013)se of

low inference descriptors and verbatim presentation of quatashelp to minimise incorrect
interpretationandthe unintended influence of a researcher’s own value systdohnson &

Cristensen, 2004) am not workingn a research teapsomething which may reduce the risk of
biased interpretation, though Denzin and Lincoln (2013) note that the involvement of multiple
researchers may also cause chadjes in amalgamating conflicting analytical viewpoints. Peer
examination and critique of data and peer auditing or ‘debriefing’ of the conclusions of the research
canbe a useful compromise to extend dependability and reliability (Lincoln & Denzin, 2003:172
am fortunate to have the keen eye of a supervisor and can call upon sevacttioner researchar
peersas we engage in reciprocal review arrangements.

Caught in the Net: Rationale and Process for the Netnographic Analysis

Ethnography, the ‘descriptive, analytical and explanatory study of the culture, values, beliefs and
practices’ of a group or groups (Cohen, Manion and Morrison, 2017:282)yndergone a logical
evolution for emerging, online contexts in the shape of fragfraphy’. A portmanteau term coined

by Kozinets (2010a) from ‘network’ and ‘ethnography’, netnography seeks to obtain pictures of the
lived experience of participants in online communities.

Originally employed in market research into ‘digital tribes .andehaviour’, netnography is now
making ‘growing contributions to academic research’ (Bartl, Kannan, & Stockhiger, 2016:1) with
‘widespread us’ as a qualitative method irdiverse research settings’ (Costello, McDermott &
Wallace, 2017:1). As such, negmaphic techniquesan be suitable for use in a critical investigation
of new informal online educators’ networks due to thisicus on ‘emergence’ and ‘value creation
and empowerment’ipid:4). Costello et allfid:4) in an echo of Wenger’s (1998) work on
communities of practice state that netnography recognises tbaltures of online communities are
constructed by the members... invested in their developtm@m‘any construction of theory should
be derived from the community’

Kozinets (in Hall 2010:279) contends that netnography is a valuable tool to ‘study derived virtual
communities’ and for ‘investigations of identity and the construction of a digital self’.

Kozinets (2010a:12) further holtizat online communities ‘form or manifest culturdearned

beliefs, values and customat ‘order, guide and direct’ behaviour. Like its precursor, ethnography,
netnographic activit seek4o obtain ‘descriptive knowledge’ of a group’s cultural context by
examining ‘patterns of social interaction’ aethploys‘insider accounts’ to develop theory

(Hitchcock & Hughes, 1995: 52-3). Rather than being ‘collected’ in a conventional, sense, Kozinets
(2010a) notes that netnographic data originates from digital imprints of naturally occurring public
conversations, so muste considered an application of ethnography to online contexts rather than a
search for societal phenomena conducted in the digital domadiffarentactivity whichhe terms
‘digital ethnography’.

Netnography may be successfully combined with other research methodologies (Costello,
McDermott & Wallace2017)an attribute whichmakesit suitable for use in this thesis in

conjunction withother planned methods. Kozinets (2015:42) states that netnography like its ‘older
sibling; ethnographyis ‘promiscuous’ using a variety of techniques and approaduEts high

levels ofadaptability mean that iintegrates well into a multi-method approach. This mixed methods
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approach is one described by Costello, McDermott Whallace 2017:2) as ‘connective
ethnography’, involving a researcher in ‘offline interviews and online textual analysis’ allowing an
analysis of ‘relationships between participant behaviours and words’ in online atidefiomains.

Netnography hathe benefit, as a naturalistic techniqyef having higher credibility than methods
whichmaybe more easily influenced by researcher ingdgtnography’s ‘unobtrusive naturgnd
‘non-influencing monitoringyieldthe pragmatic affordances of gaining ‘practical insighitso
behaviour’'(Costello, McDermott and Wallac2017:2).The netnographicesearcher ‘neither desires
nor is able to exert control’ over the situation Behaviour is shaped by the agency of participants
(Cohen, Manion and Morrison, 2017:462). Subjects voluntarily provide netnogidggiioaturally
and unprompted, so virtualaanmunities are valuable spaces for researching ‘development of
understanding, of perception, of processes where negotiated meaning is impoataohfor
investigating ‘dynamics that generate consensus and discord’ (ibid:461).

An additional pragmatic benigfof anetnographic approach is that data can be transcribed directly
from online communitiesprovidinga less costly antime-consuming method of collecting data. A
further benefit suggested by Kozinets (2015) is that online dialogues prpeidestentdigital data
givingopportunities to go ‘back in time’ to view antecedents of signifiaarhmunication thread.

Capture of authentic voice may be another motive to lead a researcher to use netnographic
strategies. @line discussions may be more likely to take place using what Habermas termed ‘ideal
speech’ as social media channels oftgrgortunities to circumvent traditional power relationships’
and may create greater likelihood that individuals may feel free to express themse(@Ghen,
Manion and Morrison2017:458) Burbules notes that an ‘online disinhibition effect’ may make
virtual dialogue participants likely to ‘more freely share their academic work, or feelings and
problems that they might not reveal offline’ (ibid:462). That said, Burbules holds that the ‘messy
democracy’ of social media dialogue ‘affords particular kinds of robust interaction’ which can be
‘productive and creativebut also hypercritical and forcefulibid:462).

Social media dialogues have ‘significant potential to disrupt established modes of interaction or
hierarchies of authority and poweand sometimesremake them'(ibid:462). This presents the
possibility that the personally and politically sensitive discussions which occur in virtual worlds
between teabers discussing life, job roles and professional learning in performative times may be
more authentic in nature than some face-face dialoguesa persuasive reason for using
netnographic techniques. Netnography may therefore be well suited to ‘dealithgpersonally or
politically sensitive topics’ discussed by individuals in ‘marginalised groups’ (Costello, McDermott
and Wallace, 2017:3). Kozinets concurs, describing netnography as useful in studying ‘situations,
conversations, or encounters, which migttherwise be more difficult to study face-face’

(Costello, McDermott & Wallace, 2017.:3)

GleasonZ016:33)holdswhen speaking of Twitter forums that despite the ‘ubiquity and high
consumption’ of this form of social media, ‘surprisingly little ss& has been done explarg why

and how forums are ‘used to make meaningffering‘considerable opportunity for new studies’
Selwyn notes that use of platforms such as Twitter in formal settings such as educational institution
offer ‘rich opportunities to study changes to the historical imbalance of power’ afforded by
educational usesf technology(Costello, McDermott & Wallace, 2017:45Bxamination of Twitter
dialogues, then, may give us opportunities to explore the ‘space between institutionally managed
systems and non-institutional personal usagevaluable undertaking as ‘sutiminal areas are...
fascinating third spaces’ (ibid:459).
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Regarding netnographic scope, Costello, McDermott & Wallace (2017:6) note that a researcher may
interact with several groups or withduring netnographic work, holding that engagement with

severd communities may aid generalizability. Johnson and Cristensen (2009:6) contend that working
with several communities will ‘add context, enhance information, and yield insights’ into
‘consequentialissues that wouldotherwise remain invisibleKozinets (2010:89) encourages
netnographers to search for online communities which haesgential attributes in order to engage

in a successful netnographic investigation. The communities must be relevant to the research focus,
have regular, current activity, be interactive in terms of dialogue, be substantia ahenitical mass

of communications and energy, be heterogeneous with sufficient variety of participants and be data
rich in terms of detail of dialogue and descriptions.

Kozinets (2010a) notes that netnography’sséential elements are a ‘story’ (or emotion), the
researcher, key source person(s) iddetifanda search for cultural fluency. Story facets are drawn
out by examination of rich samples of dialogue and the data analysis stage is followed up by
interviews, which may be online or fate-face, to explore deeper stories behind the subject. The
strength ofthis strategy is the ability to obtain rich, contextualised data then seek thematic
resonances within it (Bernard & Gravlee, 2015:471). Kozinets (2010a) contends that the
netnographiaesearcher is not simply a software operator but an integral individinaise

personality and interventions enrich the work; they should have a deep and fluent understanding of
the culture surrounding communications and be cognisant of contextual nuances and symbolic
language being used. Though working with ‘unpredictableamdcdant’ data, they may navigate
layers of meaning and be able ‘to argue for a central tenet’ emerging from it (Kozinets, 2015:2). |
hope that having eighteen years’ experience in the FE sector and having been a long-standing
member of several onlineducators’ communitiemeans that | meet Kozinet's expectations.

Outcomes of netnographic activity can be divided intcadegories (Kozinets, 2015 in Cassell,
Cunliffe & Grandy 2017). Classification depends on whether the work sughbedtatus quo
(compkmentary) or challenges it (critical) and whether the focus has a global or local scope. The
most common, ‘symbolic’ form of netnographic study is a lecahplementary one examining
identities, practices and meanings within a particular field. ‘Auto’ netnography takescal

localform; the researcher examines data through the lens of their own identity focussing on
personal, autobiographical elements. A ‘digital’ approach is complemegtabalone seeking

cultural understanding from mass social data. The final, ‘humanist’ form addresses questions with
social importance or influences social change, casting the researcher in an advocate/activist role. |
appear be working ithe criticatlocal category though there appear to also be symbldizal-
comgimentary aspects to online community analysis. Finally, a humanistatglobal form of
netnographymay be relevant for this thesis as the forums are sites for activism and may be
promoting social change in the widenorkplace through a critical resezh stance.

A challenge with use of a netnographkicategy is onghat Kozinets (2010a) notethat researchers

are a key element in data collection but often have flexible levels of social interaction as participant
or non-participant observers. | am an active member of some of the communities | propose to study
and have participated in some formmumerous educators’ social media communities this casts

me firmly as an insider researcher, a challenge discussed later in this chapter.

A Social Network Approach to Netnographic Research

After auditing netnography’s suitability for my purposegetided to employ an approach built on

an application of social network analysis (SNA) as an alternative to the initial online questionnaire on
teachers’CPD. The SNA method, initiated in relational socidioggtudying community networks, is
recognisedas valuable for investigations of networked learning (leaat, 2007). The method
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analyses relationships between actors in a network and/or the exchanges of dialogue between
them. Traditiondly, SNA uses graphical sociograms comprising individualeéemed as nodes)
and investigates the (offline) interaction links between them (Wasserman and Faust, 1994).

Social network analysis is growing in popularity in qualitative applications in social media contexts,
because it has proven able to produce the rich data valuable for understanding complex research
issues (Webster & Morrisom Alexander, 2009). Martinez et al (2003:368) note that SNA
applications meet a need for ‘innovative techniques for studghefnew forms of interaction’
emergingfrom online dialogues and Laat et al (2007:88) propose that SNA can ‘assist in describing
and understanding the patterns of participant interaction’ online.

My intention was to combine SNA with a nparticipatory netnographic approach, observing,
analysing ad categorising interactions on educators’ online communities with the choice of
networks guided by Kozinet's (2010:89) community attributes. Graphical mapping strategies,
adaptations of those suggested by Borgatti et al (Vicsek, Kiraly & Konya, 2016:81) we
employed, allowig multiple networks to be analysed based on ‘attribute, social relations/role,
interactions and flows’.Sectedsignificantweets or segments of tweetsould then be renderetb
convey a richer picture of the dialogues takingagal.

SNA mapping was intended to produce a content map of the social networks’ activity. | considered
this an appropriate notparticipatory technique for use in an initial exploration of each networks’
dialogue themes. | hoped that usitlys ‘connected ¢hnography’ strategy in the SNA/netnographic
approach would allow me to perform a thematic analysis of the dialogues held on online educators’
networks. | employed Braun and Clarke’s (2006) approach where, after initially gaimitigrity

with the data,the researcher generates initial codes, searches for and reviews themes and then
defines and names the emerging themes. Using this approach, | sought to identify key dialogue
topics and to investigate the nature of educators’ interactions.

The aim of te SNA strategy was to develop onlitialogue categories in a nod towards a grounded
theory approach where theory is ‘not predetermirietut ‘rises up from the ground of data’ in a
‘bottom-up’ processseelingto generate new theory rather than simply test existing model

(Cohen, Manion and Morrisg2017:75). The creation of a ‘dynamic and contextual model’ which
considers ‘how relations create meaning’ by considering the ‘narrative of the network’ was my aim
(Vicsek, Kiraly & Konya, 2016:89). | planted online dialogue narratives would be captured using
network pictures which conveyed an understanding of relationships, interactions and dependencies
in the networks under consideration.

| also hoped that a noeparticipatory, thematic analysis may enable me to identify online community
members who Kozinets (2010a) terms key participants as they display ‘centrality, brokerage, and
prestige’ based on their embeddedness and influence in each online community (Vicsek, Kiraly &
Konya, 2016:87). | proped to engage with these key sources during subsequentrterviews by
adapting the ‘egonet’ approach proposed by Emirbayer (1997) in which a respondent (the ego) is
guestioned about the relationship and interactions between themselves and a specific other (the
alter) using techniques such as ‘name generator’ exercises (Marsden R@izbhot intend to use

this strategy in its original, bottorap form to investigate pair relationships across a network
sought instead to attempt a qualitative investigation examining the motivatiorsdesired
professional learning outcomes of teachers using the educators’ networks as well as their
perspectives on their user experience (Curran & McCarroll, 2016).

Thoughvaluable for investigations of participant behaviour, SNA is best used in conjunction with
other analytical methods if a researcher wishes to gain an accurate picture of networked,
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collaborative learning experiences (Martinez et al, 2003). A mixed metqma®ach allows
datatriangulation and complementary, qualitative methods can include interviews and content
analysis from the networked communities concerned (Curran & McCarroll, 2016).

Challenges of Using Research Methods Wthe Ink is Still Wet

Aswe might expect froman emerging research method, there are a variety of interpretations of the
required stages in aetnographic study. Kozinets (2002: 4) contends that netnography’s ‘rigorous
online guidelinestombine with ‘an innate flexibility’ to make the technique ‘novel, but still faithful

to scholarly depictions’ of traditional ethnography. Kozinets (ibid:4) has set out an initial framework
of overlapping netnography stages: making cultural entrée, gathering and analysing data, ensuring
trustworthy interpretation, conducting ethical research and providing opportunities for member
feedback. With respect to ‘cultural entrée’ Kozinets (2010b:5) describes this as using focused
research questions toéach out'to ‘investigate the different online fields where a culture or
community expresses and gathers’.

Netnography is still evolving as an approach and Costello, McDermott and Wallace (2017:5) note
that while some researchers adhere to Kozinet's frameworks, others have ‘adapted or omitted
particular $eps to suit their study’ or have ‘customized’ the process adding identification of research
guestions to its steps. (ibid:5). Netnography’s ‘procedural steps provide rigiok’l() an attribute
valuable to me as a new usef the technique; I will be looking for both rigour and some flexibility in
terms of the framework | will be using.

The significant challengesf ensuring theoretical and descriptive validity during content analysis

when usinga netnographic approach mdpe overcome by adopting an active, participatory

approach. Member checking allows netnographers to ‘expose their frameworks to be challenged’ by
community members, eliciting valuable feedback as a means of ensuring the ‘trustworthiness of
their study’ (ibid:8). This is important as Hall (2010:278) notes that netnography calls upon a
researcher to exercise significant interpretive skill due to the potential ‘lack of informant identifiers’
in online context which can lead todifficulty generalizing results outside the sample’.

Hall notes that a ‘lack of visual cues’ from online data, compared to techniques such as personal
interviews, may result in a ‘loss in layers of informatirid:279) Absence of cues such‘&@ne of
speech and body languag®eaymean that the ‘real meaning and intention’ of contributors may be
harder to determine. That said, Hall notes that a shortafyeisual cues can remove distractions and
result in interpretations being ‘grounded in context rather than stylistic elements’ (ibid:279).
Kozinets (1998:370) contends that interpretive challenges can be balanced by ‘careful use of
convergent data’ and use of ‘a mix of offline and online collection methddgplan to investigate
several online teachers’ communities with intgroup member checks followed byllinterviews to
seek clarification, theory critique and deeper meaning from contribuadmssto bolster theoretical
and descriptive validitin this thesis.

That said, providing the types of hard evidence favoured by sector leaders and policy makers is
challenging as emerging or short-term changes in nuanced areas such as development of teachers’
practicecan be ‘implausible or difficult to observ&his challengeshves researchemsmploying
qualitative methodscall uponsoft indicators of impact as ‘conventional quantitative and qualitative
evidence is rendered impractical’ in small-scale practitioner research (Gardner, Holmes and Leitch,
2008:89)such as this thesis.
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Robust, Quantitative Impact Measures or Wisps of Smoke?

Asignificantconcern for the qualitative researcher i€ansideration of the concept of data itself

and whether it is regarded as that which is ‘measured or interpreted, created or gatreerdd

‘whether this act has value’ (Gardner, Holmekeditch, 2008:95). An ‘obsession’ with the search for
guantitative data can lead the researcher to neglect ‘subjective, anecdotal or impressionistic’ data,
even when the gathering of conventional quantitative data due to timescales, resources or ‘complex
and untidy social scenariois unrealisticIn suclcomplex cases, thexistence of ‘muctderided’
subjective data is ‘a powerful source of evidence’ (ibid:96).

A mixed methods piece of research such as this thesis gives the researcher the opportgattyeto
‘multi-various items’ of data which can ‘cohere into a mutpallipportive and therefore arguably
credible source’ of evidence of impadiif:97). Multiple corroborating arguments can be threaded
together to form a strong cable ‘whose fibres may be ever so slender, provided they are sufficiently
numerous and intimately connected’. Impact can be identified througtagonable interpretation

of the ‘strength and variety’ of subjective, anecdadata into an ‘illuminative evaluation’ because
‘where there is smoke, there is (the potential) for fire’ (ibid:98).

This tresis sets out to explore the value of informal online professional learning to FE teachers using
the authentic voices of the educators engaging in it as a ‘reporting procedure for facilitating
vicarious experience’. It employs storytelling vignettes tatiay complexity... convey holistic
impression, the mood, even the mystery of experiend®@d(89). In doing this, the thesis values the
information gleaned from ‘impressiohand ‘untidy sources’ whereonventional evidence is difficult

to obtainasknowledge can come to us through a network of ‘prejudices, opinions, innervations,
self-corrections, presuppositionand throughthe ‘firmly-founded but by no means uniformly
transparent medium of experieec

Ethics and The Insider Researcher

My ongoing involvement in some of the online educators’ communities used to conduct research
may not pose a significant disadvantage as Costello, McDermott and Wallace (2017:1) contend that
‘passive, nofparticipatory approaches’ to netnography can ‘miss opportunities for ongoing co
creation in online communities’. Researchers who are engaged in ‘active, real-time participation in
their netnographies... contribute to important online social narratives’ (ibid:1). Kezioetcurs

(2015:96) stating that it is ‘erroneou® steer netnography towards ‘unengaged content analysis’ as

it is, by nature, human-<entred, participative, personally, socially and emotionally engaged’.

Netnographic researchemnay be ‘narrowing rather than expanding the scope of resédorgh
minimisingengagement with online communities. Netnographic enquiry im@iesed for human
presencein communicationit involves the netnographebging part of the research’ ascore
aspect of their roleThe netnographic scenario may expand intecogation as a ‘mutual text is
created’ when shang aresearch roleasresearchersrequire and acquire information’ antoth
parties contribute to an ongoing dialogue’ (Costello, McDerrdotWallace 2017:8).

All researchers must give serious consideration to ethical issues which arise during their research,
particularly during the connected ethnographic approach being adopted in this thesis. As an active
member of the virtual communities and a user of them for my own professional learning, | am cast
solidly in the roles of insider researcher and participabserver. Zeni (1998:9) notes that when
teachers undertake study into their own practice the teachesearcher duality causémany of the
traditional guidelines collaps@ndblurring of rolemay be particularly true for participatory
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netnographers. Zeni contends that the study of one’s own practice raises ‘sticky, ethical issues which
may never be addressed’ (ibid:9).

That said, | may call upon the advantages of being an insider researcher. Bonner and Tolhurst
(2002:13)hold that I will not be viewed as a ‘stranger’ by group memjmrsnay find acceptance,
trust and ceoperation easier to gain. | may also be able to bring ‘traditionally ignored or
unrecognised perspectives into theory’. My familiarity with the research environment feayafow
me to be ‘more economical’ with languagadjargon and importantly, from both ethical and
credibility standpoints, ande ‘less inclined to construct stereotype#ig:13).

Though | may leverage significant advantages, benefits from ease of access and improved credibility
in the researched communityay be offset by losses in impartiality. The insider researcher may not
be cansidered a researcher at all by some but rather as an ‘advocate’ who may exhibit bias in
interpretation or in the conclusions drawn. Researchers who are established members of a
community must not form a reliance on better known community members with wH@iogues

are ‘comfortablebut | will also need to be aware that | should avoid focus on ‘dramatic events

rather than the routine’ (ibid:13).

There are doubtless tightropes to be walked regarding research ethics and credibility when one
embarks on insler researchn online, sociascenaios. Bonner and Tolhurst contend, however, that
though insider researchers begin with their own ‘expectations, assumptions and theories’, these are
valuable when forming ‘tentative propositionfiat canbecome’'important aspects of valid

discovery’ within dield. Insider researchers have inherdmowledge of howaninvestigated system
‘really works’ whictcanproviderare opportunitiesto ‘gain impending characteristics of... practice

that would otherwise be diftult to access’ (ibid:14).

A First Step intothe Messy Minefield of Online Ethics

Undertaking work around professionals’ social media use presents significant ethical challenges for
any practitioner and the BERA (2011) ethical guidelimesa valuabletarting point when

establidiingan underpinning ethical stance and associateskarchprocedures. lisnotable that

though developments in digital networks and growth of dialogues on social media platfoems ha
been fastpaced and constantly evolving over the last decade, UK researchers were woriting

2018, with ethical guidelines formulated in 2011in&e the BERA (2011) guidelines were framed,
digital artefacts such as video blogs and podcasts and dialectic social media communities such as
Twitter chat forums have become ubiquitous. Working witheir-old guidelines a time of fast

paced change ia matter of significant concern foine researcher.

Though the BERA (2011) guidelineggdwome valuabl@verarching direction on the use of online
sources, | considered that they failed to provide sufficient specific guidance for digital researchers,
unsurprising given their publication date. After searching for newer ethical guidelines for social
mediabased research, | read warky Townsend and Wallace (2014) and Williams, Burnap and
Sloan (2017) which had both currency and validithats works were referenced in several core
ethicalguides for researchers.

It was a timely reminder of the ‘messy’ nature of research (Mellor, 2001:465) when, shortly after |
completed the first draft of this chapter, BERA publishedipaiated fourth ediion of theirethical
guidelines (BERA, 2018). This brought me eyeywwith the ‘untidy realities’ of research (Mellor,
2001:465) | embraced Mellor’s call to take a ‘positive vieagardingsetbacks and to faithfully
document ‘mess’ as part of an ‘hesty trail’ which adds strength to the wofibid:465). The new

BERA guidelines note that ethical decision-making is ‘an actively deliberative, ongoing and iterative
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process(BERA, 2018:2) needing reassessment of the situation as issueseayiseng researchers
to ‘keep up to date with changes in data use regulations and advice’ (ibid:13).

I reminded myself that this is my first work at this academic lesgel,am ‘learning my craft’ as a
researcher. | take comfort in Sennett’s (2009:483ertion that ‘to do good work means to be

curious about, to investigate, and to learn from ambiguity’; skill is built as ‘the rhythm of solving and
opening up occurs again and again’. | drew on relevant sections from several sets of ethical
guidelinesyeturning to augment my ethicgroceduresandthis chapter with reference to guidance
from BERA (2018)guidelines once they were released and able to inform my ethical process.

BERA (2018:4) describe social science research as ‘fundamental to a democratic society’ and as such
it must be ‘inclusive of different interests, values, funders, methods and perspectives’. Research
processes must respect ‘privacy, autonomy, diversity, values and dignity of individuals, groups and
communities’. Researchers netalbe mindful of their social responsibilities to ‘aim to maximise

benefit and minimise harm’. Trust is an ‘essential element within the relationship between

researcher and researched’ (ibid:12).

My work during interviews and focus groups did not involve contributions from anyone under 18
years of age and was conducted solely with professional educators voluntarily discussing their
informal use of social media, so did not involve anyone classed as an ‘at risk’ adult. Contributors
represented themselves as individuals rather than speaking on behakioforganisation or any

other grouping. No interactions with communitiesiodividualsasked participants to divulge details
regarding their being marginalised because of ‘age, culture, race, gender, sexualityecmuimic
standing or religion’, dynamics which would have called for particular sensitivity (ibid:12). Théat said,
was aware that ethical issues arise in ‘sensitive situations influenced by contexts of cultural
difference’ (ibid:12). While engaging in dialogues regarding mared@cator or observer-educator
relationships | needed to be aware of power dynamics and differentials which may have impacted
upon the individuals and the contributions made.

Contested Ethics Frameworks and lll-informed Consent

Townsend and Wallace (2014:3) note that curretitics frameworks infornthoseworking in the

digital domain'to some extent’, but the research community now faces ‘new contextual challenges’
and traditional ethic§rameworks leaveesearchersnot equipped to deal with’ such challenges.
Williams, Burnap and Sloan (2017:1150) concur, contending that the ‘digital revolution has outpaced
parallel developments in research governance and agreed good practice’. Townsend and Wallace
(2014:9) hold thiaa ‘one size fits all’ approach with definitive answers to digital ethical issues is not a
workable proposition so ‘principles need to remain flexible’ using ‘guidelines as opposed to rules’.
Williams, Burnap and Sloan (2017:1150) disagree, howevengcdiital ethics addenda ‘bolt-on’
guidelines and criticisg any stance conteatingthat overarching digital guidelines are impossible to
construct, leaving the digital researcher in an ethics hinterland.

The BERA guidelines (2018:7) note that ‘it is important to remember that digital information is
‘generated by individuals’ and though some social media platforms allow individuals to retain a
degree of privacy, others do not. Some social media platforms allow participation through use of
pseudonyms or avatars rather than requiring full disclosure of identity and goawide onrscreen
notifications when dialogues ateeingrecorded. Other platforms require participants to log in using
verified full disclosure of identity or to be invited to join dialogaesl givean ability to be aware of
others’ presence. Several platforms, including my own area of research interest, Twitter, allow
participants to post messages to publicly accessible forums yet give a researcher no opportunity to
ascertaina contributorsidentity with any certaintyf they choose to use a pseudonym. In terms of
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message lifecycle, it is not possible to establish who has vipastd content until messages are
‘liked’ or ‘shared’, producing a notificatipar to know if or whercontributions are quoted or more
widely used. These complexities requireeaearcher to give careful consideration of ‘whether and
how... participants rght be traceable’ (ibid:13) as confidentiality and anonymity‘aeo@sidered the
norm for the conduct of research’ (ibid:21). | also need to remain aware of the possible
consequences to participanshould they beidentified by association or inferencébid:23)as
online dialogues can be creshecked and interrogated with relative ease through use of search
engines.

The BERA guidelines inform us that producers of publicly accessible digital data ‘may not have
considered the fact that it might be usedrfresearch purposes’ so if a message is publicly posted to
social media itshould not be assumed that such data is available for researchers to use without
consent’(2018:10). Researchers need to be ‘attuned to differences’ between content specifically
written for public consumption or research use (such as a published blog or online journal article)
andmore spontaneous social media discussions (ibid:11). Though informed consent would not
normally be expected for data ‘produced expressly for public dsetremains ‘no consensus’ as to
whether participants in social media communities ‘perceive their data to be either public or private’
even when agreement to terms and conditions of use of a platform means that copyright and usage
rights have been waived. BERA contend that consent should be addressed on a eeasellyasis by
considering the ‘presumed intent of the creatqgrie extent to whichresearchidentifies individuals

and the ‘sensitivity of the data’ (ibid:11). Williams, Burnap and Sloan (2017:1159) agree, contending
that dialogically, Twitter ‘blurs the boundary between public and private space’.

Townsend and Wallace (2014:9) suggest that researchers begin by consulting the latest terms and
conditions of the online platforms that they intend working with regarding tedty data access

and use. A complication arisherein the shape of the fluid nature of each online platform’s terms
and conditions, a fluidity necessary in any complex system which is evolving through extendéd use
augmented and virtual reality content. The authors of the terms and conditions for use of Twitter
(2018) describe ‘an evolving set of rules’ for users whom they describe as partners in ‘an open
ecosystem’, acknowledging parallels with evolutionary processes seen in living organisms.

Twitter’'s terms of use (Twitte£018) reveal that users who post content ‘grant a worldwide,-non
exclusive, royaltyfree license’ enabling Twitter to ‘use, copy, reproduce, process, adapt, modify,
publish, transmit, display and distribute’ content. Importantly, Twittégisns of usemake it clear

that itsusers agree ‘to let others do the same’, making their dialogues ‘available to the rest of the
world’ (Twitter, 2018). Though Twitter’s terms of use make permission for re-use of posts a given,
from a stricter ethical standpoint a keydgement is whether social media users can ‘reasonably
expect to be observed by strangers’ (Townsend/&llace, 2014:10).

When participating in dialogues sacial mediausersoften actively draw attention to topics in

their posts with ehashtag (#) symbol to highlight a key word or theme, making it ebwiéellow

users to follow posts about that topiéctive attentiordrawing using a hashtaguld be said to

make questions of privacless problematic’, but Townsend and Wallace (2614ontend that the
public/private status of a social media post is one of the ‘biggest areas of concern’ for researchers.
They note (ibid:5) that it is ‘problematic’ for researchers to claim that their actions are ethical ‘simply
because the data are acsgible’ and hold that an evaluation of research ethics ‘cannot be ignored
simply because the data are seemingly publigs ftempting to conflate’ agreement to terms and
conditions which include rese of data by third parties with informed consent, betise can be
‘problematic if users have not read or understooglatform’s complex terms of use (ibid:5).
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Unlikean incidence of participation in a private group with a moderator acting as a gatekéeper,
may be inferred that Twitter user has no reasonable expectation of privatye use of the

ubiquitous hashtag (#) symbol to highlight a key word or themag be considered to be an instance
of deliberate ‘broadcasting’ (TownsegdWallace, 2014:5). Wen, in open discussioparticipants

elect to ‘broadcast their opinions using a hashtag’ to ‘associate their thoughts on a subject with
others’ thoughts; thistype of dialogue contributiofrcan be considered public’ (ibid:5). That said,
researchers must be aware that particiggnunderstandings of privacy in online spaces may be
‘inaccurate’ and such ambiguity regarding privacy raises ethical concerns requiring researchers to
inform the community about how data will be used (BERA, 2018:18).

An advantage of my research is that it will focus entirely on examining the core topic content-of text
based dialogues rather than expanding into areas of richer media use such as investigation of user
profiles, locations, personal images, audio, video or published texts. That said, theythar issues

of anonymity when using direct quotes from online posts which may not arise with more
conventionalmethods such as fade-face interviews. Townsend and Wallace note (201¢hai) a
communication such as a Tweet, if quoted verbaiimsignificant part or as a whole, may be traced

by use of a search engine, potentially exposing the poster to ‘embarrassment’ or ‘reputational
damage’.

An added complication arises when a Twitliser deletes a Tweet which has been quoted in
researchor even deactivates the Twitter account itself. It remainglear whether post or account
deletion has any form of equivalence to conventional withdrawal of consent for research
participation. BERA guidelines consequently state (2018:23) that anonyrmitydk harder to

guarantee in digital contexts’ as social media sites have usage policies which require participants to
register and provide identification at sign-up. In online research contexts, if authors of postings
withdraw or delete data then that da should not be used in research. However, since it will not be
possible for researchers to identify withdrawals after data has been harvested, a proviso could be
offered in the ethics considerations that data were used ‘as made available to the ptltie’‘date

of harvesting’ (ibid:18).

Choosing Sides in the Online Ethics Dialectic

My initial plan for avoiding traceable, verbatim quotes of entire Tweets twamploy partial Tweet

usage or a ‘bricolage style reconfiguration’ of data to convey ppatits’ intended meaning.

Williams, Burnap and Sloan (2017:1162) advise that researchers should not abandon plans to convey
social media platform users’ authentic voice due to concerns regarding ethical issues (ibid:1162).
After furtherreflection, | concluded that this approach did not ensure that data could not be traced
back to an identifiable individual.

Having considered the competing ethical stances and strategies that a researcher into social media
dialogues might adopt, dgreewith Williams,Burnap and Sloan’s (2017:1162) positibat

researchers must go beyond the minimal expectations put in plagedmgial media platform’s
constructs of accepted use and ‘informed consent and anonymity are further warranted’. Other
netnographic researchers concur, Hall (2010) noting that ethical concerns hinge on whether online
forums are thought of as private or a public space and on what can be thought to constitute
informed consent. As the profile information or data which Twitter participants provide is not given
specifically to the researcher, provided in confidence or given under an agreed usage agreement,
contributors who create social media content may not ‘intend or welcome’ its wider use.

Kozinets reinforces this strong ethical stance by commegniHall, 2010:282) that a researcher
should ‘ensure confidentiality and anonymity of informants’. | therefore concluded that | would
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undertake a thematic analysis of threads from educators’ Twitter dialogues via an examination of
keywords and hashtagsubwould not include any direct, partial or bricolage-style quotes from
individual or organisational Twitter users in this thesis. This seemed to be the only secure way of
guaranteeing participant anonymity and adopting an ethical approach.

Another important ethical factor regarding use of posts from open networks is the need to ascertain
whether the researcher has ‘similar interests’ to the users (Townsend and Wallace, 2014:10). If |
were to embark on research examining incidents of unprofessional behaviour by teachers on social
media platforms, this could be viewed as a case of a researcher having conflicting interests to her
research subjects. To the contrary, as an insider researcher who uses the online educators’
communities for her own informal profemnallearning,l do not set out to deliberately debunk the
groups’ value or cast doubt upon the actions or motives of their users. My aim is rather to obtain
evidence of any worth that online dialogues have to informal professional learning. My challenge is
to remain impatrtial while not overstating their value, a stance which casts me as a researcher with
similar interests to the online community members.

I must be mindful, however that any sense of ethical comfort due to ‘similar interest’ does not
automatically bring with it a false sense of safety that my research findings will be neutral in terms of
impact on my reputation. Townsend and Wallace (ibid: 11) note that insider researchers should not
disregard the importance of their own privacy and r&giion by placing the ethical focus solely on
protection of other contributors.

Finally, Townsend and Wallace (2014:9) state that researchers must adhere to rules imposed by their
university, organisation or funding body. | completed the University of Sunderland ethical approval
process before beginning this thesis and took advice from the supeswaserseeingny programme

of study. They were able to confirm that my stated uses of social media were ethical and that proper
permissiondhad been sought fnm research subjectSunderlandJniversity’sethical approval

process was completed before data collectlmgan on this thesis.

Well-Trodden Ground: Ethical Considerations for Interviews and Focus Groups

When planninghe 1-1 interviews and small focus group data collection actiyitiess able to draw
on longerestablished ethical rules and procedures compaethe emergenguidelinesconsulted
whenpreparing forthe netnographic analysis. Adhering to the BERA (2018) guidelamesyred

that informed consent waebtained from alinterview and focus group participantsll Bontributors
were required to read and sign the agreement shown in Appendiki2hsought to ensure that all
participantswere fully aware of the nature of thegontributionsand informed about the purpose
and eventual use of the research work. All participants were given the opportunity to asloadtliti
guestions and discuss any ethical or practical concerns having read the consent document.
Participants were under no obligation to participate in the research and it was made clear that they
may choose to withdraw permission for participation at any time. Participants were assured that
their anonymity would be preserved throughout within the limits of accepted bounds of legal
disclosure (BERA, 2018:9). No names or specific locations that would allow identification of a
contributorisincluded in the work and direct quoteseaused only with specific permission.

The informed consent participation agreement document was piloted with three potential
participants who are practitionenesearchers themselves. They gave critical feedbadken
document’'scompleteness and clarity before a final version was decided uptisconsultation
exercise drawsn the work of Stenhouse (1975:142) who recommends that teacher-researchers
partner with a ‘critical friend’ who might act to aid progress by engaging in peer support.
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More research ‘messiness’ occurred in the form ofidded complication arising just before the

start ofthe data collection process #se Data Protection Act (1998) was superseded by new

General Data Protection Regulations (GDPR) (ICO, 2018). This update to data protection law had
been anticipated as hiad been well publicised by the Government in advance. The changes did not
have any effects on the data management princigeagployed in this researcéuch as secure

storage, data updating or the requirement to destroy data which is no longer relevant. The change
to use of the GDPR from the DPA was noted nevertheless on the participant consent form and notice
was given that all data would be processed and stored in adherence with the new legal
requirements as data collection spanned the change of data protection frameworks. As someone
who runs an independent training provider and is the organisation’s Data Nominee, | have
undertakenupdating training on the GDPR’s requirements and put measures in place to ensure that
they were adhered to during the reseéractivity.

Finally, Some Research Questions!

An investigation of the use and valueafline,informal professional learning by educators in FE in
England has been alluded to as the purpose ofttigsis, but readers might consider that it seems
unusual to have travelled so far into a discussion on research methodology with no mention of
research questions. Research questions are often stated before any consideration of methodology,
rigour or ethics, but it is in this respect that netnogramaydiffer from otherresearch methods.

Biesta et al (2018:1) note that ‘the field and disciplines of educational research, and the practices
that have traditionally served them, are in question’ and we needsto‘difficult questions about

the nature and role of evidence’ used in educational enquiry (ibid:2). It is important that ‘what
counts or should count’ as educational research and the procedures used to undertake it remain
‘contested’ (ibid:4).

Bernardand Gravlee (2015:471) contend that netnographic research questions ‘can emerge
naturally’ from the research setting rather than fraire ‘preconceptions and agendas’ of the
researcher. Having aextended time’ of observation or pre-research participation in ‘online reality’,
which | have been fortunate enough to have, allows a researcher to ‘develop meaningful and
relevant’ questions and hypotheses using a ‘go with the flow’ attitude. The authors (ibid:472) note
that it may be helpful to start with outtie questions even if these are ‘uncomfortably vague’ and
later ‘abandoned for more intriguing ones’ as work develops. | hope that this bodes well for my
proposed strategy of beginning with nguarticipant observation and SNA of online dialogues to a
yielda thematic analysis of educators’ networks; this can later be followedbinferviews to yield
richer, contextualised data from which alternative or reframed research questions may emerge.

Kozinets (2010:81) suggests formulation of initial research questions is appropriate for netnographic
inquires The researcher should ‘ask one or two central questions’ of a qualitative nature then form
related sub-questions as required. ‘Central questions’ shbaldpecific to the strategy of inquiry

yet operrendedenough to allow an ‘emergent research design... focussed upon the main
phenomenon’. Given my reading on how thematic netnographic study of online dialogues
incorporating SNA inonnected ethnography may work, Kozinet's (2010) stance of formulating

initial, eentral research questions and embracing emergence of further, or modified, questions as
the work progresseseffered a useful model. Framing initial questions allows preparations for the
netnographic analysis and SNA approach to begin while leaving roaefif@ment.

Initial research questions:

1. How do FE teachers who participate in online educators’ networks consider that they are
engaging in meaningful professional learning?
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2. In what ways would the topics addressed during dialogues in onédecators’ networks be
regarded as key development areas for FE teachers by recognised sector bodies?

3. What evidence do educators report of any formal recognition of impact from informal online
learning opportunities?

Lurkers and Insiders: Reaching erse Online Community Participants

Using Kozinets’ (2010) suggested stages of a nethographic investigation, the data collection phase of
my research began with selection of which open, online educators’ communities should be
examined. Ideally 2 or 3 appropriate communities should be chosen based upon Kozinets (2010:89)
criteria for successful netnographic studies; these criteria will be fully explored in the next chapter.
Appropriate online educators’ community dialogue threads were examined to ascertain if the
purpose and focus of the dialogues seemed well aligned to the needs of the FE teachers’ CPD. The
thematic analysis of threads from chosen communities had to be underpinned by references to a
recognised structure and | hoped that it may be possible to categorise community dialogues by
comparison to the ETF (2014) standards. This type of thematic review would allow the framing of a
response to initial research question‘ly what ways would the topics addressed during dialogues in
online educators’ networks be regarded as key development areas for FE teachers by recognised
sector bodies?”’

During the thematic review of online dialogue threads, | hoped to form initial impressions of which
key community participants | might engage in thé $emistructured interviews and small focus
groups. This would allow me to send out the study informdirdformed consent document to
potential participants, respond to initial questions and obtain consent for participation.

When selecting which community participants to approach for interview and focus group
participation, | aimed to draw upon Kozinets’ (2010, in Hall 2010) categorisation of 4 types of online
community users. | realised that it would be challenging for me to engage with those referred to as
‘lurkers’ as though theynaybe active observers, participation is restricted to watching and readi

so they will not be identifiable. Kozinets (ibid:281) notes that lurkers can become ‘networkers’ by
reaching into the online community to ‘build ties and interact with the members’. | hoped to engage
with newer users who are transitioning from lurkecsrtetworkers to determine why new members

are joining communities and gain their initial impressions. | also hoped to have dialogues with
longerestablished educator social networkers to ascertain why they find participation is of
continuing value to themit was also important to engage with Kozinets’ (ibid:281) two remaining
categories of online community user. | needed to involve ‘interactors’ if possible in the interview or
focus group stage as they ‘reach into’ a community from other communities that are highly engaged
with the specific activity’ and ‘insiders’ who drive dialogue and are devotees of the community,
perhaps even having moderation or steering roles.

By gathering the voices and views of diverse participantinn@ore communities, a rieer picture

of community use and value may be formed in an exploration of research questibiasvldo FE

teachers who patrticipate in online educators’ networks consider that they are engaging in

meaningful professional learning?’ agdestion3, ‘What evidence do educators report of any formal
recognition of impact from informal online learning opportunitidséiimed to engage, consent
permitting, with a range of participants who exhibited a diversity of experience in tree&tér and
facilitated learning in varied subject specialisms. | also sought to maintain a balanced gender mix and
a diverse age range while engaging with those whose online participation spanned the range of
participant categories suggested by Kozinets (Hall, 2010).
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| hoped that semstructured interviews and focus group work would enable to me to conduct a
deeper analysis, building on initial netnographic modelling and workingrighler data to fully
explore questionaround teachers’ use of informal online learni@f particular interest to mevas
whethercommon themes around desirabddtributes of professional learning revealed in literature,
and codified in ETF's FE Professional Standards (2014 be found in my newmodelcreatedof
teachers’online dialoguesAre ability to exercise agency, development of evideimfermed
pedagogyand vocational knowledge, growth of professional netwoekgploration of values and
building of identity key aspects of participation in informal communitiegeachers?

The next chapter documents the data collection process theformative analysis ahe

netnographidnvestigationand %1 interviews anddcus groupsseekingo developa model of
informal online learning and to tfaer teachersperspectives upon it
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Chapter Four: Impressions of Teachers’ Informal Online Learning

Ontological, epistemological and methodological considerations having been considesed,
chapter documentshe data collectiorprocess Online networks require ‘renewed scrutiny’ as there
is little informed consensus on their form and impact, mirroring a general shortage of knowledge
around informal CPD practices (LaAtzdersson, Lundi& Selwyn, 2018:303-4). i@netnographic
work se=ksto shed light on the first of these required areas of scrutiny, the form of FE teachers’
Twitter dialogues. In exploring the onlidéalogues’ form, this chapteseeks to illuminate the space
allowingand informing discussions during thellinterviews and focus groups on a far slipperier
concept, the ‘impact’ binformal CPD. The chapter provides further commentary los inethods

and strategies used arttie challenges encountered. It summarises some significant outcomes and
attempts a preliminary, outline review of emergent findings as an appetiser for the data analysis
chapter to follow.

Making a List, Checking It Twice

Although a questionnairéased, quatitative data collection approach was eschewed with the
rejection of the online survey, it was key that the netnographic analysis which would inform and
anchor the subsequent data collection aciiegtbe conducted on an evideneaformedfooting. The
netnographic work involved a content analysis of topic threads on active Twitter communities used
by educators to determine whether they displayed a good alignment with the professional learning
priorities of practitioners and stakeholders in FE.

Laat et a(2007:88) hold thaathematic dialogue analysis has value in ‘describing and
understanding’ participant interaction patterns in online communities. During the netnographic
work the stages of content analysis proposed by Denscombe (2017) were folloviegrddess
involved defining the population for sampling, the sample to be included and the units of analysis,
determiningthe codes to be used, constructing analysis categories, categorising data and
summarising results.

The content analysis was designed to elicit an initial response to research question 2, In what ways
would the topics addressed during dialogues in online educators’ networks be regarded as key
development areas for FE teachers by recognised sector bodtesas vital to ensure that a

reasoned decision beken on the choice of informal online educators’ communities to investigate.

The initial netnographic analysis of potential educators’ online communities to determine which
were the most suitable for use in the main netnographic activity underpinned all data collection. As
an insider researchethis choice was undoubtedly informed by my own informal, professional
learning experiences in online educators’ communitles an active member of 5 such communities,

I made a virtue of this fact by examining groups from which most value had been drawn in terms of
own informal professional learning. Participation in educators’ Twitter community dialogues had
signposted new authors, resources, strategies and educational idsead had provided
opportunitiesto extend my professional networka both offline and face-tdace events. | sought to
determine if this personal value was shared by other sector educators.

Bonner and Tolhurst (2002:13) note that though an embeddedarher may have ease of access

to communities and improved reporting credibility, these benefits may be offset by a lack of
impartiality. Ovefreliance on personal experience, inclination to act as an advocate or an exhibition
of bias in data interpretation or conclusions drawn may occur. To mitigate against these risks
membercheckingof findings would be required during thellinterviews and focus groups.
Descriptive validity and reliability cold be improved by questioning participants on their online
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community participation (Lincoln & Guba, 1985). Member checks areedsonmended by

Kozinets (Hall, 2010:282) who notes that researchers should present their findings to research
participants to ‘solicit their comment’. The member checking process iagdadeeking participant
feedback to validate models of community dialogue created, establishing which commtiméties
participants found most valuable and why, exploring less positive aspects of community involvement
and establishing whether community panipation was formally acknowledged as CPD.

Member-checking could allow the initial netnographic study to be revisited and extended beyond
the original choice of online communities if required through a further iteration of thread analysis
using alternative communities proposed by participants. This approach modelled Gregson et al's
strategy of ‘formative evaluation’ leading to ‘illuminative evaluation’ (2007:6) via a ‘Report and
Respond’ strategy allowing stakeholders to comment uporatiielyses developefbid: 76).

Harvesting the Rhizomes: Selecting th@nline Educators’ Communities

Maintenance of participant confidentiality was a key ethical consideration for this thesis. To provide
an additional layer of anonymity (in addition to the decision not to quote whole or partial Tweets)
pseudonyms were assigned to the 5 Twitter communiti@ssidered in the initial netnographic
analysis. This decision was taken to minimise any possibility of thesis readers determining
individuals’ identities through their knowledge of Twitter communities. Online communities are
termed ‘rhizomatic’ due to thir unstructured nature and evolving, socially negotiated

configurations and purpos&yhereby ‘community is the curriculum’ (Cormier, 2018:1). In
acknowledgment of this botanical analogy, and as a nod to my passion for gardening, each
community was named after a rhizomatic plant, namely lvy, Lily, Fern, NettBeandoo.

I had drawn much value from participation in the Bamboo commuuityestablished, wellised

platform in existence since 2014, the group displayed hallmarks of an active community having over
4,000 members and both weekly themed dialogues and regular ad hoc posts. Bamboo was, however,
deemed unsuitable for consideration as community founders described it as specifically focussed on
teaching in Higher Education. The group did not possesfidt of Kozinets’ (2010:89) attributes for
successful netnographic investigation as it was not ‘directly relevant to the research focus’.

Of the communities which remained in my sphere of experience, all 4 community profiles described
the groups as either intended for all teachers or specifically targeted towards FE educators, all 4
appeared on the surface to meet Kozinets’ (2010) relevance test. The communities were examined
further over an initial 2-weeberiodfor their suitability for the contextuabocial Network Analysis

activity against Kozinets’ (2010) remaining desirable community attributes. Kozinets suggests that
only established communities which have regular, current and substantial dialogues, exhibit a critical
mass of ‘communication energy’ and exhibit participant heterogeneity should be selected.
Researchers should also ensure that community dialogues are detailed andaa2010:89).

Thefurther analysis of suitability performed on the 4 remaining communigesminedgroup
descriptors and user and dialogue statistics, data readily available in each community’s profile. At
this stage, the work required brief use of a quantitative, positivist stance asking questions such as
‘how many posts have there been?’, ‘how long has this community existed?’. Only later would the
focus shift to a qualitative, interpretivievestigationwhich enquired ‘what are the core topics of
these dialogues?’, ‘what is the meaning of them?’

All 4remaining online communities met the first 7 Idozinets’ (2010) criteria; all had been active for
at least 2 years, each had more than 700 followers, each had generated more than 6 hundred
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separate dialogue threads since inception and all had at least 10 new topic threads Hwdek2
period under iitial consideration. The full comparative statistical analysis of the network activity can
be seen in Table 1 in Appendix 3.

A more detailed analysis of discussion threads was then undertaken. Regarding units of analysis, as
each Twitter thread is dialogue on a particuladefinedtopic, an open coding process seemed
suitable. Tle analysis sought to quantify the surface content of each thread to ‘reveal what is
communicated’ (Denscombe, 2017: 313). A key aim was to confirm that each communitgsiesal

met Kozinets’ (2010) benchmark of having direct relevance to the study, namely to the role of
educators in FE. Once initial thread coding was completed, topics could be used in a detailed
narrative content analysis to search for implied meaning aseperdialogueimplications (ibid:311).

A Tweet, not a Manifesto: Benefits of Brevity

A significant criticism of the reliability of content analysis centres on the purpose and form of the
texts considered (Coe et al, 2017). Twitter dialogues havediardage of being less susceptible to
acknowledged reliability issues, namely texts being written for a different purpose from the
researchers’ aims, being limited or incomplete or being inconsistent or ambiguous in meaning
(ibid:2017). The work of decidinwhich codes to use in content analysials® somewhat simplified

for Twitter dialogues due to their use of limited character messagea 280-character limit for

Tweets is currently in place (Twitter, 2018). Tweets are direct and single-themed by necessity of
brevity, so coding of individual Tweets may be light in nature, not usually requiring several codes to
be attached to one post.

The directness of Twitter communications made the coding process relatively straightforward during
the first iteration of content analysis. Twitter contributors’ use of hashtags and keywords to highlight
the focus of each post made the use of lovierene descriptors for message thread topics

relatively simple (Kozinets, 2010). Explicit topic signposting allowed the use of codes which derived
directly from the authentic words used in the Tweet, a strategy which tends to be more faithful to
the source datas codes are ‘responsive to, and emerge from, the data’ (Cohen, Manion &

Morrison, 2017: 669).

Once codes for the dialogue threads had been establishednkme mapping tool Coggleas used

to chart dialogue activity on each network. This first passoatent analysis served a broader

purpose as coding enabled a preliminary mental analysis of emerging themes, allowing an initial
working impression of key topics of interest to be formed. Twitter dialogue threads from all 4
educators’ communities were armined for an initial miderm, 22week period when online

communities seemetesslikely to experience a reduction in activity due to FE holidays.

Nevertheless, had results proved inconclusive, the potential to extend the study was available. A
graphical mapping strategy of the type proposed for Social Network Analysis (SNA) by Borgatti et al
(Vicsek, Kiraly & Konya, 2016:87) was used in which multiple networks may be compared based on
‘attributes... interactions and flows’.

Thinning Out the Rhizomes Sthe StrongestRemain

An examination of the 4 groups’ discussion threads over the inire¢@k period revealed that the
Nettle community was by far the most vibrant group in terms of the number of new dialogue
threads. Its high membership numbers and participation rates meant that it appeared to be of value
to educators from a range of backgrounds. That said, it was found to have a dialogue focus
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significantly favouring compulsory education. The Nettle network analysis map (Appendix 4, Figure
1) reveals thabf the discussion threads which appeared in the 2-weetod underinitial

examination, over 40% of topics specifically related to compulsdugation. Threads included

‘primary behaviour policy’, ‘should the school day be extended?’ and ‘e-safety for 5-7-year-olds’.
Though there were some threads relevant to FE such as ‘teacherslifgbalance’, ‘digital skills
audits’ and ‘teaching creafe thinking’, it was considered that too high a proportion of the dialogues
were school-related, so Nettle was not deemed a suitable community for further consideration.

The3 remaining communities, Ivy, Fern and Lily, appeared the most appropriate for use in the full
netnographic investigation. Dialogues met Kozinets’ (2010) remaining suitability criteria as all posts
were directly relevant to FE and a critical mass of duia replies was evident. An analysis of the
topicthreads on the Ivy, Fern and Lily communities revealed that the dialogues were well aligned to
the CPD focus in FE, though educators participating inthénferviews and small focus groups

would be the ultimate arbiters of issue alignment. These 3 networks were deemed suitable for an
immediate,more extensive investigatioof topic threads over a-éhonth period, allowing a more
substantial analysis of community dialogues to be performed.

The 6month long Twitteranalysis involved interrogation of 577 discrete discussitineadsacross

the 3 chosen educators’ communities. The number diféads per community can be seen in Table
1 below along with the corresponding number of discrete topics emerging from each community’s
dialogues.

FE Twitter community Number of Twitter threads| Discrete dialogue topics
(pseudonym) (6-month period) (émonth period)
Ivy 208 26
Fern 177 59
Lily 192 38

Tablel: Number of Twitter dialogue threads by community

The Ivy communityhas the smallest number of discrete topicdialoguedespite having the highest
number of threads. This can be attributed to its established, structured organising principles.
Weekly, focussed dialogues on a specific topic are proposed by comiyumémbers who then
frame and submit question$o the moderator for peers to explor@and discuss&round the topic.
The community has the highest participant numbers of the 3 communities. The Fern and Lily
communitiesadopt a more organic formatvith spontaneous, ad hoc posts from contributors,
often related to stages in the academic year postedin response to emerging sector
developmentsor newly publishedresearchwhich are then engaged with by community
participants.

Several recognised software packages are available for the netnographic researcher which
aggregate hashtags and keywords and provide automatic coding of topic threads. Though
undertaking a visual analysis of each Twitter thread’s topic is a far more timmesuming process
than use of automated aggregation, examination of posts ‘by hand’ allows a researcher to make
notes on each thread topic, a task bypassed by automation.

Denscombe (2017:310) contends that though automatic curation packages (such asyF8eatify

and Curatain a social media context) afford economies of time and effort, they should not be
viewed as a ‘quick and easy fix’ due to the agp time required and the learning curve for users.
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Examination of 577 message threads was certainly exacting and-mesuming (taking almost a
month to complete) but was nevertheless a valuable part of the netnographic activity. The work
was akin to interview transcription, which Denscombe notes is ‘laborious’ but, | would concur,
brings the researcher closer to the data as transcription ‘brings the talk to life’ (2017:307).

An example network activity mafrom the lvy communitys shown below ifrigurel. Network
maps documenting the dialogues of the 3 selected communiigs Fern and Lijyoverthe 6-month
data collection period and the rejectédettle community’s 2veekmapcan be foundn Appendix 4

FE ' free for all Positive and negative aspects of work in FE September 2017
Social action and work experience
Influences that have altered your teaching, learning & leading
March 2018 The Perfect Lesson'
Encouraging Learners' Curiosity

Women in Education (for IWD) Start of term/year

Funding and its impact on curriculum
Induction

Technology-enabled learning October 2017
February 2018

Teachers' wellbeing and support
Learner and Tutor Motivation

Staff development
Giving Effective Feedback

Inclusion & Employer Engagement

January 2018

Wild card questions Educational research
December 2017
Tutorials and parents' evenings Aims and Objectives

_ ) November 2017
Pre-holiday ‘lucky dip’ The power of adult learning

English, maths and ESOL - with adult learners

Exams and revision strategies

Learning programme entry and exit
Teachers' CPD

Attendance and monitoring of it

Figure 1Network diagram of dialogues from the Ivy community

Sorting the Threads: Mapping the Onlin®ialogues

Once the network maps of dialogue threads for the 3 Twitanmunitiesover the 6month period

had been created, the construction of analysis categories to be used in a comparative, thematic
mapping of the community threads could begin. This aspect of the netnographic activity involved a
conventional content analysis deriving thread meanings using a categorise, compare, conclude
strategy useful for ‘straightforward, simple’ communications (Denscombe, 2017:314) which Tweets
are intended tadbe. That said, Denscombe (ibid: 313) holds that any content analysis has potential to
disclose hidden aspects of communication, independent of writers’ conscious aims, revealing a
‘deeper-rooted and possibly unintentional message’.

The individual networkctivity maps with their lowinference descriptors produced a great deal of
relevant data. The content analysis would only be meaningful, however, if an appropriate way of
categorising threads could be found. The intention was to adopt an ‘inductive’ category formation
strategy in the form of a ‘domain analysis’, seeking to group content into ‘themes and coherent sets’
(Cohen, Manion and Morrison, 2017:677) which could be validated later by merhkeking.

Research questionifvited debate on which prefksional bodies should be considered as arbiters of
the ‘key development areas’ for the sector. A logical solution appeared to be to categorise the
dialogue threads using the overarching domains of the ETF (2014) Professional Stanutethelscor
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the individual standards themselves. Though the judgement of practitioners’ performance against
professional standards is considered a contentious approach (Darling-Hammond, 1999: Day et al,
2005 Sachs, 2003: Sennett, 2009), the ETF Stasdamlised as the basis for discussion of

educators’ CPD in the opening thesis chapters so their use in categorisation of educators’ dialogue
threads appeared appropriate.

Back to Square One When the Pieces Don'’t Fit

When the process of dialogue categorisation began, it became evident that a framework based on
the ETF Standards had been a hasty decision as what seemed a good ‘fit’ on initial consideration
broke down from a logical standpoint. Categories need to be exhaustive to address content validity
(Coe et al, 2017) but the process of pigeon-holing dialogue topics into the ETF Standards ‘box’ which
seemed the best fit was fraught with complications and contradictions.

Some dialogue threads, such as ‘English and maths connections conference’ or ‘Postgraduate
research in E’ could seemingly be mapped directly to an ETF standard, namely standard 16 ‘Address
the mathematics and English needs of learners’ and standard 8, ‘Maintain and update your
knowledge of educational research’ respectively. Other threads such as ‘sdicalawd work

experience’ were impossible to link to a single standard, or even to two. Did the thread sit
meaningfully with standard 5 ‘Value... equal opportunity and inclusion’, standard 13 ‘Develop... skills
to enable progression’ or standard 19, addressaadiaboration with employers’? Other dialogue

threads such as ‘Transformational teaching’ proved equally challenging to assigtatward.

Closer inspection of many threads revealed sqamtitical, curricular and pedagogy-related dialogic
aspects spanning numerous standards, including 1 thread which encompassdihlagues as

diverse as educator collaboration, learning resource use and motivational theory. Reflecting further
on this mapping tension and re-examining the threads it wag ¢hedi many dialogues could not be
simply shoddorned into a single, headline ETF standard. Denscombe (2017:316) notes that content
categorisation is an iterative, spiral task in which codes and categories need to be redefined in a
process which can be ‘messy, ambiguous, ttaesuming, creative and fascinating’, but never linear
nor ‘neat’ (ibid: 323).

While discussing learning theories with a group of new teacher educators, talk of Bloom et al's
(1956) affective domain prompted reflection that | may not have appreciated how many threads
involved identity, attitude- or valuesbased dialogues alongside more pragmatic discussions.
Though many dialogues directly related to curriculum design, classroom strategies, assessment of
learning or the resources required to achieve pragmatic ends, multiple discussion threads focussed
on the teacher as one whose role transcends learning and assessment. The theme of learner
empowerment regularly emerged in relation to single learners or groups and discussions cast
teachers as advocates for the power of education to impact more widely on learners’ families in
emancipatory dialectics. Other threads discussed educators’ agency or moved beyond to focus on
teacher activismand community emancipation. What seemed absent wasERF standard that

could wholly encompass these dialogues.

Locating the Teacher’s Identity and Voice

A change of approach was adopted which did not completely reject, but rather subverted,
unproductive categorisation attempts against the ETE014) danains. Using a process of forming
‘organising categories’ into which different codes may fall (Cohen, Manion and Morrison, 2017:677),
dialogues were grouped into three categories. The first 2 categories were termed ‘practical
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classroom discussions’ (forarple, threads on monitoring attendance, induction processes) and
‘learning theory and pedagogy discussions’ (motivation factors, inclusive assessment) respectively.

A new challenge related to interconnectedness emerged as these 2 categories hadsignific
overlaps; a discussion on motivational theory often developed into a dialogue on the practical
applications of that theory, a debate on uses of technology merged into an analysis of pedagogies
informing its use. This interconnection suggested potefitiahmalgamation of the 2 categories
around the concept of evidence-informed practice. A further category, entitled ‘professional
learning and supportive networking’ (for example threads on postgraduate research and teachers’
professional networks) appeed to be somewhat more tightly defined so stood up to scrutiny as a
discrete category.

On the first attempt working with the ETF (2014) standards, the categorisation plan had been
abandoned at dormative stage as it appeared impossible to place somegiieds logically into a
standardsbased category. Looking at the problem anew, alfetsuncategorised threads falling

outside the ‘evidence-informed practice’ and ‘professional support and networking’ categories were
grouped into a temporary placeholder, in effect a ‘none of the above’ node to ascertain whether the
remaining dialogues had common themes.

An examination of unassigned threads revealed that remaining dialogues had focus upon learners as
a part of their wider community, learner emancipation and educator empowerment, or teacher
values,dentity and voice. The dialogues spoke to educators’ spalitical values or personal

ethical stances and so a third category considering these areagisiable addition to the model.

Once this ‘professional identity’ category was in place, it appeared that all ‘none of the above’
dialogues could be said to be a good fit within it.

A First Look Through 3 New Lenses: Examining Educators’ Community Dialogues

The complexity and range of educators’ dialogues meant that a perfect dialogue-category fit was not
a realistic expectation and Eraut (2000:133) reminds us that ‘tidy maps of knowledge and learning
are usually deceptive’ as they mdgny the complexity of messy reality. The model whicave
developedis a focussing tool which allo@ward movement, allowing aexamination othe

nature and scope of the Twitter dialogues. Offering the model for member chedking,

consideration and critique by educators using the online educator’'s communities during later
interviews and focus groupallows Twittercommunity users themselvees speak to nuances and
complexities in the use of informal professional networks.

After further reflection on nomenclature, dialogue lenses entitled thedagogylens, the fearning
community’ lens and theitlentity and voice’lens were decided upon. Each lens was given an
‘subtitle’ providing a richer explanation of its dialogue contentitbexplanatory potential during

use in interviews and focus grougs summary of the final allocation of dialogue topics under the 3
lenses in the model is illustrated in TaBlbelow to transparently render the topics discussed under
each lens:

The Pedagogy Lens: ‘what we do in evidenn&srmed practice’

English, maths and ESOL teaching for adult learn ESOL strategies
Programme entry and exit Setting up adult book groups
Developing learners’ curiosity Access to HE curricula
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Learner motivation

Giving effective feedback

Developing and writing Bns and objectives
The ‘perfect lesson’

Evidencebased, technologyenabled learning
Inclusive learning spaces

Induction periods

Start of term/ academic year
Technologyenabled learning tools
Tutorials and parents’ evenings
Examtechniqueand revision strategies

Attendance and monitoring of it

Helping learners manage exam stress
Developing STEM skills

Giving feedback to learners

Challenges with Apprenticeship delivery
Mental health first aid inthe adult curriculum
Topics for World Mental Health Day
Supporting efugee and asylum seeker learners

English, maths an#unctional kills delivery
Comparing vocational curricula
Apprenticeships pathways

Topics and resources for Mental Health Week
Providing relatable role models for learners
Access and ESOL programmes
Pedagogiesfor learner selfempowerment
Inclusive approaches to GSCE resits
Technologyenhanced learning approaches
Transformative approaches to learning
Socially situated v instrumetalist approaches

Socially situated knowledge in literacy curriculum
Accreditation mindsets-degrees in later life

SEN and transferable skills

Teaching creativity in the FE curriculum

Adult literacy in Offender Learning

Resources for Holocaust MemoriBlay

Global literacies

Teaching he new GCSEs

The Learning Community Lens: *how we connect and support each other to develo

Teachers’ CPD

Participating in educational research

Staff developmentevents

Teachers’ wellbeing and support networks
Sharing research from PCE journals

Digital Elucator development

FE conferenceecommendations

Calls for educational research areas

The power of research participation/publication
Employer viewsengagement in thé/ocational
curriculum

Master’s / Postgraduate research advice
Making nonconventional CPD count are we
ignoring informal learning?

Twitter communities for educators

Failure to recognise research on FE’s benefits
Teachereducation networking meetings
Mentoring for teacher growth and change

FE impact research data

World Teacher’s Day

Community and employer engagement

The Identity and Voice Lens: ‘how we define our values and advocate for them’

Promoting women ineducation

The power of adult learning

Social actionn work experience

Funding and its impact on curriculum
The ‘WhiteQurriculum’

Educational leadership

Data use implications for professionalism
Decolonising the curriculum

Democratic adult education

When did T&L become data?

Towards an antfascist curriculum
Diversifying stock image photography
Race and mental health

Equality: call for action in SEND inspections
Transformative FE changing lives

SocialPurposeEducation

‘Talking back to numbers-rebuttals to statistics
Women'’s suffrage- 100 years on

FE empowering women

Mature students’ voices

Response to Minister on power of FE
Challenging inequality

ACL and social mobility

‘Cradle to Grave FE’

Literacy changes lives

Impacts of Adult Ed on health and wellbeing
FE giving belonginffommunity to SEN learners
Reclaimingidentities of succesdor learners
Widening participation in marginalised
communities
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If you have power, your job is to empower bers  FE as an enabler of escape from abusive
Ripple effect of learning on life, health and family relationships
‘The Learning Ade0 years on Literacy and democracy

Table2: Dialogue topics under the 3 lenses

Denscombe contends that graphical displays are ‘particularly useful’ in showing conceptual links and
give ‘transparency’ to the analysis process (2017: 324). Creation of a graphical representation of the
3 lenses is therefore a useful tool to provide a simplified illugirabf emerging dialogue themes. A

map of the 3 lenses emerging from the theme categorisation is shmowin Figure2.

Identity & Learning
Voice Lens: Community
‘how we define our Lens:

‘how we connect and
each other to
bvelop

values and advocate

Pedagogy
Lens:
‘what we do in

evidence-informed

practice’

Figure2: Three lenses of educators’ online community dialogue focus

The review of literature reminds us of the importance of the development of eviderioemed

practice and the building of professional learning communities as being key features of professional
learning, as do the ETF (2014) Professional Standards with particular relevandeaohes’ CPD.

It is an encouragingarly sign for the relevance and importance of informal, online dialoguds

utility of the 3lens modethat two aspects of thenodel encompass evidendéeformed practice and
development of learning communities.

Thesemistructuredl1-linterviews and small focus groups dhe ultimate arbiters of the utility of
the 3-lens model and the value of the informal online dialogues tdigipating educators. Having
named the third lensidentity and voice: how we define our values and advocate for them’ it is
important to determine whether an agreed picture of professional identity emefiges teachers’
informal online dialogues, to determirfeow community identity intersects witand diverges from
the stated priorities of the FE sectoodified in its Standardg here isa need to investigate how
participants seek to use their voices in informal onliirdoguesand to what end. alogues falling
under the identity and voicéens seem particularly worthy of examinatitlascertain FEeachers’
perceptions of their identity and how their voicemeaused to articulateorevaluesand identity
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From Digital to Human Dialogues: 1-Interviews and Focus Groups

The netnographic work caused me to consider whether educators who exercise agency to undertake
professionalearningdialogues through patrticipation in informal communities might also beemor

likely to engage in all types of CPD, both formal and informal. Furthermore, might these practitioners
also view a key aspect of professional identity to be active engagement with the democratic,
emancipatory discourses and principles falling under ithentity and voice’ lens?

An exploration of links between perceptions of professional identity and professional learning needs
and directions warrargfurther consideration. The netnographic 3-lens model would be valuable
focussing device and discussion prompt to spur dialoguegande views othe relevance of the 3
lenses to FE teachensrofessionalism. My intention was to explore issues of professional identity

and values during-1 interviews and focus groups as pdii@ehkey purposes of education. This could

be done as a natural part of the member checking of findings.

Getting the Right People intathe Room

Access to a suitable participant sample was a significant consideration for the interviews and focus
groups,not concerning access permissions, given the voluntary nature of participation, but certainly
regarding practicality. This thesis takes the form of an investigation into limited phenomena, not
seeking to develop a metanarrative or to derive generalisable theory (Coe et al, 2017:2) but it was
important to involve a sample of informal educators’ community participants as representative of
both the sector workforce and the online forums as possible. | aimed to involve owanlipe

community participants inading founders, moderators, discussion leaders, regular and occasional
contributors, ‘lurkers’ (who viewed dialogues but did not participate) and those who had knowledge
of the communities but electeds yet not to participate.

Interviewsubjects were contacted and invited to participate via messages on the Twitter community
forums examined in the netnographic activity. Key individuals such as founders, moderators and
dialogue leaders were asked to post parallel messages to reach outent@b interviewees in
hard-to-reach groups, in the case of this research ‘lurkers’ and those who had knowledge of the
communities but did not yet participate. The focus grewgre each undertaken & larger
networkingevents, an educators’ conference and a practitioner researchers’ ‘research meet’
respectively; all focus group contributors had participated in educators’ online commurpiities.

fact that the focus group participants came together naturally at 2 professional networking events
meant that they organised organically around common interest rather than their meeting being
orchestrated.

Are We Clear? Framing and Validating of Questions

As contributors were all professional peers, considerations of asymmetrical power dynamics did not
appear tosignificantlycome into play, but an awareness that the interviewer can determine the
agenda is required. Short, jargdiree, open questions were drafted and Twitter vignettes in the

form of thread summaries were selected to illustrate the topics falling under each of the lenses.
Vignettes were used to encourage participants to ‘give their own reactions’ to representative
dialogues from each lens (Hurworth, 2012 in Cohen, Manion & Morrison, 2017:242).

The methodologghapter noted that Kozinet®010) suggests formulation of initial, central research
guestions which may be modified as the work progresses. Before pilotingtdreiew and focus
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groupquestions | reflected on the suitability of the initial phrasing of question 3 ‘How can edacator
seek to capture any impact from informal online learning opportunities?; aftdr discussions with

my supervisordecided that What evidence do educators report of any formal recognition of

impact from informal online learning opportunitiesavas a moe open,appropriate and less

leading positing of the question.

Following this minor amendment, the draft interview and focus group questions and vignettes were
piloted with 3 interviewees and their comments were invited on question and vignette suitability

and clarity. The educators were also asked about flow and order of the questions with regard to any
potential order bias and question phrasing with respect to researcher bias. Reviewers commented
that questions were clear and wedhrased, providing overarching guidance without inviting

simplistic responses; vignettes were considered useful in providing an authentic flavour of the
Twitter dialogues. The guiding prompt questions with amendments made following the
netnographic analysis can be found in Appendix 6.

The aim of the 41 interviews and focus groups was to ask participants to respond to research
guestion 1: How do FE teachers who patrticipate in online educators’ networks consider that they
are engaging in meaningful professional learnifigind question 3:What evidence do educators
report of any formal recognition of impact from informal online learning opportunities®s 3
educators who held leadership and management roleswaks@ included in the sample, there was
further potential to gather responses relevant to research questiotn2yhat ways would the

topics addressed during dialogues in online educators’ networks be regarded as key development
areas for FE teachers byaegnised sector bodiesfrom these participants.

Interviewees and Discussants Reflecting the Diversity of the Sector

The choice of interview subjects had been drawn from the volunteers who nominated themselves
from the Twitter ‘call out’ on the educate’ communities; all subjects worked in Fhyith

leadership and management roles running in parallel with teaching commitments. The focus group
composition was not in my behest as both were conducted as part of 2 larger educators’ gatherings
one in the NorthEast of England, one in the Midlands; that said, all contributors were working in FE
as teachers or teacher trainers, 1 with leadership responsibility. The twelvaterviews and two

focus groups (comprising 6 and 8 educators respectively) allewgdgement with 26 practitioners
whose experience in FE ranged from 3 months to over 25 years.

Table3 below provides a summary of the interview and focus group work, outlining participation
details the durationof events and the methods of data captumployed

Focus group 1

Locationand typeof event

Faceto-face discussion atB-teachershon-accreditedCPD
event(University in the Midlands)

Number ofpeoplepresent 6

Number of peoplectively participating 6
Gender(selfidentified) 3F:3M

Age 28—-52years old

Methods of data capture

Recording of discussion (audio gnhjth informed, written
consent from all participants)

Anonymisecevent joining informationwith permission
from all participant}

Duration ofrecordedfocus groupevent

35 minutes time-stamped at each question
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Focus group 2

Location and type of event

Faceto-face discussion at FE teachers’ conference
(University in Northwest England)

Number of people present 8
Number of peoplectively participating 8
Gender (seHdentified) 3F:5M

Age

24—62 years old

Methods of data capture

Recording of discussion (audio only, with informed, writt
consent from all participants)

Anonymised event joining information (with permission
from all participants)

Duration of recordedocus groupevent

45 minutes time-stamped at each question

1-1 interviews

Location and type of event

2 faceto-face interviews in location of participant’s’ choig
10 Skype interviews (video and audio used for
communication)

Number of people participating

12

Gender (seHdentified)

8F:4M

Age

29-59 years old

Methods of data capture

Recording of discussion (with informesiignedwritten
consent from all participants)

Self-reported prsonal/role profile detail®btained from
all participants)

Duration of recorded-1 interviewevents

35 minutes- 90 minutestime-stamped at each question

Table3: Summary of 1-1 interview and focus group participation

Both of the focus groups and 2 of thellinterviews were conducted fage-face and the remainder

of the 1-1 interviews were facilitated via Skype, allowing visual and verbal cues to be gathered from

all events Research participants chose the location, day, time and method of participation for the
events in order to minimise reactivity effects and all participants agreed to the recording of their
participation. From a personal perspective, the availability of recordings allowed a far etaxed
and focussed event than would have been possible if note taking had been required to capture

contributions.

The gender mix of participanis interviews and focus groups was approximately even (54%:46%
F/M). Contributor ages ranged from midienties to over 60 years of age and the geographical
distribution of practice ranged from the far south west of England to the far northwest of the

country. Subject specialisms included teacher education, business management, Functional Skills,

politics, uniformed services, HR, leisure learning in adult and community settiegith and social
care, travel and tourism, construction, social sciences, information technology, biology,

Apprenticeship provision, ESOL and modern foreign languages. Three participants had leadership
and management responsibility alongside teaching commitments, 2 of whom were engaged in

senior curriculum leadership roles.

At the outset of both focus groups drall interviews, participants were asked to provide a brief
outline of their level of participation in informal Twitter communities for FE educators. A minority of
participants had been using online educators’ communities for professional learning a&ialfugb
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years or more, the majority for between 1 and 3 years. One participant had only been engaging with
informal online communities for 3 weeks when interviewed. The majority of participants described
themselves as actively engaged in 1 or more communities while 3 educators participated in 3 or
more online communities. One interview participant ‘lurked’ on the forums of 2 communities and 1
focus group contributor had seen dialogues demonstrated and hoped to participate but found the
interface and protocols of Twitter deterred her from contribanibeyond ‘liking’ postsf others
Significantly, 2 participants had been instrumental in founding, and were continuing to act as
moderators for, 2nline communities. These interviewees were chosen on a critical case basis being
in key positions to be knowledgeable about community inception, evolution and oversight
challengesAn overview of the characteristics, job roles and online community participation profiles

of the 1-1 interview and focus group participancan befound inthe summary in Tablé.

Overview of 11 interview and focus group participantgob roles / Twitter participation

Total participant numbers

26

1-1 interview participant numbers

12

Focus group participant numbers

8 people(focus group % in North WestEngland
6 people(focus group 2-in the Midland9

Gender mix 54% : 46% F/M

Age range 24—67 years
Experience in FE sector 3 months—25 years +
Job role 3 leaders/managers

6 teacher trainers
26 teaches/trainers-in full time or fractional role

FE subject specialisms

Teacher Education
PractitionerCPD
Business Management
Functional Skills
Politics

Uniformed Services
HR

Leisure learning in Adult and Community Educatig
Health and Social Care

Travel and Tourism

Construction

Social Sciences and Education

Information Technology / Learning Technology
Biology

Apprenticeship provisiofEngineering and Busines$

ESOL
Modern Foreign Languages

D

Duration of participation in online communitie

3 weeks-8 years

Nature of Twitter community participation

2 community founders/moderators

3 contributors to at least 3 Twitter communities
19 contributors to at least 1 Twitter community
2 ‘lurkers’ (viewing or using but not posting or

‘liking’ online content)

Table4: Characteristicand Roles of -1 interview and focus group participants
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Abridged transcripts (Krueger & Casey, 2015:149) were produced from the digital audio recordings
of the focus groups and-1 interviews, to yield a textual, verbatim record of ‘relevant and useful
portions of the discussion’ omitting introductions and moderatgut. A 3passtranscription

strategywas employed which involved me listenitogthe full recordings of all interviews and focus
groups in the ‘first passto log question timingsnote outline topics and remind myself of the

overall sense of each event. On the second pass, relevant segmergsranscribed verbatim and a

final pass was then used for checking for completeness and transcription accuracy. Krueger & Casey
(ibid:149) note that this less timeonsuming abridgettanscription method may only be used by
‘someone who thoroughly understands the purpose of the study... @efiethe analyst’

Table 5 below documents the relative word counts of the transcripts produced:

Data source Transcript length
Focus group 1 1,272 words
Focus group 2 1,578 words

Interview 1 795 words

Interview 2 1043 words

Interview 3 889words

Interview 4 521 words

Interview 5 944 words

Interview 6 1012 words

Interview 7 784 words

Interview 8 821 words

Interview 9 1123 words
Interview 10 468 words
Interview 11 773 words
Interview 12 911 words

Table5: Relative word length log of interview and focus group abridged transcripts

A ‘classic... lovech analysis approach’ was adopted to the analysis o&lim®st 13,000 words of
transcriptswhich Krueger & Casey (ibid:151) note is sophisticated.. but it works’'Eachdata
source was allocated a numerical signifimlourcoded paper copies were printeden cut up into
individual statements, typically df3 paragraplsin length The statement ‘strips’ were laid out on
the floor of a room andeviewed;codes such as ‘teacher isolatipfprofessional identity’ and
‘agency’ vere witten on each excerptExcerptswere thengrouped thematicallyin a process
‘starting with the specifics and working towards bigger themes’ (ibid: I3®&g¢esignificant
interview and focus group themes had been identifieekbatimdialogue excerpts which conveyed
thesethemes were chosen for inclusion in this chapter (Denscombe, 2017 engagingvay to
rendereducators’authentic voicemeeded to be found.

When is a Tweet Not a Tweet? Rendering Excerpts Meaningfully

Thoughreporting of theanalysis of interview and focus group outcomegassibleusing the
researchers’ own narrative augmented wahlected keywords€Corden andsainsburyZ006:11)
note that use ofverbatimquotes from participants is valuable providing evidencef data
interpretation, allowing readers to judge th@airness and accuracy of the analys@uotes have
further explanatory potential around how ‘people make sense of their own |med, mportantly,
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spoken word can relay thestrength of[participants’]views or the depth of feelirgy. in ways that
the researcher’s own narrative could ndibid:12).

The most powerful rationale for including verbatim quotes from my perspectivegivéoresearch
participantsa voice an affordance which should bégiority for the researcher working within a
participatory paradigm(ibid: 13) Verbatim quotesan be empowering, allowing participants to
‘speak for themselvesind can be seen as a way @émonstrating the valuedf what is saidl join
Corden and &nsburyin challengindghe ‘use of the very term ‘quotatiohas it brings with ithe
‘implied assumption of the extent to which power and choice’ sits with the reseafitidrl 3) and
personallyprefer the descriptiordialogue excerpts

Awhole or partial Tweet may be traced back to the author with use of a search engine, revealing the
author’s identity. For this reason alone, verbatim quoting of entire tweets, excerpts or bricolage
interpretations were rejected asethodsof representing the teaches’ voice when exploring
netnographic research outcomes. In order to convey teachers’ autheoitesduring this thesis

verbatim excerpt®btained with informed consent from focus groups anterviewparticipantshad

to be rendered in a engaging andieaningful wayproviding useful contextual informatidior the

reader while addressing ethical issues of anonymity.

Theprocessadoptedis perhaps best illustrated with an example of how a dialogue excerpt was
rendered during the analysis which follows later in the thesis. An example of an unaboidgiedl,
dialogue excerpt is:

Interviewee #7:

No wonder people don'’t attend it. Mandaty CPthat happens here at [name of organisation
was stated here in the transcript but has been removed], I've really kicked agaimgsétf Do |
really need to go through another poorly designed online health and safety modslefor
hours in asafeguardingcoursewhen | have far more valuable professional conversations to
engage in? We resent it in FE when the in-house CPD is so lacking in imagination and the Key
people aren’t there to inspire people to attend. No wonder people don't atteindse putting it
on are not deeply knowledgeable about teaching and learning.

Removing the identifying organisation name, repetitions and a digression around thenexaie of
uninspiringCPDeaves a vignette (in italic script below) which it is hopesl high clarity, renders

key meanings and emphases and allows the participants’ voice to be heard. The preamble to this
excerpt(which can be seen in situ on page 93ho$ thesig also conveys some key words from the
full excerptwhich were removed for brevity:

Though managers are singled out for criticism by other interview and focus group participan
a lack of understanding of teachers’ learning needs, leaders share the frustrations expressed by
teachers regarding the scope and quality of some mandatory CPD offers. In-house CPD is
described by 1 manager as sometimes being ‘so poor’ and another as ‘so lacking in imagination’,
unable able to ‘inspire’ educators.aviages question the conventional CPD curriculum and the
focus, skills and professional currency of those facilitating it:

“No wonder people don'’t attend [mandatory CPD], I've really kicked against it myself. Do | really
need to go through another poorly designed... course when | have far more valuable professional
conversations to engage in? Those putting [CPD] on are not deeply knowledgeable about tgaching
and learning
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The nexiconsideration was the formatting of the chosdialogue excerpts. | elected to render
significant quotes from interviews and focus gps,as ‘fake tweets'with the term ‘fake’ used here

to signify the fabrication ofin originalpresentation format not the words being renderedThisnew
presentation format for edited, verbatim quotes was devisethe hope of providing an engaging
visual experience for the reader while allowing use of signifiers enadsisg comparisons of
participants and their roles (Coe et al, 2017). Signifiers emplimgitation Twitter identities such as
‘Julia @TeacherEdator2’, a firstname only pseudonym followed by a fake Twitter ‘handle’
conveyng participants’ job or Twitter role as appropriate. Each signifier also employed a Creative
Commonsdicensed avatar (from Shareicon.net, 2019). These thumbnail ‘portraits’, a common device
used by Twitter participants, were chosen so as not to convey any sense of contributors’ physical
likenesses.

‘Fake Tweets’ allowed a significant amount of information to be conveyed while preserving
contributors’anonymity. Importantly, the device noddd towards the original reason for the
participants’ inclusiomn interviews and focus groups, their engagemeithWw witter-based
communities. The ‘fake tweets’ take the form shown belagreen border signyiingthat the quote
is from a focus group participant, a blue border indicgthe excerpt is from ainterview:

Pseudonym@jobroledescriptor
Quote from participant here. Focus group participant signified by green border;
1-1 interview participant signified by a blue border (as seen here).

Member Checking the 3 Lens Model

When conveying the outcomes of thellinterviews and focus groups it was essential to begin with
participants’ comments on the validitf the 3lens model and othe communities chosen for the
netnographic study, factors which underpinned all work done to that point. Absence of resonance of
the model or community choice would have necessitated a significant review of wogk d

Member checks revealed that all educators contributing to interviews and focus groups consider
that the communities chosen wegpropriate for FE educators and it was notable that all
participants had participated in or viewed at leastfithe communitiesnvestigated in the
netnographic analysiarticipants regard the-l&ns model as a useful representation of their
understarding of community dialogue themes and a useful frame for discussion:

Julia@TeacherEducator2
The lenses make total sense. All 3 are areas that have broadened my ideas
about my role. [Identity lens dialogues] are particularly powerful. My

participation is very much about having a voice and exploring identity.

Anya @ TeacherEducatorl

| agree with the concept of 3 lenses. A lot of topics under the pedagogy
lens are mechanistic, what works, a compliance agenda. Teachers are

digging underneath to ask more fundamental, critical questions on what
underpins what we do.
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Rhys@CurriculumLeaderl
The 3 lenses stand up... they’re worthwhile. We’re asking, ‘what is there
here to learn? in a relaxed setting. What am | seeing, what does it mean,

how does this fit with what | already know, my identity?

Rationale for Dialogue: This Is Who We Are, What We Want

TheTwitter community founders’ rationales on why there was a need for informal online dialogues
was revealing. Foundersegkof a need for an ‘alternative space’ for ‘proactive’ dialogues on
professionalism to ‘rekindle a whole debate’ that teachers are no longer encouraged to undertake.
Community founders commentarther reinforce the validity of the identity and voice lens:

Theo@FounderModerator2

[Dialogueparticipation] is about asking, ‘who are we?’, saying ‘this is what we want’.
A notion of linking up and organising outside the institution with some utopian ideas of what
FE might be. It's about who defines what we do, our fundamental identity.

Of particular significance ke evidence of strong feelingmgendered when teachers speakout

their practice, evidenced by 1 educator&ference to ‘revolutionary work’. Participation in
professional learning sn emotivesubject.Though the concept of the identity and voice lens
dialoguesseemed useful to stimulate discussiorsaiurseaimswere problematic and contested.

One contributor noteghat her online communitgontributionsdeliberatelyfocus on the first 2
lenses,not the political: She states that ‘the last thing’ she would dadspost a ‘political

comment’, for example challenging Government policy or organisational strategy. She acknowledges
this stanceasbeinga personal decision and considéhat there ismuchuseful community dialogue
around how educators can ‘rise up to the challengfechanging the sectoAnother interview
contributor disagreesholdingthat online dialogues encourage teachers in a ‘fragmented workforce’
to be ‘more active politically, that's what they are there for'.

Another emerging theme concerned the high levels of awareness and strong opinions that
participating FE professionals hald what their professional learning should ‘look like'. The
Commission on Adult Vocational Teaching and Learning (CAVTL, 2013:2014) fitacéscus on

‘dual professionalism’ and ‘clear line of sight to the workplaBarticipants consider that forai

CPD agendas endorse this stance. Contributors with significant experience in other sectors note that
teachersare ‘well aware’ of alternative approaches to CPD employed outside FE. CAVTL (2013:2)
itself encourages educators to keep fully abreast of stdystandards and practicés their

specialismsto hold an awareness of how industriesn‘do things better’.

Considerable dissatisfaction and frustratiomipressed with the focus of the current formal
professional learning agenda in & the lak of time made available for engagement in career
long learning. Words chosen psactitioners sgakabout mandated professional learning atiek-
box’, ‘silo mentality’, ‘lip service’, ‘instrumentalist’, ‘contekée’ and ‘compliance-focussed’he
detrimental effect of adversarial sector competition, the resulting lack of collegiality and the
shortage of interorganisation learning dialogues in FE prevalent themes. Two participargpeak
of their experience in the healthcare and hospitality industries and a third on professional
development undertakeffor travel and tourism within and outside the UK, noting that:
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Howard @I TPManagerTrainer

There areprecedents...[in industry] that developmental dialogues are instigated
and performed between colleagues in different organisations using the
professionals’ own agency. Competition means these dialogues have stalled in FE.

Jose@CurriculumLeader2

We need to form local and wider peer support networks commonplace in Europe
including subjectpecific specialist dialogues. These were in place regionally here in
the UK but now no longer exist due to cuts and the competitive climate in the sector.

Shana@ACLTutorl

Teaching can be very isolating, there’s so much daft competition which stops
teachers sharing what they do. There’s no longer so many social communities,
even though we are all after the same thing, the best for our students.

Community founders echo theomments of participants regarding the timely evolution of
informal online learning communitider educators Founders sea need for practitioners to
organise around social democratic ideals to stand up against the ‘hollowing out of FE’, by
articulating what they want and need in CB®well as developments which they oppose:

Theo@FounderModerator2

There was a need for an alternative space for dialogues on pedagogy and teacher
professionalism... a whole debate that we're not getting involved wigther than just
reacting to things we don't like. Saying ‘this is what we want

Professional Growth Stalled bynstability and ‘Innovation’

The ‘churn’ of Flarofessional standards and bodies with seawersightis highlighted as a
tension by interview participants, df whom criticiss the regular ‘reinventions’ of
professional organisations. Anotheotesthat managers and leaders see informal online
groups as ‘a bit of a threat’ as their dialogues ‘allow people to circumvent’ a management
agenda of ‘institutional narrowing’.

One participant who heworked in the sector for 2 decades exprestadings of ‘dismay’
regardingthe contrast between what FE has achieved in the past and what it is now. Two
other teachersspeakof a neal for practitioners to be ‘more tactical’ whebombarded’ with
words like ‘innovative’, ‘progressive’ or ‘creativEcommunity founder highligtsta need for
teachers to raise a ‘collective voice’ questioning the credibility of initiatimg®sedfrom
outside the sectobythose who ‘have no idéabout howtheir desired outcomes can be
actionedin a practical sense

Theo@FounderModerator2

Professional competence is being taken away by the removal of all complexity.
How do we navigate the narrow ridge between compliance and a feeling that we have losf the
battle with management who do not know what goes on in a classroom and can'’t teach?
It's just bonkers.
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Exploring Pre-requisites for Meaningful Professional Learning

Educators speak of wishing to exercise agency and operate in a climate of trust regarding their
professional identity and learning, to pursue challenging aims during contextualised CPD based
on needs, values and identity. The curréighly competitive FE environmei#t identified as a
significant barrierits ethos being anrdi-democraticone. A disconnect between ‘what

teachers need’ from professional learning and ‘what we havartisulated and indications

emerge that informal learning helps byidge a needs gap. One educator notleat teachers

need to be ‘sharing and learning from each other’ and comm#tat before the advent of

informal communities ‘there was nothing specific online for FE teachers’.

A need for nutual trust and an ethos of equity in learning dialoguesas® common themes
Oneteacher noteghat we need to operate in a climate in which we ‘trust that teachers want
to improve performance and do a good jaridallow them to exercise agency to engage in
self-selected developmental dialogues. Another agtbas peer dialogues arpreferable to a
‘hierarchical arrangment’ noting that it isimportant that there is equity’ in teaching and
learning conversationsf we are to enal® ‘meaningful dialogues with challenge’. Comments
around the CPD agendiaeme include:

Anya@TeacherEducatorl
| consider the third lens [identity and voice] ‘why | am here’. Life would be much

simpler if we didn’t question the [CPD] agenda, but | question everything, the
provenance of the information, the intent.

Edward@WorkBasedTutorl

Teachers need to engage in-c@ation of their CPD programmes and have control
over the direction based on their own values.

Dialogues with peers... provide the steer.

Asignificantbenefit of informal online communities noted by 3 interview participantsat
teacherscanset the agenda for professional learning and access their deGirEitheme ‘on
demand, at a time of their own choosing:

Rosa@HEInFETeacher2

You do it [CPD4t a time when you need it, you go and seek out dialogues. Given
how busy teachers are, | think CPD is done less because it’s less fun and enjoyahle
now. Topics come up [online] and | think ‘yes, that’s really interesting’. | skim the
topics being covered most days then just follow the discussions that are relevant.

..and What TeacherdHave in ts Stead

A significant majority of participating educators arétical of what they perceive to be the
instrumentalist, performative climate in FE. The lack of relevance of the CPD offer to tutors is
an issue repeatedly raised. The prevalent environment ingagmbn educators’ ability to

exercise agency and taildngir own CPD programmes. The unwelcome trendyfarericCPD
programmes which fail to meet teachesgecialised learning needssingled out for

particular criticism. Teachers report that they wish to engage in conversations on ‘what makes
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good learningbn ‘effective pedagogy in of itself’ but insteakasked to regard their practice
as ‘simply one factodin gaining a favourable Ofsted inspection judgement:

learning, challenging and frank but working on democratic principles.

Rhys@CurriculumLeaderl
[We work in a] ...Trip Advisor world whose focus is on grading on a star sgatem,
judgement rather than on development. | want reciprocal, collegiate professional

Anya@TeacherEducatorl

We’'re having a compliance agenda which does not meet our professional learning
g needs visited on us. We have teacher training, not education... this falls short of

giving the opportunity to ask challenging questions.

Howard @ITPManagerTrainer

We work in a tickbox, compliance culture where we have to embed A, B and C into
our practice. Informal communities meet a need for us to move away from this andj
set our own CPD agendas.

What Informal Online Communities Bring to the Party

Educators voicappreciationfor the added value that informal communitiésingto CPD,
either via direct dialogue or by signposting to development opportunities. Participation in a
wider community, a reduction in isolation and an escape from a sense of being trapped in
organisational thinkingra listed as significant factors in informal online communities’
appeal. Words such as ‘mobilise’ and ‘organise’ and talk of maintaining ‘buoyaacsead

to describe the purposes and actions of community dialogues. A community founder
/moderator saksto the need for alternative forms of professional learning beyond a
performativity focus, calling on democratic ideals and the need for a ‘sense of self’ to help
teachers ‘circumvent’ inappropriate organisational CPD agendas:

Theo@FounderModerator2

[of managers] ‘who are these people making decisions about who | am and what | do~

Language around CPD in institutions is a very narrow notion. The banality of stretch and
challenge, British Values, instead of you, in the classroom improving your practice. | need to
ask how my practice... enables wider society. People are reclaiming professionality, asking

Tensions around the focus of mandated CPD and the alternative learning dialogues offered

by online communitiess a recurring theme, summed up by an educators’ comments on
professional identity and purpose conflicts and need for paradigm ‘subversion’:

Anya @ TeacherEducatorl

We are subverting the dominant paradigm with informal learning. People going into
teaching really do want to make a difference in people’s lives not just give them pieces o
as, say, a plumber, what is your professional identity? That's not in the assessment crite
but it's the most important learning.”

paper... to empower, help the next generation. What are the attitudes you need to succe'rd

a
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No Teacher Should Be an Island

Several teachers spealkthe frustrations of working in organisations which adopt a ‘silo
mentality’ where innovations in practice or experimental CR®feowned upon or where
‘gatekeepers’ restrict access to or funding for CPD. Online communitiesressiglecd

valuable tools for removing barriers to CPD and building or extending alternative networks:

Fran@FESTEMTeacher
There doesn’t seem to be an appetite for trying new strategies [imrggnisation]

we keep having the same conversations. Online networks allow me to turn outwards
and have exposure to new ideas.

Anya@TeacherEducatorl
If you're the only person asking critical questions [in the organisation] then you try
to link up with others who do the same. It can be a desert out there, so we're lucky

to be in an era where we can connect and that’s whaitf€r is brilliant at.

Rosa@HEIinFETeacher2

At work I'm an island, it is only me [in the job role]. How else will | find out about
new things when I'm not senior enough for them to pay for me to go to a
conference? I'm not getting challenging conversations at work. | might if | went wider

outside, so this is my opportunity to network.

Never Mind the Community, What About the Impaét

Testimonials of tangible professional learning emerge as a result of online community participation
including these examples from an experienced practitioner and forum founder and a new FE teacher

who has recently begun participating in online communities:

Shana@ACLTutorl

I thought, “I've written [in the press] about use of mobile phones therefore I'm

right”. | came to the discussion with very clear ideas. Everyone said | was coming at
it from the wrong place and needed to use phones as a supportive tool... now | use
them in myclasses. [Twitter dialogues] made me challenge my opinions and give me
practical ideas of how | could use new strategies.

Lauren@FEPersonalTutorl

I've only been joining forum chats for 2 weeks but in my first week | was signposted to a
tool for online image curation from an expert at Jisc. | had asked around at work and
with my other contacts, but my first online chat got me a technology solution and some
great practical examples of how | could use it

Several educators relate the supportively challenging structure of informal dialogues
whichare described as ‘hierarcHyee’; 3teachers comment that they va frequently
experienced college principals chatting ‘as equals’ with brand new teachers online. ‘Robust
discussions’ @ held where opinionsra challenged during peer learning dialogues. A
community founder/moderator commentthat ‘barriers are broken down’ in open dialogues:
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Stella@FounderModeratorl

Principals tell me they use forums to get a better understanding of reahbfehe
‘Disney version’. | think my voice is just as valid as a CEO’s. It's much more restrictive
at ground level as everyone wants to impress their boss.

Significantly, kbut 1of the interview and focus group participants note that they had not formally
recognised onlinéearningdialogues. One comments$,might tell my manager some outcomes’ but
shenotes that she doesot know of anyone who would say ‘this is my CPD’. That sadiidator
considesthat she is ‘part of a movement’ to bring online dialogue outcomes into formal CPD
conversations by disseminating them at her organisation’s CPD events. She ddh@ieton as ‘a
bit subversive’ andmportantly, holdsthat she would not ‘make explicit’ that the roots of formal
CPD activitiesr resourcestrace back’ to online communities.

Voices of the FE Managers on Shortfalls in Mandatory CPD

Four FE leaders with significant oversight responsibilities at Vice Principal/Faculty Head level
participated in the interviewsAl haveroles in staff recruitment, development and programme
quality in addition to teaching responsibilities.

Though managersra singled out for criticism by other interview and focus group participants for a

lack of understanding of teachers’ learning needs, leaders share the frustrations expressed by
teachers regarding the scope and quality of some mandatoBy @¥fers. Irhouse CPD is described

by 1 manager as sometimes being ‘so poor’ and another as ‘so lacking in imagination’, unable able to
‘inspire’ educators. Mnages question the conventional CPD curriculum and the focus, skills and
professional currency of those facilitating it:

Keith @CurriculumManagerl

No wonder people don't attend [mandatory CPD], I've really kicked against it myself
Do | really need to go through another poorly designed... course when | have far mare
valuable professional conversations to engage in? Those putting [CPD] on are not
deeply knowledgeable about teaching and learning.

Phil @HEInFELeaderl

We need to build quality teaching... but we're distracted by achieving compliance.
@ Qualityteaching can only be done by engaging in a collaborative process but teacher
and managers don’t seem to agree on what the core purpose of teaching actually is.

Managers seem to have a clear vision for what teachers’ professional learning should ‘look like’ and
this resonates with many comments made by teachers on their CPD:

Keith @CurriculumManagerl
We should be sitting down with teams and asking, ‘what do you want to do?’
for CPD rather than arrangirmgnother round of isolated compliance sessions.
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Phil @HEInFELeaderl
Teachers need to build their own narratives which are not focussed on a recipe to achieve
@ a set of outcomes... to take experiences away from CPD dialogues and contextualise them.

No Silver Bullet Waiting Online

Informal online discoursesere critically appraised by tHeEmanagers, 1 descrésonline
community dialogues as ‘all about autonomy and agency’ another as ‘thquglioking’ and
‘innovative’. Another leadeprizesthe networking and informationand resource-sharing value of
communityparticipation, having used the online communitfes CPD herself:

Beverley@ITEManagerl
I've met many people and been introduced to information | wouldn’t have found otherwise
and that’s great. They [online communities] are wonderful for getting answers to questions
or signposting heljf there’s nobody else.

That said, all 4 managers view the online communities as only a springboard to agentic professional
learning, a ‘beginning’, not an end in itself. One manager desttieedialogues as ‘preraxis’ in
provision of ‘virtual help’ but notethat dialogues a most often ‘technicist’. Others posit that

deeper, more complex professional dialogues nfalbw if meaningful professional learningto

occur:

Keith @CurriculumManagerl

[Informal online learning] is accidental, messy... something... which can then be
formalised. It's a signposting to more formalised, purposeful, professional conversations.
Someone says something online and you think ‘I need to find out more about that'.

Beverley@ITEManagerl

The problem comes when we confuse Zaracter tweets for genuine professional
dialogue. What theyififormal online communities] do well is networking... but it's
not a substitute for sustained professional dialogue.

Two managers comment that they felt that informal online dialoguesumlikely to be reaching a
‘new audience’ of educatorparticipating in CPD online while eschewing other opportunities
elsewhere atypical comment on this thembeing:

Beverley@ITEManagerl
| don’t think you are reaching a new audience who’ve not done CPD who are starting|to
do it for the first time online. It's a similar group of people who are active networkers
their own organisations. They've found new networks where they can haveia &y
CPD agenda more than in their organisation.

-
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One tangible examplenly emergedrom discussions with managers of online forums being used in
amoreformal manner by FE college leadership. This was provided by a forum fouhdexiso
highlights some FBanagers’ lack of awareness of the value of informal online dialogues:

Stella@FounderModeratorl

I know of 1[leader] who uses each week’s chat as a basis to explore topics with staff in
weekly CPD. A lot of peopd senior levels don’t know what online communities are or
what they do. A manager told m&/hy on earth would | go on Twitter, I’'m not

interested in what people had for breakfdsThey [management] have no idea and are
not open to experimenting with CPD or different ways of learning.

Out of the Frying Pan...?

Educators take a balanced view of the impacts of informal online learning, one describing a ‘love-
hate’ relationship with community discussiorighough forums are described as ‘powerful

networking tools’ by a teacher who felt isolated in fragmented FE provision, dialogues are viewed in
a critical light. Online interactions may be necessary in the current FE climate, but limitations and
tensions are evident.

One interview participanta teachers’ Twitter community ‘lurkeduestiorsthe legitimacy of any
online dialoguén which contributors are unsure of the identity of the autb@mf messagg. Twitter
algorithms prioritise presentatioof messages which gain most ‘likesid the intervieweelso
questiors the motivesbehind‘liking’ a post in a community dialogue:

Leonie@FETeacherLurkerl

When people like a tweet you don’t know the basis for why that was or edenthey are.
You can say whatever you like and it can’t be checked. People talk a very good talk but
what does it mean? If 20 of us said ‘this is the strategy to use’ we might not have used i
but it could become a new standard. That's 1 reason I'm not ready to come out [stop
lurking] yet.

Other participants echthe FE managers’ opinions that the Twitter dialogues auseful starting
point for CPD, conducted in a ‘relaxed setting’, nedialecticswhich needed to be consolidated in
organisational teaching teams. Outconfesm onlinedialoguesare described as a signposting only,
‘needing to be formalised’, to be more purposefdbntributors also express concerns that those
fleeing restricted in-house dialogues may find themselves in a differeniadieit a digital one

Julia@TeacherEdtator2
I'm online to get out of a silo. I've made all of these different connections, still there’s so many

@ people in my organisation who won’t go near social media at all, never mind Twétetainly
not for professional reasons. There’s only certain identities, certain voices there, I've been
reminded of that by some things that have been said.

Behave Yourself! Challengin@onductDisplayed by Teachers

Community moderatorseport somechallengesvhich have been encountered when mediating
community dialogues. Strong opinions and ‘passiors’expressed by teachers regarding their
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practice and working environmentso there issometimesa need to reinforcéhe need for
respectful dialogue:

Stella@FounderModeratorl
You need to set a tone.... chats can get out of hand. | don’t care how much you think you
know, you don't get to talk to people [rudely]. | intervene, in a humorous way, if they
[participants] defy group expectations that everyasavelcoming. | learn more when
there are strong differences of opinion, but teachers are supposed to be role models.

Another foundermoderator noteghat educators’ Twitter dialogues may become acrimonious
because of theelativeanonymity afforded by online, avatdrased identity and dialogue brevjty
factorswhichcandiscourage nuanced discussion. Dialogues afsgy, he nots, be monopolised by
the ‘dominant voices of a few dozen people’. Despite commentingtdehers’ online community
discussions are valuable for developmehpedagogy and provision of support, he remsi
‘pessimisticregardinghow communities might influenceducation policy or ‘political understanding
of FE’ in order to shape policy.

Educators’ commuties are viewed as a sub-culture, sometimes a challenging niche one.
Participants note that therera many diverse'post-16 voices’ contributing to online dialogues
Individuals define themselves quuite differentways which, one contributor propes can be

‘divisive politically’. Onearticipant describesnlinedialogues as mirroring existirsggregations in a
fragmented educational landscape, ‘I'm in FE, you're in an academy... so you do this'. Another note
that dialogues can be valuable in encouraging recognitia@oofmonFEchallenges, but stated:

Julia@TeacherEducator2

Just as people might misbehave offline they do online, too, you get some boisteraus
@ almost ‘mansplaining’ type of behaviour, so therergy a certain type of people

that will be there[in online communities]. There’s a whole range of other people in

the sector who'll never venture into these spaces, so in itself it's a type of silo.

The same interviewee recous2 challenging situations which crossed the boundary from Twitter
alternative t1 dialogue forms. When challenged about an online commsbethad made, she
recallsthat she electedo ‘takeit offline’, telling her challenger that she would reply by email as they
were ‘completely misinterpreting’ her views. After an email exchange, the tone ‘calmed down’. On
another occasion, she considered that a ‘powerful person’ was ‘using his intellectualism’ to
dominate a dialogue. After challenging this behaviour openlywitter, she recounts that she

‘woke up to 10 private messages’ intended to clahnifymeaning, a behaviour she describasl
‘interesting’. She notethat the interaction was ‘sorted out very professionally... we agreed on some
points, not on others’. Significantly, from a power dynamic perspective, she described online
dialoguesevocativelyas an arena’'whichis stepped into:

Julia@TeacherEducator2
It's like going to a party where you don’t know anyone and you have no idea how
5 anyone’s going to behave. Stepping into that arena, some people will not want to
@ be involved in that. | think that would definitely put some people off, but not me, |
just roll my sleeves up.

Challenging behaviours such as thds¢ailedin the incident outlined above and a ‘rant’ witnessed
by another interviewee i@ in a minority of problematic interactions reportdolt it is noted that
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challenge may deter sonmeducators from participating in online communities. Some teachers
purposefuly elect to limitonline communityparticipation (if observation can be called
participation), using information and resources but not engaging in dialogue. One ‘lurker’ explain
her rationale she considers that activ@mmunityparticipation may cast her as a ‘self-publicist’
which desnot sit easily:

Leonie@FETeacherlLurkerl

| definitely lurk and follow. | don’t tweet... because it's put out there in the public
domain with a lot of unknown people reading it. | would have to think a lot about wha
went into a permanent, written post. | don’t want to go online and say, ‘I think you
should do this in your classroom because | have’. You are putting yourself out there
and saying, ‘I'm good at this’, and we don't all do that very well.

Summing Up with 3 Vignettes

To close this outlinesummary of 1-1 interview and focus group outcomes, 3 contributions
considered significartb emerging, overarching themeand indeed the themesf the thesis itself
are offered. The first is from a ‘lurker’ who invites us to question the reasons for the rise in
popularity of informal online learninfpr teachers

Leonie@FETeacherLurkerl
Has informal learning become much bigger and more important because technology has
made informal networks easier to access, or has it grown because teachers are finding
that informal learning is the best way of developing their practice?

The second comment addresses the issue of low levels of participation in more conventional CPD in
FE. An interesting perspective on teachers possibtjaring CPD neparticipation asa‘protest’
was advanced by a teacher educator:

Anya@TeacherEducatorl

We have to ask, ‘what do we mean by CPD?’ Now you don’t have to do your 30 hours,
no-one checks. Colleges tell you they have CPD Baysgachers don’t have any say

in the agenda. Is it about professional learning or how to fill in a form?

Perhaps when teachers salydidn't participate in any CPBley may be saying ‘I didn’t

get chance to participate in anything that resulted iof@ssional learning for me’.

To end on a more optimistic note, the power of online communities with respect to educators’
representation, activism and voiggpromoted by one respondent:

Shana@ACLTutorl

[Because of online teachers’ communities] teachers are getting braver and feel like they
have a voice and carffect change politically. They have conversations which can allow
managers to properly understand how management decisions affectatdgy life and

how this affects students.
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‘10 Words’from Teachers on Informal Online Learning

The final data collection tool &social network analysis-based activity in whattli-1 interview and

focus group participants were asked to share '10 words’ which sum up their participation in informal
online educators’ communities. The aim of usihig think piece was to providparticipants withan
engaging way of summing up their online community experiencesataaed manner once a need

to articulatedetailedimpressions in recorded interviews wasnoved. Some teachers responded
‘on-the-spot’, others elected to reflect and send 10 words by email or Twitter message.

Eighteen participants engaged with the ‘10 worastivity. It is of interest whether aggregation of
contributions reinforce outcomes from the netnographic analysis, interviews and focus groups. A
word cloud generator (WorditOut) was used to create a graphical summary of the words. The result
is down in Figure 3the size of each word is shownriglativeproportionto its popularity.
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Figure 3Word Cloud generated from the '10 Wordsicial network activity

The word cloud provides transparent rendering of the frequency of words chosen by participants
giving prevalence to the words collaboration, support, engagement, collegiality, challenge,
accessibility, immediacy, petrading, sharing and agend{/hat is notable is the popularity of the
word ‘political’ as the fifth equal popularity choice, reinforcing the importance to educators of the
‘identity and voice’ lens.

Some significant motifs emerging from the interviews and focus groups, then, appear to be
desre for teacher agency in setting professional learning agendas, rejection of
instrumentalist CPD, approval opportunities for professional learning network growahd

the welcoming othe sense of shared identigxperiencedhrough participation in orihe
dialogues. These and other significant themes explored more fully in the analysis chapter
of this thesis The chapter to follow explores how coherently emerging themes chime with
the literature reviewed in this thesis and how the themes sit in context in the sector.
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Chapter Five
Data Analysis: Consensus and Tensions in Search for Impact

‘Trust rather to the multitude of arguments than the conclusiveness of agmyjtoha
cable whose fibres may be ever so slender, provided they are sufficiently numerous
and intimately connected.’
(Gardner, Holmes and Leitch, on evidence of impact, 2008:98)

The previous chapter examined educators’ informal online dialogues using teachers’ authentic
voices attempting to do justice to their ‘uniqueness and settinbid:93). This chapter builds upon
that work, providing a discussion of thel@s’ model from the netnographic analysis and putting
flesh on the bones of the outline summarf/interviews and focus groups. It responds to research
guestions and examines how findings relate to significant themes from literaturecating opening
chapterof this thesis which investigated context and climate in FE.

An Appetizer: informal , online learning in 10 words

The 106word think piece was the final data collection actiwitydertaken Though it is Hadvised to
draw significant conclusions on the value of onlim®@rmal learning from 10-word data sets from a
small sample, an analysis of the word cloud is offered hera thought-provoking appetiser, a
device to assist in search for concrete themes. Mixed methods research considers “naritbus
items’ of data whicltan‘cohere into a mutually supportive and therefore arguably credible source’
as ‘where there is smoke, there is (the potential) for fileid;97). The '10 words’ thingieceactivity
forms part of the evidence jigsaw and a reminder of Figutbeword cloud generated on

educators’ perceptions of participation in informal online learnisgshown below.
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Figure3: Word Cloud generated from the '10 Words’ think piec
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Collated responses from the 4@ord think piece illustrate that there is some agreement that
online, informal communities allow teachersparticipatein collaborative, supportive

networks. Key words convey that teachers consider thattthi@munitiesenable ‘engaging’,
‘immediate’, ‘peerled’ dialogue in a ‘collegial’ atmosphere. McGivney’s (1999) signifiers for
successful informal learningdlude encounters which arise as a direct result of participants’
interests respondingio expressed needs. Eraut (2000: 12) adds that ‘reactive’ informal
learning can occur which is explicit and spontaneous, prompted by events and opportunities.

Words such as ‘natural’, ‘evolvinghd ‘onrdemand’ used in the X@vord activity speak to attributes
of successful informal learning.tentative conclusion in response to research questigddw do FE
teachers who participate in online educators’ netwaskconsider that they are engaging in
meaningful professional learning®that valuable informal learning occurs in the Twitter
communities This conclusion is also supported by less frequently employed word choices
‘equitable’, ‘bottom-up’, ‘hierarchyfree’, ‘democratic’ and ‘selflirected’ ‘practicesharing’ and
‘agency’.

Lave and Wenger hold that informal learning involves participants in ‘construction of identities’ in
participative, social situationsuchexperientiallearningbeingrooted in community values and
identity (Wenger, 1999: 4}t is notable that the fourth most popular word employed to describe
informal onlinedialoguess ‘political’. Holding equal popularity to ‘collegialise of the term

‘political’ can be said to be reinforced by tredated, lesser usedords, ‘subversive’, ‘provocative’,
‘activism’ and ‘empowering’.

Though, evidentially, ‘where there is smoke, there is (the potential) for Batdner, Holmes and
Leitch,2008:101)there is also a need to exercise caution. Gathering rain clouds signifibeé by

words ‘utopian’, ‘critical’ and ‘unquantifiable’ reveaainsions and problematise the concegit

informal online learningThese words may presage evidence which pours cold water on the value of
online community dialogues.
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Entrée: Outcomes of the Netnographic Analysis of Community Dialogues

The netnographic activity was the firdata collection exercise, its outcomes informihg 1-1
interviews and focus groups. Dialogues can be mapped to 3 lenses, the pedag®fycussing on
development of evidencinformed practice, theédentity and voice lensfocusedon how teachers
define and advocate for their values and the learning community lens relating to how teachers
connect and support each other. An examination of dialogue fexualuable iraddressing research
guestion 2, In what ways would the topics addressed during dialogues in online educators’
networks be regarded as key development areas for FE teachers by recognised sector bodies?’

What Matters Most:Relative Weights of Informal Online Dialogues

Performing aguantitativedata analysis (comparing dialogue thread totals) lsarriticised for being
an incongruously positivist approach, returning to personal realist roots. Cohen, Manion and
Morrison (2017:680) pragmatically conclude, howewigt in ‘real world'data analysis, ‘fithess for
purpose should be the guide’. An appreciation of where dialogeightingsfell aided my
understanding of the discoursdsembraced a brieinitial quantitative approach, mindful of its
positivist taste, hoping to reveal ways in which the netnographic findings relatdée ‘10-word’
think-pieceoutcomes.

Wenger (1998, in Kennedy 2005:13) holds that learning communities work on shared challenges,
negotiatinga ‘joint enterprise, exerting control over their agenda. Though simple, quantitative
measures are used in this agenda analysapdie weightings reveal teachers’ priorities outside a
formal CPD agenda. Cormier (2@)&olds that ‘community is the curriculurduring rhizomatic,
spontaneous online dialogues. What teachers discuss when exercising agency is a significant
measure of what they consider important amthat speaks meaningfully to their identity.

An examination of the dialogue weightings by lens reveals that almost half of the informal dialogue
threads focussed on pedagogyhe next most popular lens in terms of dialogue thread numbers was
the identity and voice lenscomprisingust over a third of online dialogues. The third lens, whose
focus fell on learning communitiesncompassed a fifth of the thread themdsachers engaging

with the 3 communities, therplace the strongest dialogue focus on nurturing knowledge and skills,
the technical and practical wisdoms of informed pedagogy. Beyond this, signifieatity focus is
shownin the 1third of dialoguesdllingunder the ‘identity and voice’ lens, suggjeg the embracing

of values-informed praxis with a lesser yet present focus on builisigpportive community. Figure

4 shows a graphical representation of dialogue weightings.
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Interrogating the Dialogues in Greater Depth

A deeper qualitative analysis of the digiee threads falling under eachibfe 3 lenses is required to
explore what can be revealed about dialogue attributes, topic content and correspondences to the
literature considered in this thesis and to the ETF (2014) Professional Standards. The emergence of a
3-lens model for educators’ online informal dialogues seems unsurprising considering the popularity
of the grouping of three in art, literature and spirituality. Established use of hendigueisrule of

three’ in writing signifies that a tripartite grouping is a persuasive wagtgigorisation, a useful

rhetorical device (Forsytt2013). Each lens will now be considered in turn beginning with an
examination of the lens under which the majority of dialogues fell, the pedagogy lens.

Pedagogy Lens Dialogues: Gathering of Professiosgandards Strands

This thesis has been critical of standaldsed, ‘tickhox’ approaches to assessing the quality and
impact of CP[built on the voices of Sennett (2009) Coffield (2015), Scales (2012) and Golding,
Brown and Foley (2009) who all cali fmlistic building of craftersusan assembly approach. That

said, it is important to reassure those who ntake a more instrumentalist approach to the building

of teachers’professional practice that their opinions are considered ataadardsbased aproach

to CPD appears to hold sway (Kennedy, 2005: Sach®, DT, 2017). Teachers’ CPD is anchored
around theuse of professional standardsoriSiderable focus fallspon how ‘impact’ can be easily

and rapidly measured from individual CPD activities which are ‘threaded together’ into programmes
with professionaktandards as their foundation (Ofsted, 2014:8).

Accommodation of a standardsased approach may be achievegduditing informal online
dialogues against the ETF standards (2014) to establish ifrilgdyt indeed be ‘threaded together’

to constitute relevant CRO'hen, we should m@&on to consider the building of professional
practice as an exploratory process, rather tttlameansend journey assessed by immediate impacts
(Scales, 2012 he pedagogy lens dialogues atenmarisedn Table 6.
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The Pedagogy Lens: ‘what we do in eviderinéormed practice’

An examination of the pedagogy lens dialogues dlver6-month period reveathat 46% of
community dialogues can be regarded as directly related to developofestidenceinformed
practice, what teachers do in learning spaces and the theoretical underpinning infaitming
action Each online communityndertookat least 9 dialogues in this area.

Dialogues engage with theories of learning including behaviourism, social constructivism and
humanism and explore metacognition, thestering of creativity and theories related to learning
technology use. Competing approaches eritiqued including the value of socially situated learning
versus instrumentalism and explorations of motivational theories linked to feedésck
undertaken.

Development of the skills embedded in the curriculura explored in dialgues on development of
English, maths, IT, wider digital skills and the evidence-informed use of technology.

The teacher’s role and tasks at significant points in the academic yedistussed in dialogues
around programme recruitment, entry and exit, induction, parents’ events, attendance monitoring,
revision and supporting learners during eaflyear exams.

Specific curriculum areas and learner groups including SENIearners, Access to Hidents
STEM, ESOL, Offender Learning and Apprenticeshirtsare addressed and learners’ choices in
relation to progression onto othgrrogrammesand into employment are considered.

Holistic, crosurricular issues such as inclusive learning, differentiation, promoting positive
behaviours, use of learmeole models, effective communication and feedback strategies, learne
self-efficacy and resilience and learners’ mental healthdiscussed.

=

Dialogues arounanore mundane ‘nuts and bolts’ of teaching which might be more valuable to new
teachersare undertakersuch as the writing of a scheme of work, the framing of aims and outcomes
and the shape of the ‘perfect lesson’.

Table6: Dialoguesinderthe Pedagogy Lens

Consideration of the pedagogy lens dialogues against the ETF (2014) Professional Standasds reveal
that dialoguetopics can be saith encompass the majority of areas covered by the Standards with
respect to the ‘professional skills’ domain. The professional skills prescribed in standards813 to 1
encourageeachers to develop skills and expertise in curriculum planning, assessiggvarg

feedback, motivating learners and developing their-sélicacy, developing maths and English skills
and promoting the use of technology. In other standards domains, dialogues around specific learner
groups including adult returners, SEND learneffender learners and ESOL students link to

standard 5 in the ‘professional values and attributes’ domain and to standard 14 in the ‘skills’

domain which attend to promoting diversity and meeting specific ledsmareds.

Dialogues around learning theories and thegrnpunded exchanges on fostering creativity and

promoting positive behaviours link the online dialogues to standards 4, 8, 9 andHel in
‘professional knowledge and understanding’ domain. Also in this domain, dialogues around the
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organisation and facilitation of specific events in the academic year and stages in the |earney
such as induction, examination and progression speak to consideration of standard 12 which
addresseshe understanding othe teacter’'s professional roles and responsibilities.

It can be inferred, then, that teachers are using informal online community spaessytag in
dialoguesaround areas covered by the 11 standards noted above. In addition to this, teachers
discuss what worklsest in their teachingind evaluae theirpedagogy and vocational practice

against evidence-informed strategies and resources proposed by peers, involving them in work with
both ETF (2014) standards 1 and 2. Thisdéadhepositing of a tentative ‘yeshere is evidence

here’in response to research question By tvhat ways would the topics addressed during

dialogues in online educators’ networks be regarded as key development areas for FE teachers by
recognised sector bodies?

Talking Pedagogy: Unpacking the Theory Toolbox in Search of Wisdom

Dunne (1993: 19) holds that ‘atomistic’ objectives are worthwhile only if they ‘aggregate over time
into qualities of mind and character’, encouraging reflecthveughtandenablingthe ‘really

significant achievements of education’. Those advocating an objeetiased curriculunfor

studentsor a standards-based CPD model for teadkarners, risk eliminating the ‘hermeneutical
dimension’ from teaching (ibid:20). Consideration of this dimension encourages a widening of the
CPD impact and value analysis to examine dialogues against literature on educational purpose.

Biesta’s qualification domain (Gregson et al, 2018ds)siders education’s function and purpose as
the transmission of knowledge and skills and the development of role-related ability. CPD involves
the buildingof technical reason (techne), the ‘knowledge possessed by an expert’ in a specialised
craft, whether that expert is a carpentéshioninga table, a doctor restoring a patiés health, or a
teacher delivering FE’'s employabiftycussed learning outcomes. Development of technical reason
enables a maker to comprehend and articulate the ‘why and where, how and with affragaking
(poiesis) witha final purposé(telos) (Dunne, 1993:244).

Educators’ online pedagogy lens dialogues are rootedamualification domainTeachers build
technical reason, seeking to become ‘qualified to perform a certain task or job’ (ibid:5). By engaging
in dialogues around practice, roles throughout the academic year and the tooldafdgll their

roles, teachers build knowledge regarding the ‘how and with what' of practice. In pedagogy lens
dialogues we witness an initial teacher training curriculum enacted in microcosm, albeit in a more
organic, haphazard manner than Fianagers planning fmrmal CPD curriculum for teachersght

deem fittingif their focusis on homogenous outputs.

Teachers take macro and micro approaches to ‘qualification’, examining perenniatpyear
challengesandengaging in specific dialogues on annual events. They respond to the ‘skills agenda’
and link practice to evidence bases by examining educational research. This development of practice
relates to short, timebound events (such as induction periods) and what screenwriters veailila

‘longer story arc’ of programmiong or progressiomelated needs (such as building sefficacy).

Pedagogy lens dialogue topics show teachers seeking to build evidence-inforantideand
vocational knowledgeyut the roots of thesedialogues draw from classroom experimentatimd
craftand see teachers seeking pragmatic strategies beyond reeadisichievemenof learning
outcomes, examining areas of practmed vocatioml specialism which require nuanced, situational
approaches. Developing functional maths skills in an engaging, contextualised manner,
communicatingsympathetically and effectivelynd managing challenging behaviour without
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stigmatising learners are typical examples of dialogues addressing the affective dimvaliving
what Sennett (2009:288) calls ‘shared experiment, collective trial and error’.

Teacherstherefore, look beyond the building of theoretical, technical reason rooted in intellect, to
work with practical wisdom (phronesis) in the building of praxis. Dunne (1993: 256) contends that
practical wisdom cannot be rulesr skillsbased, having ‘perceptiveness’ (aesthesis) as its
foundation. Rather than requiring subject mastery, practical wisdom involves 'sensitivity and
attunement' to each unique, arising classroom situation requires teachers to be as aware of their
own responses as those of their learners. Deleuze (in Foucault, 1977:208) when considering the
theory-practice relationship discussed here, descsitheory as'exactly like a box of tools... it must
be useful’. Outside purely intellectual exercises, theory is meraiglay from one praate to

another’. As teaching is no intellectual exercise, but an unpredictable, ‘variable process’ (Biesta,
2010:10), it is necessary for teach&vsvork at ‘piercing’ the wall which untested theory inevitably
encounters (Deleuze in Foucault, 1977:208).

It is notable how many pedagogy lens dialogues adopt a case study or sdbgissed approach

seeking to pierce the wall of untestegeneralised theory in a specific context. Dialogue threads
emerging as responses to questions, such as ‘how can weagekls to appreciate that maths is
relevant?’, ‘how can | build learners’ confidence?’ or ‘how can | encourage focussed use of mobile
phones?’ evidence this approach. The sharing of evidence-informed strategies in pedagogy dialogues
shows that teachers value experiential dialogues rooted in andragogical thinking, employing task-
orientated, problemcentred pedagogy with immediate application (Knowles, 1984). This process
casts the teacher as one who seeks to be a ‘builder of theory that grows out of pr¢&iiales,
2012:1)andvalues practical wisdom.

Evidence of Dialogue, Certainly So What?

Critics will rightly point out that the presence of an online dialogue on ‘topic X' is not evidence per se
of meaningful professional learning occurring. One t&iuo this criticism is to draw parallels

between informal online dialogues and a one-off, fdacdace CPD event. Would the proximity of
teachers in a room focsggon an area of practice with a trainer as ‘ringmaster’ be any more likely

to guarantee meaningful professional learning?

It has been established that the dialogues under the pedagogy lens directly relate to the majority of
the professional standards. It will fall to the teachers and managers participating inthe 1

interviews and focus groups to be arbiters of the value of these dialogues. Whether the dialogues
are valuable, meaningful aids in the building of practice in the qualification domain will be decided
not by mere presence but by their impression on practice. For now, it is useful to conclude that the
dialogue topics under the pedagogy lens can be mapped to 11 ETF (2014) standards and linked, by
inference, to2 others as well as exploring development of both technical and practical wisdom. The
dialogues join evidence from the 4@ord activity as entwined ‘fibres’ ithe ‘cable’ of evidencéor

the impactof informal online learningGardner, Holme& Leitch, 2008:98).

Learning Community Dialogues: Enduring and Developing Together

Attention turns now to the threads falling under the learning community lens. Any evéle

informed practice built by participants in Twitter communities is not develdpeaugh solitary
reflection on engagement with theory but is intentionally undertaken as a parwatlar online
community. The dialogues under the learning community mresummarisedelow in Tabléer.
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The Learning Community Lens: ‘how we connect and support each other to develop’

The learning community lens had fewer dialogues than the other 2 lenses, 19% of the dialogues in total,
but evidence at least 4 active threads per community.

The importance of mentoring, coaching and peer support figure in the dialogues including discussion of
how FE mentors might be trained and how teachsssking support could locate and select a mentor
and develop a productive relationship.

Discussions on the trajectory of teachers’ professional progress, opportunities for promotion and the
raising of professional profiles occur. These dialogues encsssgmposting to opportunities for writing
for academic journals and discussions of uadeid postgraduate research opportunities.

Peer support dialogues extend to how teachers might safeguard their mental health both-io-day
work and attimes d transition and progression. Teachers solicit advice on peers’ experiences during
significant careerand studyrelated life changes such as moves into leadership and management rqles
or academic advancement. Guidance on QTLS and ATS processes, tagk&laadsis also sought by
dialogue participants.

Learning community dialogugsomote learning opportunities at networking events and discuss
outcomes from such events. These dialogues signpost opportunities to attend and disseminate feedback
from corferences, formal professional network meetings and community and employer engagement
events.

Significantly, in addition to signposting participants to the existing work of other teacher researchers
there is advocacy of and steering towards practitionesgarch opportunities and solo and team actior
research projects.

The value ofriformal learning and requests for help with participatioro it also feature in dialogues.
Dialoguesonsider online and offline informal learning and feadrscussions of the value of ‘non-
conventional CPD’.

Table7: Dialogues under the learning community lens

Dialogues falling under the learning community lens show thatfers tak up informal

opportunities to connect and support each other to manage current careers and to develop new
professional trajectories. Regarding correlation with the ETF (2014) Professional Standards,
dialogues can be linked to standardBuild positive and collaborative relationships with colleagues
and learners’ provided we adopt a collegial interpretation casting all teachers as ‘colleagues’ rather
than takingan organisationfocussed approach. An examinationcoimmunity lengopics alsoshows
teachers working towards standards 7, 8 and 9, updating knowledge of their subject or vocational
area, accessing and leverageducational researchndliterature to develop evidencédased

practice and working towardsof the overarching stateents in the introduction to the standards

by being ‘committed to maintaining and developing their expertise... to ensure the best outcomes
for their learners’.
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It is significant, beyond ‘ticking’ standards off a list, that 1 in 5 of the dialoguke imonth period
examined were solely focussed on teachers building community, seeking out opportunities to work
with others and engaging with and in research to develop their practice. Biesta (in Gregson et al,
2015:6) holds that educational purpose goes bayognalification to embrace socialisation, ways in
which ‘adults become part of existing traditions and cultures’. We witness in the community lens
dialogues teachers building professional networks that will embed them into and see them seek to
progress in their practice. This can be seen in dialogues on progression to Doctoral or Master’s level
study, on QTLS or ATS professional formation as well as discussions on professional body
membership. These dialogues evidence teachers’ intentions to ‘play the progression game’ by
participating in qualification-based frameworks or professional programmes set out by Government
and overseen by officially recognised groups and Awarding Bodies.

Beyond Narrow ‘Property’ Definitions of Community Dialogue

Though there is evidence of dialoguesroare conventional progression pathmder the learning
community lens, there is a need to take a wider perspective beyond the narrow ‘property’ definition
of progression to ‘fit policy agendas’ (PriestleBi&sta, 2015:5). If we adopt a broader ‘ecological
conceptualisation’ of community engagement we see teachers exercising agency to build or extend
alternative networks to work against ‘local constraints’ regarding cultural, structural and material
resour@s (ibid:10). Pries#yy and Biesta (2015:15) contend that a key issue in the formation of
professional agency is availability of the resources by which teachers achieve agency, in particular
access to ‘relational resources’ related to ‘networks in which teachers were positioned socially’. If
teachers judge the ‘practicavaluative’ aspects of agency (ibid:15) that is the support, environment
and resources provided locally by conventional professional networks to be appropriate and
sufficient,then participation in wider, onlinprofessionahetworks will likely be redundant.

Dialogues under the learning community lens speak to informal networks which develop ‘organically
out of shortterm needs’ to help teachers connect and share expertise to develop their practice. This
can lead us to saywe see evidence hetréor a second timeén response to research question & *

what ways would the topics addressed during dialogues in online educators’ networks be

regarded as key development areas for FE teachers by recognised sector bd@iasRers are

showing ‘engagement in action, interpersonal relations, shared knowledge, and negotiation of
enterprises’ (Wenger, 1998:85)he focus groups andlinterviewswill explore what educators
consider is gained kpyarticipation in the communities as when considering agency we should look
beyond the ‘capacitypuilding’ function of communities to examine the ‘what teachers ‘bring’ to the
situation and what the situation ‘brings’ to the teacher’ (ibid:20).

Beyond sanctioned CPD activity such as progression to higher levelmtiggsional formation or

active professional body membership, subversion lies in informal online discarmsesd, and
signposting to, teacheledlearning and ‘norconventional CPD’. Thistaity is somewhat recursive

but perhaps to be expected; participants who value fiormal networks encourage others to

participate more widely in thm. Biesta (2005:6) contends that a facet of educational purpose in the
socialisation domain is to reproduce existing traditions, inculcated ways of being which are imposed,
even insinuated, ‘behind the backs’ of teachers and students. Drawing on Kelly’s (1999:8) ideas of
the motives of a ‘hidden curriculum’, Biesta (2005:6) notes that socialisation can act as an engine for
upholding existing social inequalities, ensuring maintenance of the statyspgenalent agendas.

Agency is not solely about forwardoving change but may involve social patterns presenting ‘active

resistance’ to policies which do not fit with a teacher’s moral standpoints or core identity. Exercising
agency, then, involves ‘much more than simply following unproblematic trajectories’ as autonomy
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and agency are naquivalent(ibid:20). Teachers can use agency to ‘bring about a futureshat i
different from the present and the past... creatively reconfigumedélation to hopes, fears, and
desires for the future’ (ibid: 10)This would see teachers acting in effdd be less heavily influenced
by what O’Leary (2018:2) calls ‘the thematic priorities of others’.

Shifting Discourses Bring Subversion to the Community Agenda

The appetite in FE leadership for an outcorfi@sused, standardbased ‘product’ definition of

teacher education, a model which teachers are expected to employ with their own learners, embeds
a hidden curriculum into formal teacher CPD. This curriculum reinforces the use of professional
standards and rewards adherence to recognisegirapedprogression routes.

Coffield (2017:45) notes that a key part of teacher CPD ibufidingof the professional confidence
and networks to challenge the ‘assumptions, methods and findings’ of those settirgltivational
agenda. Sennett also hiliphts the beneficial, defensive properties of the commurtealiénges to
professionality, worth or achievement must be rebutted by tmenmunityas withoutit, artists

‘lacked a collective shield... against [clients’] verdicts’ (2009:67). What we maysaitrieformal

online communities is a resistance to dominant CPD stedhedyirth of a fledgling, rival hidden
curriculum, Such shift in discourse’ engineered by participants gaining confidence in numbers can
make ‘space for ideology to play’ (Bernstein, 1996, in Gregdditli&r, 2015:111).

Rooted in teacheted communities, the rival hidden curriculum promotes an extensidheformal

CPD agenda rather than a replacement of it, not hidden from those engaging with it but possibly
occult from someuthors of the formal CPD curriculum. Coffield contends that the course of
teachers’ professional learning moves beyond simple educationaldgaygactingmore widely on
society, noting that ‘a vibrant democracy’ requires teachersemain in control ofind exercise
autonomy over their practice (2007:388). Expert teachers transcend a narrow ‘method and practice’
definitionsof teaching’ to consider the ‘ideas, values and beliefs by which that act is informed,
sustained and justified’ (Coffield, 2017:4).

Identity and Voice Lens Dialogues: Promoting Social Purpose Education

Propagating in rhizomatic fashion in informal onlinaldgues, the syllabus, and therefore the
ideological values base of the rival, hidden curriculunois explored in the consideration of the
‘identity and voice’ lens dialogues.

A rhizomatic network is named specifically because it operates outside miiowal organisational
spaces, hierarchies and constraints, having ‘neither a beginning or end... multiple entranceways and
exits, its own lines of flight’ (Deleuze & Guattari, 1987:Zhp dialogues under the identity and

voice lendisplay rhizomatic properties arade summarised in Table 8.
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The Identity and Voice Lens: ‘how we define our values and advocate for them’

An examination of the identity and voice ledsaloguesevealsthat 34% of dialogues can be regarded
as being values or identiselated. All 3 communities evidenced dialogues around professional iden
1in 6 dialogues in the Ivy community, over a third of the dialogues in the Lily community and almo
half of the dialogues in the Fern community haveidentity or values focus.

Topics discussed under this lens include social justice/mobility fowefparginalised communities,
improving access to FE for unel@presented groups, challenging simplistic judgements of teachers]
professionalism and what can be termed ‘political discourses’. The dialogues also discuss develof
of anti-fascist curricula and explore links between literacy development and participation in the
democratic process.

A desire to make learners politically aware and active is evident in threads marking 100 years of
women’s suffrage, dialogues around redressing the ‘white cutnmoyldiscussions on actions to oppos

funding cuts to the sector and threads such as ‘women in education’ and ‘mature students’ voices|.

Threads under the lens span a considerable range of other topics including learner and educator
health,reductionsin support for SEND learners, the empowering nature of adult literacy and the
promotion of equality and equal access to learning. Another common focus under the lens is the i
of FE beyond the individual learner, extending to their family, tb@immunity and to future
generations. This theme igesin discussionsf the value of belongingness attte need to work with
learners to build strong communities inside and outside the classroom, recognising the lobbying p
of the group voice.

Dialogues such as ‘decolonising the curriculum’, ‘ACL and social mobility’ and ‘social action and W
experience’ (each from a different community) speak to educators’ desire to cast themselves as
empowerment agents who promote the voices and needs of those traditionally eregeesented in
FE Teacherspeakas advocates for equality of opportunity. Perspectives around intersectionality a
explored in dialogues around factors leading to marginalisation of groups, for example the compo
complex challenges faced by female ESOL learners from economically deprived backgrounds wh
few role models in education or the workplace.

The power of education as a necessary instrument for building a democratic society also emerges.

Alongside the promotion of the work and achievements of women in fields traditionally regarded a
male-dominated such as STEM and more generally on International Women’s Day, dialogueg pro
widening educational participation in marginalised communities and advocatiefopcratic adult
education These discoursegppear beside threads such as how educators might empower others.

Dialectics on instrumentalist employability-focussed curricula, performative, data-focussed
organisational priorities and current Ofsted inspectjactices also fall under this lens. Threads sucl
‘Talking back to numbers’rebuttals to statistics’, ‘Data use implications for professionalism’ and
‘When did T&L become da®aspeak tdhe acknowledgement of mismatches between teachers’ core
purpose and the focus of their organisation or the wides€&g&ior.

Lity.

bment

mental

mpact

ower

ork

G
und,
D had

S
mot

as

Table8: Dialogues under the identity and voice lens
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SocialJusticeand Promotion of Democracy: the Missing Jigsaw Pieces

A logicabplace to begin the analysis of dialogues under the identity and voicedensistent with

the approach used so far in this analy@syith a search for correlations betwed#rme dialoguesand

the ETF (2014) Professional Standards. Though numerous standaiderdifeed as intersecting

with the dialogues under the community and voice and pedagogy lenses, the search for links under
the identity and voice lens is more probletita Dialogues can be described as political, valaed
identity-based encompassing issues of equality of access, social justice, learner emancipation, access
to education and the funding for it, critical curriculum discourses and discussions arowidmagcti
teachers’ status and mental health.

Professional Standards which link to these dialogues are standarda®jate and challenge your
practice, values and beliefs’ and standard/aJue and promote social and cultural diversity, equality
of opportunity and inclusion’. A deeper analysis of the identity and voice dialagueals that a
simplistic treatment of these 2 ETtai&dards will not be sufficient to capture the breadth of
discourse under this lens. Teachers evaduheir practice, vales and beliefs in a critical way which
transcends the scope of the current Standards. Significant tensions are apparent between some
values and beliefs expressed in informal online communities and the current FE funding and
oversight regimes, the range sfakeholders considered, the direction and focus of the curriculum
for learners and teacher-learneasid how performance and progress are measured.

Key tensions occur between the vocabulary used in the Professional Standards and that employed in
the online dialogues and, beyond this, which words are omitted fronStiamdards yet appear in

online dialogues. This mismatch is particularly significant when considering the stakeholders
considered in the ETRandards’ remitThe individuals and groups considered are learners,

employers, peers and the organisation(s) that teachers work in and with. The identity and voice
dialoguegeveal significant additional focus being given to alternative constituencies. Dialogues

focus on all stakeholders mentioned by the Standards but have an additional emphasis on the
learner situated in their family and immediate and wider community and, beyond this, the learner as
an active political global citizen, all areas omitted from the Standards.

Of equal significance are the teacher competencies given spixitisand codified in the

Standards, these being practitioners’ vocational specialisms, inclusive learning, educational research
and pedagogicdaheory, use of technology, maths and English. The identity and voice dialogues go
beyond this scope to consider the role of tteacher in ensuring social mobility for learners, their
families and their communities through a commitment to social justice. The educators’ role in the
emancipation of the learner iempowering them to be become politically aware and active can be
seen alongside a desire to build a more democratic society. The concepts of Social Purpose
Education are evident whidinanscerd mere ‘inclusion’ concerns arahll for teachers to be activists

as well as educators, possessing a ‘moral charge’ with focus on ‘egalitarian and humanistic values’
and commitment to democracy (Johnston, 2008:1).

Praxis, Praxis, Praxis

Onlytwo ETF (2014) standards were @iraupon in the analysis of identity and voice dialogue
threads,considerablyfewer than either of the other lenses. This invites a wider consideration of
teacheridentity and voice beyond a standarétscussed approach. The pedagogy and learning
community lens dialogues focus on the building of technical and practical wisdom &g otic
communities which work with an extended or ‘hidden curriculum’ for teach&.CR tothis point,
links to practical wisdonfphronesi$ have been made in terms of teachers building ‘perceptiveness’
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(aesthesis), 'sensitivity and attunement’, good judgement in each emerging situation (Dunne, 1993:
256).

Dialogues under the identitgnd voice lens invite an extension of the consideration of phronesis and
its aim, the building of praxis. As well as being concerned with reflective, practical application of
theory, praxis relates to engagement with or realisation of ideas, an important facet of dialogues
under the identity and voice lens. Praxis is valaesl emotionrladen, requiring a person to ‘realize
excellences... constitutive of a worthwhile way of life’ calling upon ‘a realization of one’s self’, which
has ‘formed and revealed orsetharacter’ipid: 256).1dentity and voice @logues fall into Biesta’'s
subjectification domairmue to their consideration of the ‘ways in which education impacts on our
gualities as a person’ artle importance placed on potential for learner dis/empowermé¢Btesta,
2005:6) both argumentskeyin these dialogues

Identity and voice dialogues evidence teachers promoting widening educational participation in
marginalised communities, advocating democratic adult education and discussing how they might
empower learners antheir peers. Teachers show a commitment to values and ethics rather than
viewing themselves simply as theory-informed, technicist ‘makers’ judged purely by achievement of
rational outcomes. Participants do not enter into idéytand voice dialogues to develop a capacity

to produce a skilled operator or technician, but because they wish to join a community where,
beyond simple practicéuilding, identityinformed praxis is understood and valued.

Hereis evidence of intent to influence the content and direction of the curriculum, casting learners
not as ‘docile listeners’ but as those empowered by teasteriew their reality as ‘in process, in
transformation’ (Freire, 1968:81). This isignificant focus of the hidden CPD curriculum whose
presence was hinted at in the learning community lens analysis. Praxis is evidenced by ethically
committed action and the dialogues under thikentity and voice lens cast teachexs enables who
emancipate and empower rather than ssnply reactive observamakes. Dialogues around
‘decolonising the curriculumpromoting community voice and celebratingmen in education and
mature students’ voices evidence this emancipatory stance.

Seeking Emancipation for Teacher and Learner Alike

Other aeas not addressed by tHeTFStandards but evident in the identity and voice dialogues are

the promotion of wellbeing, emancipation and empowerment of teastieemselves. Though ETF

(2014) standard 20 calls upon educators to ‘contribute to organisational development and quality
improvement’, it can be argued that this contribution is likely to be aiding a trajectory set by
organisational leadership. Opposition to the ‘received wisdoms’ of curriculum focus, budget
allocations and quality assurance and improvement processes can be evidenced in discourses which
are critical of performative, data-focussed organisational priorities and funding mechanisalsy Q
systems are framed as reactions to a national inspection regime lacking noleswend

methodology when teachers instigate dialogues such as ‘talking back to data’ afd/hsk,did

T&L become data?’ Also evidenced are criticisms of funding mechanism levers used by Government
to steer curriculum or thehortfalls in support that teachers are able to draw on when facilitating it.
Participants are critical of reductions in funding for SEND and ESOL programmes specifically because
they consider these learner populations to be already marginalised and disadvantaged even before
funding is withdrawn.

No attempt was made, quite deliberateiy, this chapter to make direct links between the presence
of pedagogy lens dialogues atieé development of classroom practisenplyby virtue of a
discussion having occurred. It can be argued in the case of the identity and voice dialogues,
however, that the mere presence of dialectics around emancipation, learner and community
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empowerment and political actisim are evidence of emancipatory praxis. That said, the educators
whose interview and focus group contributions will be addressed in the next phase of this analysis
are the ultimate arbiters of the relevance of thedi@alogues. Having completed an analysis of the
dialogue threads under the 3 lenses, it is almost time to turn attention to the outcomes ofthe 1
interviews and focus groups with the purpose of corroborating or refuting the conclusions made in
the analysis of the netnographic activity.

At the summarisation stage of the netnographic activity, however, it can be concluded that the
informal dialogues falling under the ‘pedagogy’ and ‘learning community’ lenses are a ‘good fit’ for
areas included in formal initial teacher education and considered in CPD programmes. Dialogues
address the development areas covered by the ETF (2014) Professional Standards and involve
teachers engaging in discourses around professional development and rolesa®nal specialists,
educators and researchers. Discussion collaboration in communities with fellow educators and
with other stakeholders including parents, employers and the wider community are evidearubd,
their value significantly substantiated by literature. This leads me to hold that we can say ‘yes’ in
initial response to research question‘the topics addressed during dialogues in online educators’
networks canbe regarded as key development areas for FE teachers by recognised sector bodies

Anadditional point b note is thecomparative'smooth sailing’ that has been evident from the two
data collection activities discussed to date. The intention of the ‘10 words’ activity and the
netnographic analysis was not to revehhllenges or tensions occurring in online community
dialogues between educators but rather to highlight contradictions and tensions between the
informal dialogues and the climate and direction of the FE se@wubodied in its Professional
Standards Analysis now turns to the authentic voices of the educators participating in informal
online communitiesAsearch for meaning and value gained from participatiod what this reveals
about FE teachers’ identities is undertaken along with an attempetermine which aspects of
informal, online communitinvolvementare contested or problematic.
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Voices of the Educators , Leaders and Managers: analysis of the 1-1
interviews and focus groups

Twelve 11 interviews and 2 focus grouphé focus groups comprising 6 and 8 educators
respectively) were conducted, allowing engagement with practitioners whose experience in FE
ranged from 3 months to over 3ears.

A reminder for the reader seems useful at this point regarding the presentation of interview and
focus group participants’ contributions. On occasiamsere lengthier vignettesf 1 or 2 sentence
guotesare used, these contributions are rendered as ‘fake tweets’. These dgrimésge an
engaging visual experience for the reader and a signifier allowérdification and comarison of
participants contributions The ‘fake tweets’ show a green border to signify that a quote is from a
focus group and a blue border to indicate that the excerpt is taken frori @nlerview participant.

Validation of the 3 Lenses as a Model feitxamining Teachers’ Dialogues

The opening question to both interview and focus group participants concerned the suitability and
applicability of the dens netnographic model. Gregson et al (2007:6) considdroutcomes can be
used to inform future researctiesignthroughan iterative process of research and consultation,
allowing stakeholders to comment upon analyses and researchers to explore how inquiry and
feedback combine to give confidence in findings.

It was encouraging to be informed thatel8-lensmodelis considered to ‘make total sense’, ‘stand

up’ and be ‘worthwhile’ as a concept. All participants consider that the 3 lenses described well their
impressions of the thread topics and issues discussed on informal edusators’‘communities.

One participant describebe pedagogy and learning community lenses together as being ‘pre
praxis’, an interesting definition considering the precedihgpter'scommentaryon the

netnographic analysis regardipgactice and praxis. Of significance is the specific recognition given
to the ‘identity and voice’ lens.

Contributors note that theyre attracted to informabnline ‘activism spaces’ as they facilitate
empowerment, enabling solitary practitioners to become more-selifident when their voice

were amplified as they begin to ‘realise that other people think like that too’. Dialogues under the
lens ae considered powerful as signified by a typical interviewee comment:

Julia@TeacherEducator2
The lenses make total sense. All 3 are areas that have broadened my ideas
about my role. The final [identity] lens has been particularly powerful.

Participation is very much about having a voice and exploring identity.

Experiencedand Knowledgeable Enough to be Trusted

An ability for educators to exercise agency when deciding the direction and focus of CPD is a key
attribute necessary in terms of motivation for and commitment to engagenreptofessional

learning (Sennett, 2009: Blaschke, 2012: Whitehouse, 2011: Polanyi, 1967: Coffield, 2017: Jeffs &
Smith, 1990: Priestley & Biesta, 2015). The 1-1 interview and focus group outcomes reveal that
teachers concur with this evidence base. A significant theme which emégachers’ resistance

to CPD sessions which did not fulfil specific, stated professional learning. feadkers & vocal
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regarding their dissatisfaction with unwelcome, simplistic, instrumentalist CPD agendas which they
consider are being imposed upon them.

The opening chapter of the thesis noted that for many teachers FE was a ‘second career’; the
average FE trainee teacher is 37 years old and almost 40% of sector staff are aged 50 or older (ETF,
2017hb). Vocational teachg, by definition, have established backgrounds in other professions and
trades and are strongly encouraged to exhibit ‘dual professionalism’ (CAVTL, 2013). During this work
and education history, FE educators have considerable experience of being subject to vocational
training before, as well as alongside, teacher education. Extended life and work experience give
participants strong views on the characteristics of meaningful, effective CPD leading them to detail
what it ‘should look like’ or ‘feel like’ iresponses.

There is a clear need for the presence of community for effective craft building to occur (Lave and
Wenger, 1991: Sachs, 2003: Kennedy, 2005: Whitehouse, 2011: Coffield, 2009, 2017). Good work
focuses on ‘relational thinking... clues from otpeople’ (Sennett, 2009:51&ulture shapes the

mind’ (Bruner, 1996:11). Wenger holds that communities ‘hold the key’ to transformation through
‘shared knowledge... negotiation of enterprises’ (1998:85). Informal online dialogues exhibit many
factors identified for building of a successful community of practice in the view of the focus group
and interview participants. @nmunities are viewed as a timely evolution in peetpier

professional dialogues as participating educators particularly value the collaborative ethos they
afford.

Escaping Silos Built on Shifting Sands

In comparison to some other workplace and education sectors, expressions of regret regarding lack
of collegiality and shortage of interrganisation learning dialogues in FE prevalent themes.

Interview and focus groupagpticipantsspeak ofsilo mentalitiesin their organisationsvhich result

in shortages of developmental peer dialogues makingtdagay work ‘very isolating’. They also
comment ona lack of interorganisaion learning dialogues armgpportunities to make meaningful
industry links, issues attributed to the prevailing higttynpetitive FE climate whichcbntributor

notes cause developmental dialogues to ‘stall’.ghortage of professional learning commuestiin
comparison to other EU countries is highlighted by 3 contributors, all of wheeegamples of ideal
CPD irtheir specialisms occurring outside the UKyfivhom notes:

Jose@CurriculumLeader2

We need to form local and wider peer support networks commonplace in Europe
including subjectpecific specialist dialogues. These were in place regionally herefin
the UK but now no longer exist due to cuts and the competitive climate in the secl:r.

Sector instability caused byolicy volatility’ (Policy Consortium, 2018:10) and ‘alarmingly regular’
standards changes (NorrisAdam, 2017:4) made by successive Governmemsso citedas

threats to meaningful professional learning. The evocative, storm-invoking vocabulary which Sennett
(2009:50) employsrhen bemoaning ‘churning reform’ is echoed by 2 participants commenting upon
the churn in both professional standards and sector oversight bodibgr©criticise instability

caused by regular ‘reinventions’ of professional bodies. Frequent chamgestoroversight and
standardsare greeted with ‘dismay’ and the credibility of new initiatives which flowed from sector
policy and funding changes were questioned. A community founder spriesachersfrustration
regardingpolicy churn and the resultant administratie@erheads noted by Coffield (20173hat

regular new initiatives bring:
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Theo@FounderModerator2

[There is] a feeling that we have lost the battle with management who do not know what
goes on in a classroom and can'’t teach. [Initiative creators] have no ideas about how thl;
like ‘stretch and challenge’ can be done in a practical sense in the classroom, we have
with this ambiguity, it’s just bonkers.

gs
deal

Challenging the CPD Agendar @ust Talking a Good Talk’?

Participation in professional learning is an emotive subject for participants and considerable
dissatisfaction and frustration is expressed with both the focus of the current formal CPD agenda
and the lack of time made available for engagement in calagg learning. Criticisms speak to use

of a ‘training’ CPD model (Kennedy, 2005:4) adopting a ‘skills-based, technocratic view’ with the
agenda ‘determined by the deliverer’ who works withssive participants. Words whichse when
practitioners speakf formal, mandated CPDra‘tick-box’, ‘lip service’, ‘instrumentalist’,

‘mechanistic’ ‘context-free’ and ‘compliance-focussed’, signs that Coffield’s warning against ‘simple
but spurious solutions to the complex problems of teaching’ (2017:4) goes unheBuedrganisers

of CPD attended by these participants fail to recognise that ‘layered’ classroom challenges ask for
‘contextualised judgement rather than for general recipes’ (James and Biesta, 2007:37).

CPD has ‘capacity to support underlying agendasipatible with either ‘transmission or
transformation’ types of professional development (Kennedy, 2005:17). Comments made on the
nature of much mandatory CPD show little to make us optimistic about its value so prospects for
agenda change need to be graspA participant who has worked iREfor over 2 decades expresse
feelings of ‘dismay’ regarding what the sechars achieved in the past and what he considers it
contributes to learning now. Two othersegkof a need for teachers to be ‘more tactical’ in their
response when ‘bombarded’ with words like ‘innovative’, ‘progressive’ or ‘creativanmunity
founder highlighs the need for teachers to raise a ‘collective voice’ questioning the credibility of
new initiatives.

As the interview and focus group participants are active participarggircators’online

communities ifprompts the questions ‘are the online communities not a place to raise the
guestioning collective voice?’ and ‘has this not been done? Popular, mutually supportive
communities may be beneficial to members allowing them to voice discontent and vent
dissatisfactiorwithout necessarily having impact on wider political agendas. Suggestions that
informal communities engage in ‘comfort radicalism’ (Avis, 2016) rather than truly challenging sector
power dynamicsor orthodoxy is an issue explored with communitytpapants later in this chapter.

Opportunist Practice Building, an Escape from the Mandatory Mundane

Evaluation of informal learning communities requires ‘construction of rather different criteria’ from
formal learning, exploring to what extettie ‘disourse was critical’ (Jeffs and Smith, 1990 2a)

how the experiencefurthered the good of all participants’ (Grundy, 1987: 77). Contributions from
the 1-1 interviews and focus groups around the ‘practice’ element of Wenger and Trayner’s (2015:1)
model of communities of practice, highlight numerous instances of teachers building practice
throughonline community participation. Educators sgkof the ‘added value’ which informal
communities bringo their CPD as well amtinga reduction in isolation and sense of ‘stuckness in
organisational thinking’. Teacheemployproactive vocabulary using words suchrasbilise’,
‘organise’ and ‘buoyancy’ to describe the purposes and outcomes of community participation,
highlighting in particular how communities provide ‘contextualised’ learning dialogues wisate

a ‘shared repertoire for their practice’ (ibid:1).
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Tangible examplega given of signposting to effective learnirggources andlassroonstrategies

by interview and focus group participants. Evocative languagegain used to describe how online
dialogues affad ‘escape’ from the ‘banality of stretch and challenge, British Values’ enabling
teachersto ‘reclaim their professionality’. Coffield (2007:388) asserts that education must lie within
the ‘control of reflective learning professionals, sensitive to constantly changing local contexts’ and
that is whd is evidencedn comments orthe informal dialogues:

Fran @FESTEMTeacher

Theredoesn’t seem to be an appetite for trying new strategies [in the organisation]
w we keep having the same conversations. Online networks allow me to turn

outwards and have exposure to new ideas.

Escape from mandatory CPD allows dialogues which empower educators to become builders of
‘theory that grows out of practice’ freed from outside experts who tell teachers ‘what to think and
what to do’ (Scales, 2012:1). What we witness in the interviewfaus group participants’

comments are evidence of specific, contextualised exchanges around classroom challenges (such as
mobile phone use) which lead to the building of theory through the exchange of pedagogic case
studies. This speaks to Eray@900)call to reject ay binary formal-informal framing of learning

and instead acknowledge the value of reactive learning which is explicit, spontaneous and prompted
by natural opportunitiesAn example of reactive professional learningascribed irthe following

vignette detailingan online discussion on mobile phone use in class:

Shana@ACLTutorl

| came to the discussion with very clear ideas. Everyone said | was coming at it
from the wrong place and needed to use phones as a supportive tool.

[Twitter dialogues] made me challenge my opinions and give me practical ideas @f
how | could use new strategies.

Biesta (2010:10) reminds us that vocational education by its very nature displays siguifieasity

in learner profile and learning context;is an unpredictable, ‘variable process’. Teachers engaging in
online dialogues view professional learning as an act akin to mastering an art or craft discipline
callingfor ‘practical wisdom’ghronesi3 to be applied in each unique case. Equally popular as an aid
to pedagogybuilding isthe ‘onr-demand’ nature of practical advice, tiramediacy of help for

particular challenges which McGivney (1999) called a ‘ndéedsd focus’. Teachers and manager
report that they gairaccess to contextualised, solution focussed practical wisdom via informal
online communities:

Beverley@ITEManagerl

I've connected with many people and been introduced to information | wouldn’t have
found otherwise and that's greatOhline communities] are wonderful for getting answer:
to questions or signposting help if there’s nobody else.

Such testimonials evidence tigathering offibres of evidence in response to research question 1,
How do FE teachers who participate in online educators’ networks consider that they are engaging
in meaningful professional learning@onnections are made, resources and research evidence are
shared, certainly pre-requisites for meaningful GiP®being put in place, if followed through.

116



Risks ofan Open Loop: Informed Talkput Transformation Requires Action

Coffield (2017:41) writes of the ‘transformative change’ possible when teachers collaborate to
‘change how they think instead of what they do’ ngfithat transformation is &-stage process

where educators ‘generate new knowledge among themselves’ which ‘provokes new actions’. There
are signs, however, in the educators’ comments already documented to this point that informal
online communities may be simpdgnerating what we might term ‘open loop dialogues’.

Focus group and interview participantsesxof ‘being introduced to information’, ‘given practical
ideas’ or being ‘exposed to new ideas’. Thisvislence of the planting of seeds of new practice but
Coffield notes that collaboration must be actioned in a practical sense, not remain discursive or
teachers will be ‘sharing, but not implementing, good practit®d( xii). (1967) agrees that we
must ask significant questions, then validate our theories with peer critique of practice.

Tennant (199779) refutes unquestioningly positive views ohumunities of practice as some
members may have an insufficient underpinning of knowledge or skills. Only one interview
participantechoed Tennant's (1997) views on knowledge validity and legitimacy, noting that as
identities, and thereforecontribution provenances, go unchecked on Twitter, ‘a lot of people talk a
very good talk but what does it mean?’ Four other contributors disagreing that an important

part of the community dialogues was the ability to check users’ proflleese contributors conssd
that online communities allow therto engage with fellow professionals from around the country
peoplethat they knew and had met occasionally offline but would not usually have opportunity to
connect with.

We might speculate that valuable strategiewaesources sourced in online spaces may be
discussed, used, adapted and outcomes shared with peers on and diflinhis thesis can provide

no evidence of the ‘closing of the theory loop’. We certainly have evidence of the transmission of
new strategés and resources considered valuable but not of critical, practical, contextualised
evaluation of them. At best this absence of new action is a missed opportunity, at worst it is yet
more ‘practice sharing’ which seems not far remowexin attendance ata CPD event hosted by

outside experts who tell teachers ‘what to think and what to do’ (Scales, 2012:1pnTydifference

liesin that it is online peers who do the telling. Deleuze (in Foucault, 1977:206) notes that theory
cannot ‘develop without eventually encountering a wall... practice is necessary for piercing this wall’
and the end of short Twitter dialoguesayrepresent sucla wall.

Gatekeepers and Silos: Trust and Equity in a Fragmented Sector

Despite being critical of performative, instrumentalist, ‘sheep dip’ CPD in its earlier chapters, this
thesis recognises the many rich and valuable professional learning oppatuaitailable via

conventiona) eventsbased CPD in the sector. Encompassing ETF’s long-stdPdifggsional
ExchangesProfessional Development or ‘PDetMorks, new Teacher Regional Improvement
Programmes(TRIB) with their action researckbased initiatives, learning and research communities
hosted by Centres for Excellence in Teacher Training (CETTs) and opportunities offered by awarding
bodies and third sector organisations, there is doubtless a rich variety of CPD available in the sector.

That said FE is an increasingly fragmented sector. Disparate providers pursuing diminishing funds via
adversarial tendering mechanisms creates a highly competitive climate in which stakeholders ‘work
in silos, looking after their own interests rather than what is best for learners’ (Policy Consortium,
2018:53). The perfect storm of funding cuts and akdsed workforceshowing annual turnover of

over 46% in some Apprenticeship scenari&d,K, 2017bhas impacted negatively upon access to
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professional learning opportunitiea FEEducators cite Twitter's role in combating professional
isolation as dialogues afford a ‘sense of connectedness or community’ (Carpenter and Krutka, 2014
426) and teachers participating in the interviews and ggtoups value collegiality and diverse

external professional networks and mourn their absence.

A clear motif emerging from many of the interviews and the focus groups was the sense of isolation
which teachers felt either by virtue of working in smathgmented teams or through being a

member of a larger team which rarely $@pportunities to come together. Practical isolation

concerns are reported as being exacerbated by a silo mentality adopted in curriculum areas or more
widely across their organidans. Dialogues under the learning community lens suggest that

teachers seek out online spaces to assist each other in formation of a research culture and the
building or extending of professional networks, to ‘share information... to learn from each other’ in a
community of practice (Wenger and Trayner, 2015:1).

Teachers criticise the barriers to agentic CPD imposed by organisational ‘gatekeepers’. Incidences
are reported of senior colleagues using elevated positions imrganisational hierarchy to withewv
either the funding allowing educators to attend independent CPD and network events or the
teaching cover required tallow participationin them:

Rosa@HEInFETeacher2

At work | am an island. How else will | find out about new things when I’'m not senior
enough for them to pay for me to go to a conference? I’'m not getting challenging
conversations at work. | might if | went wider outside...this is my opportunity to network.

Interview and focus group participants particularly value the mutual professional trust evidenced in
online communities, ‘meaningful dialogues with challenge’astrongdraw. The appreciation of an
ethos of equality islso evident, teachers noting that Eaders and organisation managers should
‘trust that teachers want to... do a good job’, allowing them to engage in meaningfaksaited
professional dialogues. Thatance chimes with Wenger’s position (in Smith, 2009:1) that
communities of practice form when people share ‘a passion for something they do and learn how to
do it better’and Senn#t’s (2009:24) assertion that all craft is qualdgiven workand the

‘aspiration’for quality will drive a craftsman to improve, to get better rather than get by’
Participating educators report that ‘meaningful’ informal online peer dialoguepeeferable to the
‘hierarchical arrangemestin place within organisationspecifically because the presence of

‘equity’ in learning conversations is valued again, providing a furdsgonse to research question
1‘How do FE teachers who participate in online educators’ networks consider that they are
engaging in meaningful professional learnirig?

Not All Rainbows and Kittens: Problematic Power Dynamics Follow Us Online

There is evidence of the presence and valuing of trust, equity and collegiality in informal online
dialoguesbut a critical stance is required as relationshapsl dialectics in communities of practice

can be problematic. Tennant (19979) holds that communitiesrayexhibit ‘power relationships

that seriously inhibit entry and participation’. Evidence of challenge or comflinformal online
communities conmg from interviews and focus groupsminimal in comparison with the benefits
reported around participation. @nmunity participants describe Twitter communities as ‘collegial’,
‘democratic’, ‘reciprocal’, occurring in a ‘relaxed setting’. That said, if teachers consider that they are
excluded from dialogues or deterred by the dynamics of a community they ang tikbhve
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withdrawn from that space and remain invisible to studies such as this thesis which called for
interview participation via Twitter communities. In the end, we can only speaktiatte who are
‘with us in the room’.

There is evidence of sontensions within Twitteidialogues or following ofrom them according to

the testimony of participating educators, moderators and community founders, however. It may be
significant that garticipant who report® separate personal challengissa female who relates
‘boisterous mansplaining’ behaviours from a male community participant and describes online
dialogues as ‘entering an arena’. It seesfisignificance that a challenge maldgsomeone in a

senior position which begapubliclyon Twittercontinued via private email exchange#h her.

Though the interviewee describes her reaction as ‘unfazethése eventst is not difficult to

imagine another less confident participant, or someone newer to the sector or the online dialogues,
being unséled or deterred from further onlineengagement.

Another participant notesywhen speaking of online tensiorthat some managers and leaders see
the mere existence and agendas of informal online educators’ groups as ‘a threat’. Hehates
alternative online dialogues ‘allow people to circumvent’ a management agenda of ‘institutional
narrowing’, allowing educats to be ‘more tactical’ in movemainsta ‘bombardment’ of innovation
and change. A number of participants note that a key attraction of informal online communities is
that they granted educators an alternative space for the type of professional detrateeachers
may no longer be actively encouraged to become involved in by their employers.

The experiences of interviewed community foungeoderators mirrordhe recommendations of
Cormier (2018:1), who notes that informal, rhizomatic communities ‘need some structure... to make
sure that everyone gets to play... a form of remediation’ allowing everyone to contfidlyteA
community founder/moderator who acknowledges thansions arie at times considered that
frictionsare part of spirted group discussi@with highly engaged contributorshichget ‘out of

hand’. Adamant that participants are not allowed to ‘defy group expectations’ that everyone must
be welcoming and accepting of othergen during strong differences of opinion, she reminds
contributors who ‘kick off’ that ‘teachers are supposed to be role models’.

Returning to Key Issues of Identity and Values

Though the ‘arena’ of informal online dialogues is problematic, Freire holds that conflict avoidance
helps ‘preserve the atus quo’ (1968:42)so eachers should not be afraid to take risks ahduld

‘unify in defending their rights’. Freire casts teachers as ‘political militants’ whose job is ‘not
exhausted in the teaching of math, geography, syntax, history’ but also requires ‘dedication to
overcoming social injustice’. Teachers’ views of informal online dialogues speak to creation of
‘intellectual spaces’ where, following Habermas, people ‘freely debate and discuss how to build the
kind of world that want to live in'Johnston2008:4). The core work of the dialogues under the
identity and voicdens, seen as sagificant by interview and focus group participants, evidences
building of a professionatlomain’within a community of practice (Wenger & Trayner, 20150ne
community foundedescribes participation in informal online dialogues as:

Theo@FounderModerator2
...dout asking, ‘who are we?’, saying ‘this is what we want’. A notion of... organising|
outside the institution with some utopian ideas of what FE might be... around social
democratic ideals that had been eroded in the hollowing out of FE.

It's about who definesvhat we do, our fundamental identity.
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An important theme running through responses about professional identity are the strong emotions
engendered when teachers spkabout their practice, whabneinterviewee calls her

‘revolutionary’ work. Commitment to Social Purpose Education is a significant t{dertneston,

2008). A personal ethidsased worldview seems central to ETF (2014) standard 2 ‘evaluate and
challenge your practice, values and beliefs’. Participating educators cast their role as one which goes
beyond development of employabilinglated skills to ‘development of critical and active learning

for citizenship’ (Johnston, 2008:5). The significance of a political aspecettuaators’ idetity is
evidenced in the '10 words’ think piece activity in which the word ‘political’ was the fourth most
popular choice, echoed by the words ‘subversive’, ‘provocative’, ‘activism’ and ‘empowering’.

The professional values and idemgarticulated byparticipating educators evidence personae not
wholly reflected in the ETF (2014) Standards with their significant focus on ‘learning for earning’
(Biesta, 2005:688) and overall instrumentalist agenda (Day et &, Z&bhnedy, 2005:4, Scales,

2013). Informal learning dialogues reveal that FE practitioners have alternative purposes and core
values. Participants in thellinterviews and focus groups prize dialogues which speak to ‘values
driven* CPD (Scales, 2012:2) ‘acquiring the habit of democracy... in accordance with our democratic
history, values and practices’ Coffield (2QXBhe teacher educator describes this subversive stance:

Anya@TeacherEducatorl

We are subverting the dominant paradigm with informal learning. The majority of
people going into teaching really do want to make a difference in people’s lives no
just give them pieces of paper... to empower, help the next generation. What is your
professional identity? That's not inglassessment criteria but it's the most
important learning.”

Social Purpose Curriculum Dialogues: Debunking TidBox CPD

The focus in many values amntity-related onlinedialogues falls on a need for a holistic approach

to design ofcurriculumand to the CPD of educators facilitating it. Johnston (2008:2) holds that social
purpose educators must be ‘clear about their values’ and ‘maintain personal and political integrity’
(2008:2). The need to view the whole learner and their needs emerges in educators’ informal
dialogues, evidenced indesire shown by interview and focus group participants to work holistically
on design of a social purpose curriculurarr@ulumis considerec complex body of work and a
holistic, ‘macro’ approach to professional developmentiguired Teachers talk of digging

underneath to ask fundamental, critical questions‘aiat underpins what we do’ notintipat

dialogue patrticipation is ‘very mu@bout having a voice and exploring identity’.

A key aspect of onlingialogues is a rejection of the pulling of CPD curriculum focus down to
reductive, tightly-defined ‘micro topics’ such as how educators might ‘embed’ promotion of British
Values into essions. Dialogues take a nuanced approach appreciating intersectionality (Crenshaw,
1991) Cultural patterns which can cause learners to be disadvantageE@cognised as
interrelated,influenced by systemis society, affecting us to varying degree&pending on race,
gender, class, ability, and ethnicifomplex factors that cause, for examplefeanale ESOL learner
from a deprived communif to become marginalisedre acknowledged by educatoasd include
access to course fundingd&cator habitus includes a disposition for giving more powerful voices to
those not traditionally heard or whose needs amet usuallygiven precedence. The community doxa
holds that education’s purpose is not to betiadividuals employment prospects or make them
suitable faw material$for a productive workforce but to promote holistic, individual growth and
build potential, agency and even emancipation in the family and wider community.
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Educators resist the ‘banking concept of education’ which turns students into ‘receptacles’ to be
‘filled’ by thdr teacher (Freire, 1968:72) calling for a ‘reinvention’ of CPD which enlalelsers to
reframetheir CPDagenda to ‘critically consider reality’ (ibid:72):

Howard @I TPManagerTrainer

We work in a tickhox, compliance culture where we have to embed A, B and C into
our practice. Informal communities meet a need for us to move away from this and
set our own CPD agendas.

Educators’ dialogues and responses in both interviews and focus groups, resonate with the ideas of
Dewey (1956), Lave and Wenger (1991) and Knowles (1950) in the need to form CPD communities
which act as ‘laboratories of democracy’ which ‘critically provoke the learners’ conseisus. face

the dominant power’ and the ‘myths’ which it uses to express its ideology (Freire, 1998:40). One
such myth appears to be that tiddbox CPD calead to quantifiablehigher performance by teachers

and so higher Ofsted grades and learner satigfactankingsa stanceesisted by teachers:

Rhys@CurriculumLeaderl
[We work in a] ...Trip Advisor world whose focus is on grading on a star system and
on judgement rather than on development. | want reciprocal, collegiate

professionalearning, challenging and frank but working on democratic principles.

If educatorsconsider that their identities are not fully reflected in professional standards or in the
currentCPD this may be a reason for the rejection of mandated CPD in favour of dialogues which
reflect teachersvalues more closelyWenger (2007, in Smith, 2009:1) contends that communities of
practice can be made up of ‘a tribe learning to survive... seeking new forms of expression... defining
their identity... helping each other cope’. Crowther and Martin (2018:8) draw on Freire’s ideas when
noting that the choicesi stark: education is either for 'liberation' or 'domestication’. They contend

that for Freire, there i&no neutral position in these matters: to sit on the fence is to take the side of
the status quo’. There is evidence of contested narratives regarding practice and purpose, 1 teacher
describedhis practice as ‘distracted by achieving compliance’ while another resttzakteachers

and their managers fundamentaltijsagree regarding the core purpose of teaching and learning.

Coffield (2017) holdthat pedagogy transcendmy narrow ‘method and practice of teaching’ and
mustbe considered alongside the ‘ideas, values and beliefs by which that act is informed, sustained
and justified... what the culture values’ (2017:4). He further conté2@it5:1)that educators ‘have a
responsibility as well as a right... by law’ to becéteal, social partners’ in the ‘formation,

enactment and evaluation’ of policies which impact their professionalism. This theme of taking
charge of agendas is a powerful oneflected in the comments of educators:

Phil @HEInFELeaderl

Teachers need to build their own narratives which are not focussed on a recipe to
%b achieve a set of outcomes... they need to take experiences away from CPD dialogues

andcontextualise them.
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Leaping from the Springboard: Issues of Recognition and Impact

Strong opinions arexpressed otthe shortfalls of muchmandatory CPRnd anecdotal evidence ba
been gathered regarding valued alternatiwelsichinformal online communities camiffer. It's still
behoves us to asif online, informal CPD, ‘where is the evidence of impact?’ Referencing Avis'’s
(2017) work on ‘comfort radicalism’, a community founder considtgormal dialogues valuable for
professimal learning but remais’'pessimistic’ about how discoursasight change education policy
or inform ‘political understanding of FE' in order to shape that understanding.

What remains after receiving@essimistic political impact prognosis is to addressearch question

3, ‘What evidence do educators report of any formal recognition of impact from informal online
learning opportunities? There is scant, anecdotal evidence from contributing educators of any
formally recognised impacts of use of informal online communfoe€PDThe absence of formal
recognition may be fitting given the informal nature of the dialogihdsGivney (1999) concurs,
holdingthat informal learning gesunrecognised by participants and the organisations they wark in
More tangibde impact evidence, certainly of FE managements’ prefemedntitative outcomes
focussedature, is not readily available. An intervigarticipant refesto informal onlinelearning
opportunities as ‘messy’, a view substantiated by Eraut (2000) who notes that the term ‘informal’
may imply thatdialogues have an ‘unstructured’ nature.

There icertainlyevidence stemming from this thedisat teachers find informal online diagues
valuableand patrticipating sctor leadersoncurregardingtheir worth. That said, there is little

evidence that educators formally document learning from online community participati@yvalue
gained fromsignposting to resources, strategies, support and networking opportunities is not
formally recognised in organisational records, the impact equivalent of ‘Catch 22'. Eraut (2004: 249)
holds that informal community participants admt acknowledge the scope or worth of experiences
astheir learning is ‘largely invisible... taken for granted’. Wenger (1999:ebncurs that

experiential, participatory learning, rooted in the social experience of daily life is ‘ubiquitous’,
‘ongoing’ and ‘often unrecognized'.

That said, there are early signs of formal recognition from a curriculum leader interviewee with
significantmanagement responsibility. Dialogues which began in an informal online community are
continued in a formal setting viag@lot which uses excerpts and outcomes as thougtavokers
duringin-house learning conversations. This evidences expansion of raimametworks spreading
from an originalonline ‘middle’ which ‘grows and overspills’ displaying ‘multiple entranceways and
exits...its own lines of flight' (Deleuze & Guattari, 1987:21).

Interview and focus groupagpticipants comment when reporting dmpact of informal online

dialogues that communities ara springboard’a ‘beginning’ to valuable learning, providing
beneficial,on-demand support. The description of onlioemmunities by Inanager as ‘prgraxis’
spaces seems apposite as dialogues which are often ‘technicist’ and ‘performative’ only lay the
foundationsfor praxis. Other contributors posit that if deeper, complex professional dialogues water
the seeds sown in the communities, then meaningful professional learning can occur. Given the
current climate in an FEector which prizes immediate learner impact, absence of rapid, tangible
results is likely to affect the legitimacy of the online dialogues in the eyes of managers. Coffield,
however, holds that there is a ‘serious weakness’ in measuring effectiveness of learning by
immediate results, reducing impact to ‘what can be easily measured’ (2017:4) until audit becomes a
‘form of learned ignorance’ (ibid:33).

122



‘The Usual SuspectsChallenges of Reaching a New Audience

Any evidence of the idening of online dialogues is of particular relevance as several focus group
and interview contributors note that social media dialogues anlikely to be reaching a ‘new
audience’ of educators whparticipatein CPD via informal online means while réjag traditional
opportunities in their organisations.

Numerous participants comment that onlitearningcommunitiesare composed in the main of
what we might term ‘the usual suspectis’'terms of CPD commitment and innovation. These
practitionersare described as ‘always the firsts‘pathfinders’ in discovering new professional
networking opportunities and alternative platforms for dialogue, people knowbetalready active
networkerswho view professional learning as a key part of their role and idenifitese teachers
value new networks where they caxercise agenggteering the direction of their CPD agenda to a
greater extent than they might in their own organisations. Theynot however likely to benew
learning dialogue participast

The next and final chapter provides a summative response to the 3 research questions posed in this
thesis, drawing together the evidence threads from this researebking what conclusions may be
drawn. It suggests some recommendations based on #hesicomes for its intended constituency,

FE teacherand teacher educator$ut further addresses FE leaders and managers, its oversight
bodies and the policyaakers influencing FE'sture trajectory.
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Chapter SixConclusions

SeliBy Date: Questioning the Continued Relevance of This Work

Any lengthy endeavour can be overtaken by events. Changes in Government, new theories,
emerging technologies or fresh research may render a work obsolete, so an atinit wbrk’s

continuing relevance is a useful place to ‘begin the end’. This thesis was triggered by the starting
pistol of ETF’s 2015-16 workforce dathichfound thatalmost two thirds oFEstaff reported

engaging in no annual CPD (ETF, 2017a). The following year, 38% of respondentstaiBifig's
NeedsAnalysis (ETF, 2018a:56) stated that some CPD was ‘tick box’, designed to meet organisational
or external requirements.

ETF datest workforce data reveals almost no change in median CPD hours undertaken on the
previous year; a quarter of FE staff spend fewer than 30 hours per year on CPD, a slight drop from
28% the year before (ETF, 2019hb:49). What is notable is that the Rmmdaw elects to exclude

zero hours CPD from the data, the justification being that ‘entries of zero may simply reflect a lack of
a recording mechanism’ (ibid:49). The word ‘may’ leaves us uncertain as to how many zero hours
reports aredue to reporting shortfalls and how many occur because staff undertook no CPD. It is of
concern that an absence of CPD reporting mechanisms is acknow)eédlgadccommodatednot
guestioned or corrected, speaking to the perceived value of teachers’ CPD. We can conclude,
however, that the average number of annual CPD hours undertaken by FE staff has not undergone
significant change over the last 3 years.

Teachers’ informal, social medimsed learning dialogues, the concern of this thesis, continue
‘burgeoning’ in terms of participation and academic interest (Bergviken-Rensfeldt, Hillman & Selwyn,
2018:230). Despite the popularity of informal, online communities, understanding of them ‘remains
under-developed’ (LantAndersson, Lundin & Selwyn 2018:310) demanding ‘renewedirsg of

their form and consequences (2018:303). An investigation of the way in which informal online
communities shape teachers’ sélfentity and professional status requires, significantly for this

thesis, a ‘content analysis’ of teachers’ interactions beyondrsglbrting (ibid:313). The growing
popularity of littleexamined, informal online networks and the stalemate in growth and relevance

of conventional forms of teacher CPD signify that this thesis has continued importance to the sector.

What'sin a Name? Signifiers of Ideal CPD in a \Vbasesd Framework

A brief precis of the indicators of successful professional learning from authors cited in the literature
review will be useful to frame this chapter’s findings. Equally, a reminder of the personal values and
identity stances adopted will be valuable.

Language use and language change recur as significant themes in this thesis. Culler (1997:59) holds
that readers must be mindful of the ‘settings of their language’, examining meaning and changes,
attending to ‘categories through which we unthinkingly view the world’ (ibid:60). The transfer of
professional learning dialogues from classroom to social media platform can presage further
language change. Concepts can be ‘slippery’ and language ‘exported from one discourse to another’
may ‘convey quite a different meaning’ (Gregsoniifier, 2015:111) as Bernstein notes, (ibid:111)
‘every time a discourse moves there is space for ideology to play’.
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Language examination is important work in education when terminology around learning and
teachers’ performance adopts words such as ‘robust’ and ‘rigorous’, whose denotation is lost as
‘official texts have, through overuse, rubbed them smooth of meaning’ (Coffield 2017:43). Ideal
professional learning, beingautious of the use of the word ‘ideal’ but calling on definitions offered
by respected writers, requires agency, community and a clear sense of purpose and identity.

The need to exercise agency, taking charge of narratives to become one’s ‘own maker’, is noted by
Sennett (2009:72) as skill ‘develops within the work process... connected to the freedom to
experiment’ (ibid:27). CPD should be based on identified needs, be sustained, syigeific be
classroombased, iterative and importantly collaboratiirecommunities which can be ‘informal in
nature’, notes Whitehouse (2011:10). Bruner (1996:11) holds that ‘culture shapes the mind’ and
encourages engagement in critical peer dialogues as does Wenger who advocates ‘action,
interpersonal relations, shared knowledge, negotiation of enterprises’ (1998:85). Ca2fdld: (xii)

adds that collaborative dialogues must be modulated by practizdr-led action or teachers will be
‘sharing, but not implementing, good practic@0(7: Xiii).

Professional practice building requires patient attention as excellence is ‘not an act but a habit... we
are what we repeatedly do’ (Aristotle in Durant, 1928). Akin to arts and craft disciplines, such as
mastering an instrument, Sennett (2009) and Biesta (2010) remind us that honing of classroom
practice requires subtle judgements and practical wisdom. Developing a capacity for ‘the right
response’ (Heilbronn 2011:49) requires the teacher to draw on ethical codes and personal values, a
‘rootedness’ of action in ‘character, disposition and qualities’. Freire (19983 tontends that the
teacher must be unafraid of risk, challenging themselves and their learners during-targer

growth to ‘critically consider reality’ (ibid:72). CPD, then, enables educators to become more
‘educationally wise in their doing and being’ (Biesta 2010:10) to build craft, allowing teachers ‘to get
better rather than get by’ (Sentie 2009:24).

Reviewing the Data Collection Activities and Research Questions

This chapter reviews evidence collected on the impacts of informal online learning and the
challenges present in its use. Its arguments are built upon 3 data collection alygiarstivities
responding to 3 central research questions:

1. How do FE teachers who participate in online educators’ networks consider that they are
engaging in meaningful professional learning?

2. In what ways would the topics addressed during dialogues in online educators’ networks be
regarded as key development areas for FE teachers by recognised sector bodies?

3. What evidence do educators report of any formal recognition of impact from informal online
learning opportunities?

The first data collection activity, the netnographic analysis (Kozinets, 2010), examined dialogue
threads from 3 informal online FE teachers’ Twitter communities ovemaBth period.

Netnographic techniquesid development of understanding of cultural behaviour in afire

domain, in this case a Twitter community. The technique requires researchers to ‘immerse
themselves' in the culture of a ‘digital tribe’ (Bartl, Kannan & Stockinger, 2016:167). Low inference
descriptors taken directly from community users’ hashtags &fd the keywords highlighted by
Twitter algorithms were used in coditige meanings from Twitter threads.
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A thematic analysis of Twitter dialogue threads gave rise tadewelopment of the dens model of
dialogues shown below in a reminder of Figar.

Identity & Learning

Voice Lens: Community
‘how we define our ‘ Lens:
values and advocate how we connect

fo pport each
P develop

Pedagogy
Lens:
‘what we do in

evidenceinformed

practice’

Figure 2:
3 lenses of educators’
online community
dialogue focus

The 3lens modebeveloped from the netnographic thematic analysia device a focussing tootp
enablediscussion of the form, nature, impacts, and challenges of informal dialogues. The new model
can be used as an object of comparison with teachers’ everyday practice and to discuss contrasts
between the focus of formal and informal teacheasining andcareer-longCPDAnN originaplan was

to use direct quotes from Tweets to convey authentic community dialoduéghis was abandoned

as online search facilities render it impossible to guaratiteeanonymity of authors.

The 3lens model was scrutinised using member checking in-semnctured :1 interviews and

focus groups. The gender mix of participants was 54% : 46% F/M, contributor ages ranged from mid
twenties to over 60 years of age, geographical distribution sparthiar south west of England to

the far northwest of the country. All 26 interview and focus group contributors had knowledge of

the informal online communities considered in the netnographic analysis. Contributors spanned all
social media user typescluding community founders, moderators, regular, occasional, seasoned

and new contributors and ‘lurkers’ who view dialogues and use information from themdxubtd
participate actively (Kozinets, 2010). Sixteen vocational subject specialisms astessthas

education were represented; 3 participants had leadership and management responsibility alongside
teaching commitments, 2 holding senior curriculum leadership roles.

The interview and focus group anadgsemploy interpretative, qualitative study using narratives
describe human actiona valuable strategy for examining educators’ informal learning Th

approach enables actors to ‘tell the stories of their lives and experiences’ highlighting ‘identity
work’, conveying how teachers ‘construct selves within specific institutional, organisational,
discursive and local cultural contexts’ (Golding, Brown & Foley, 2009:51). In addition to being asked
to validate the netnographic-Bns dialogue model, contributors were questioned on benefits drawn
from using online communities and on challenges presenting themselves. Managers and those with
roles in teacher education were furthesked to comment on the relevance of the online

community dialogues to key FE development areas. All participants were abledlder, and if so

how, they formally acknowledge, document or disseminate outcomes from community engagement.
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Eschewing a planned approach of use of an initial online questionnaire to gather teachers’
impressions of informal online learning takegs awa from past, positivist approaches to research.
Embracing an interpretivist world using the netnogragifased 3lens model as a ‘springboard’
discussion tool imterviews and focus groups mesabandoninga search for ‘proof’ of impact while
still seeking imprints and signifiers of meaning from online community participation, a challenging
but fascinating task.

Vignettes of significant responses from interviews and focus groupseateredthroughout the
later thesischaptersin the form of ‘fake tweets’ providing signifier of each contributor’s teaching
or Twitter community role while preserving all-important anonymity:

Anya@TeacherEducatorl

We are subverting the dominant paradigm with informal learning. The majority of
people going into teaching really do want to make a difference in people’s lives noi
just give them pieces of paper... to empower, help the next generation. What is your
professional identity? That's not inérassessment criteria but it's the most
important learning.”

The final data collection activity usan adapted form of social network analysis. The SNA method,
initiated for studying more conventional communitasednetworks, is recognised as valuable for
investigations of networked learning (Lastal, 2007). The method analyses relationships between
actors or exchanges of dialogue between them. The activity towards the brevity of

spontaneous Twitter interactions, asking interview and focus group contributors to describe their
impressions of informal online learning in 10 discreet words. Coritrisuresponsesi& collated in

a word cloud. A reminder of Figure 3 conveying its outcomes is shown below:
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Figure 3: Word Cloud generated from the '10 Words’ social network activity
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Are We All Happy? Challenges of Measuring Impact of Informal Learning

Any teacher who has attended formal, facefae CPD will be familiar with the extensive feedback
forms, often termed ‘happy sheets’ which they must complete before leaving. The forms gather
‘marks out of 1Q on everything from catering quality to achievement of the event’s learning
outcomes as well as seeking to capture the far more contentious measure of the impact of CPD on
practice. Quantitative analyses then seek to gauge the success of gienigh it is uncertain how
accurate pognostications of impact can ever be.

Spontaneous, informal learning yields no such tangible imgaatjing us to search for subtle

impact signifiers, a problematic task which this thesis set out to undertake. The ‘hard’, outcomes
focussed indicatorsalzoured by Government and sector leaders are inappropriate measures for
researchers of informal, undocumented, often unrecognised learmfagsjvney, 1999)We must

hold in mind that outcome$ased impact measures are ‘necessarily crude’ (Gardner, Holmes &
Leitch, 2008:89), smoothing datautliers Reducing educatiotd what can be easily measured’
suggests accountabiligelated motives, ‘social and political controperating withina ‘culture of

blame’ (Coffield, 2017:4). To measure teachers’ professional learning meaningfully we must move
beyond considering what is easily measurable lest ‘audit become a form of learned ignorance’
(2017:33) used combatively, not developmentally.

Presentation of conventional evidence is ‘rendered impracticamallscale practitioner research
(Gardner, Holmes & Leitch, 2008:89) so this thesis employs what | term a ‘campaign of persuasion’
for the value of informal online learning, remaining critical of shortfalls while offering soft indicators

of impact. Remembering that ‘measurable and observable are not equivalent’ the ‘vicarious
experience... complexity... mystery’ (ibid:89) and impacts of unconventional learning can be revealed
by gatheringmulti-various’ data items whicban‘cohere into a mutually supportivend therefore

arguably credible source’ (ibid:97A narrative based upon ‘real life stories’ and ‘bottom
evidence'usingonline dialogues and the authentic voices of educators alpvoxy’ measures of

impact to be collected showing teachers engadgim@ctivities associated with the processes

through which impact occurs’ (ibid:99).

Twining Together Threads of Impact: Meeting Sector Needs

When framing my identity as a teacher in the methodology chapter | dream @wcial Purpose
Education values (Johnston, 2008). Beliefs in the principles of teacher agency and autonomy and
craft development ideals allowed me to conclude that this thesisighnot be ‘about teachers’, but
rather ‘for teachers’. It may, therefore, seem strange to begin a summary of findings by addressing
research question 2|i what ways would the topics addressed during dialogues in online
educators’ networks be regarded as key development areas for FE teachers by recognised sector
bodies? It is important, however, that teachers’ informal learning dialogues are aligned with sector
andCPD aims embodied in ETF’s Professional Standards (2014)lefsar®del is aseful new
focussing tool to employ in answering this question, allowing comparison of informal learning
dialogues with the formal CPD curriculum and the Professional Standards which codify it.

‘Pedagogyens dialogues can find favour with those setting standards and steering FE CPD as

discourses display a good fit with the ETF Standards’ domains of ‘professional skills’ and
‘professional knowledge and understanding’ (ETF, 2014:2). Teachers discuss what works best in their
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teaching, evaluate their practice against theory and research evidence and patrticipate in dialogues
around classroom strategies and use of learning resources.

Pedagogy lens dialogues are rooted in Biesta’s qualification domain buhdifighowledge

possessed by an expert’ through dialogues around roles, strategies and resources, the ‘how and with
what' of practice (Gregson et al, 2015:5). Parallels can be drawn between pedagogy lens threads and
the FE teacher training curriculum, albeitorganic form, free from assessment. Teachers engage in
activities ‘associated with the processes through which impact occurs’ (Gardner, Holmes & Leitch,
2008:99), discussing perennial, complex challenges such as building learners’ confideetleaa

more mundane annual events such as course induction.

Comments from leaders, managers and teacher educators participating in interviews and focus
groups corroborate the value of pedagogy lens dialogues. Managers are critical of the compliance
agenda of much mandatory CPD, one describing it as ‘teacher training, not education’. Online
dialogues provide opportunities for ‘subverting’ CPD agendas and are described as ‘valuable’,
meeting teachers’ needs with their ‘collaborative’, ‘contextualised’ natgigngopportunities to
explore ‘challenging’ and ‘critical’ questions.

Evidence-informed practice is not developed through solitary reflection but is intentionally
undertaken incommunity by educators using social media. Biesta’s socialisation purpose of
education embraces how ‘adults become part of existing traditions and cultures’ (Gregson et al,
2015:6).

Dialogues under thesarningcommunity lensevidence CPD aims aligning with the ETF Standards’
‘professional values and attributes’ domain which requires teachers to ‘build positive and
collaborative relationshipg2014:2) Teachers use online dialogues to connect and support each
other to manage careers, seek opportunities for new professional trajectories, update subject or
vocational knowledge and access educational research. Dialogues on progression to Doctoral or
Master’slevel study oseeking advice on undertaking practitioner researcher projects show teachers
seeking career and academic progression, forming research identities. Discourses around
professional memberships evidence an intention to play a ‘progression gardeshowpeers

seeking guidance on qualificatidrased or professional programmes set out by Government and
overseen by recognised bodies. Online dialogues help peer connections but also aid links with
parents, employers and industry contacts evidencintgtpersonal relations, shared knowledge,

and negotiation of enterprises’ (Wenger, 1998:85) areas prized by the Professional Standards.

An ‘ecological conceptualisation’ of community requires a broader consideration beyond
socialisation. Alternative pregsional networks enable teachers to work against ‘local constraints’ to
cultural, structural and material resources, a key step in formation of professional agency (Priestle
& Biesta, 2015:10). If teachers judge ‘practieahluative’ aspects of agenpid:15) the support,
environment and resources provided locally by conventional networks to be appropriate and
sufficient, then participation in alternative online networks would likely be redundant. Presence of
online dialogues evidences that participatitegchers are not finding supportive environments in
their local areas and existing conventional networks.

A curriculum leader participating in allinterview § unsurprised that educators fail to attend

‘poorly designed’ mandatory CPD which fails to meet their learning agendas. Managers judge
informal community dialogues to be ‘valuable professional conversations’ allowing critical, informed,
peer-led, contextualised discourse. Another manager welcaimespportunities to broaden
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professional networkthat the communities afford. She has been introduced to information which
she would not have found without participating in the community dialogues and notes that
discourses are ‘wonderful for getting answers to questions’ for isdlsgachers.

Meeting Needs in Isolating Times - Not Curing All llIs

Managers describe online community dialogues as ‘all about autonomy and agerithouaht-
provoking’ and ‘innovative’, but leaders contributing to the focus groups and interviews rctivatu
brief online dialogues are no panage® substitute for sustained professional discourses. Managers
concur with Coffield that developmental collaboration must be actioned in a practical sense or
teachers will be ‘sharing, but not implementing, good practi2g®l1(: xiii).

Informal communities are valuable springboards to agentic professional learning, but are beginnings,
not ends in themselves. A description of informal online dialogues aspharas’ by ananager is

powerful. He notes that commuities provide ‘virtual help’, often ‘technicist’ in nature. Informal

learning is described as ‘accidentatiessy’ in need of formalising through deeper, purposeful
discourse.

Twoother managers also consider that informal online dialoguesat draw ina new audience;

doubt is expressed that educators wtrticipate in informal, online CPD while rejecting

conventional opportunities. Online dialogues are thought to be populated by a constituency of
teachers already active in professional networks, committed to ongoing CPD in their organisations.
Managers bld that these educators have found new professional dialogues wherecteset the

CPD agenda, an agency they cannot exercise in theirooganisations.

Drawing upon this evidence, the response to research question 2 is that topics discussed during
informal online dialogues align well to the ETF (2014) Standards and can be said to address key CPD
areas for FE teachers set by recognised sector bodies. FE managers and curriculum leaders concur
that onlinedialogues are valuable, babund notes of cautiothat they are merely springboards to
successful professional learning and are currently reaching only a constituency already committed to
CPD and agentic professional networking.

Adding the Fibres of Teachers’ Voices to the Cable of Evidence

Critics otthe value of informal online dialogues will rightly make the argument that the presence of
discourse on ‘topic X’ is not evidence of meaningful professional learning. A rebuttal to these
criticisms is to draw parallels between informal online dialogues and one-off, fafee¢cCPD

‘events’. Professional learning does not occur through random proximity effects and whether
dialogues are valuable is decided not by occurrence but by consequent impression. Explicit focus on
learner outcomes as a success metric for CPD is problematic. Establishing positivistffest k-

teacher CPD on learner success given the array of variables in play between 1 learner group and its
peers or 1 college term and the next is not possible (Whitehousel)2Tbffield identifies ‘serious
weakness’ in linking more effective teaching to improved student achievement as practice
development ‘boils down to’ that which achieves better exam results (2017:4).

An interpretivist stance is required, seekisgpbtle qualitative impact indicators to determine if
informal online dialogues can be said to increase teachers’ agency, confidence aafticsady,
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improve progressioopportunities or indicate that educatodevelop ‘capitalmakingthem better
supported intheir work roles (Gregson et al, 2007:29). The response to research question 1 calls for
the authentic voices of teachers using informal, online communities and the community founders
and moderators who instigated and now moderate them. Question 1 dd&e, do FE teachers who
participate in online educators’ networks consider that they are engaging in meaningful
professional learning?The 3lensmodel proved a valuable device which met with approval from
participating teachersegardingits completenessThe model allowed practitionete compare and
articulatekey differences between agentic, informal CPD and its formal, mandatory counterpart.

Teachers participating in interviews and focus groups use vivid vocabulary to desadhérmal,
mandated CPD as ‘tiddox’, ‘lip service’, ‘instrumentalist’, ‘mechanistic’ ‘contdite’ and
‘compliance-focussedThere is criticism of organisationallb mentalities’ which restrict or remove
opportunities for peer dialogue making teachers’ work ‘very isolating’.

In informal, online dialogues, theory and research evidence is explored yet discourses draw from
classroom experience and evidence situational approaches involving what Sennett (2009:288) terms
‘shared experiment, collective trial and error’. Teachers demonstrate that they value task-
orientated, problemcentred pedagogy, developing practical wisdom and seeking to be builders of
‘theory that grows out of practice’ (Scales, 2012:1). Teacher voices from interviews and focus groups
report ‘meaningful’ online peer dialogues preferable to ‘hierarchical’ arrangements in place within
organisations;equity’ being a common theme. Dialogues agdd to challenge opinions, give

practical advice, to allow teachers to ‘turn outwards'gain exposure to new ideas.

The 16words think piece evidences teachers describing the dialogues as critical, supportive,
engaging, immediate, accessible, thouginbvoking knowledgeable, practical, enriching and

worthwhile. It is notable that teachers also choose to use their 10 words to evoke the ethos of the
dialogues as well as the outcomes. Dialogues are described, in stark contrast to the descriptors used
for mandatory CPD, as beingllegial, equal, opeminded, hierarchyfree, democratic, equitable,
accessible and inclusive, summed up by one teacher’s use of the word ‘trust’.

Tempering the Accolades: Power Dynamics Cross the Digital Barrier

Informal online dialogues can be problematic. Significant challenging traiteetensions and

power dynamics highlighted by 1 moderator and 2 regular participants. Though these individuals are
in the minority in raising concerns, and note that tension is not a regular occurrence, we should not
ignore warning signs of community discord.

Aregular communityparticipant encountered ‘boisterous mansplaining’ from a male in a senior
position which she reports she was happy to rebut. The exchange movetvabdeprl:-1 email
dialogue away from the supportive communggze at the instigation of the other party. We may
speculate that a less confident individual with fewer years’ experience in FE may have been
intimidated by this trajectory. A community moderatoorroboratesthat tensions can occur,
explaining that she had to ‘weigh in’ on occasions to ‘set expectations’ for courtesy. Sk¢habte
any interventionsweredue to animated, contentious dialogues getting out of hand rather than the
presence of sigficant aggression.

Power dynamics and crossector tensions seem, on occasion, to cross the digital barrier with ease.
Social media dialogues ‘offer opportunities to circumvent traditional power relationships’ (Cohen,
Manion & Morrison, 2017:458) and subversion of embedded management agendas by teachers can
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be met with resistance. An ‘online disinhibition effect’ allowstggrants to share feelings and
problems online that they may not reveal in persdie ‘messy democracy’ of social media ‘affords
particular kinds of robust interaction’ which can be productive but also ‘hypercritical and forceful’
(ibid:462).A regular online community participant notdsat tensions in onlingialoguesmirror
segregations in a fragmented, competitive FE landscape in which individuals define themselves in
very different ways which is ‘divisive politicallle oldsthat some managers caider the
communities ‘a threat’ as alternative dialogues ‘allow people to circumvent... institutional
narrowing’.

The benefits of informal online dialogues articulated by educators and community founders are not
nullified by tensions inherent in them but are modulated by problematic aspects. The fact that
animated, challenging and critical dialogues are occurring can be viewed as a positive outcome, but
the presence of tension reinforseaneed for respectediirm moderator presencgin online

communities.

Despite tensions, which are likely present in any professional dialogues, a response to research
guestion 1 is that participating educators report exercising agency to engage in critical, challenging
learning dialogues. Teachers discuss evidence-informmatkgies, exchange resources and provide
signposting to professional opportunities in a mutually supportive network. What seems most
important to teachers is that they are authors of their own CPD agenda, able to propose and discuss
topics which have diie relevance to their professionabntext.

Identity and Voice Threads: A Rival Hidden Curriculum is Woven

To this point this review has focused chiefly on the pedagogy and learning community dialogues and
on teachers’ and managers’ responses on pedagogy and professional networking. A fuller response
to research question 1 concerns teachers’ activity in the socialisation and subjectification domains
Socialisation can act to reproduce existing traditions, inculcated ways of being imposed by
insinuation ‘behind the backs’ of teachers and students (Biesta, 2005:6) via a ‘hidden curriaalum’
engine upholding existing inequalities and maintaining the status(gedy, 1999:8)

Again, the 3ens netnographic model of informal online dialogues proved valuakkeril to

identity and voice lens dialogues allowed thgening up otonversations on corealues and

identity. Using this lens, teachers were able to articulate cleahigtwits at the heart of their
professional valueandframes their ideals regarding the core purpose ofB&y.ond discoursesn
sanctioned CPD, subvagnilies in online FEommunities’ advocacy of ‘neconventional CPD’.
Participants encourage peers to participate more widely in informal networks. A teacher
participating in an interview calthe communities ‘activism spaces’ and another, considering the 3
lens model, noteshat identity and voice dialogues resonated as ‘particularly powerful’ because
participation is ‘about having a voice and exploring identity’.

Agency involves presentingctive resistance’ to challenges to moral standpoints rather than
‘following unproblematic trajectories’ (Biesta, 2005:20). Teachers use informal dialogues to become
less heavily influenced by the ‘thematic priorities of others’ (O’Leary, 2018:2) who seek to set the
CPD agenda from within the sector and beyond. Coffield (2017:45) notes that a key mission of
teacher CPD is the building of professional confidence adtpehallenge to the ‘assumptions,

methods and findings’ of those setting the professional agenda. Sennett highlights the beneficial,
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defensive properties of the commune in this respect. Challenges to craft worth or achievement can
be rebutted only by community, as without it professionals lack a ‘collective shield’ against the
verdicts of their critics (2009:67).téacher in an interview response natthat FE's competitive

climate has caused peer dialogues to ‘st@tiother speaks evocatively of having ‘lost the battle’

with managers who are uninformed of what occurs in the classroom, unawvidrew the

‘ambiguity’ of teaching defies argymplistic solution.

A ‘vibrant democracy’ requires that teachers are able to exercise autonomy over their practice
considering the ‘ideas, values and beliefs’ by which inform and justify teaching (CofiiEld4 R
What we may witness in informal online communities is the birth of a fledgling, rival hidden
curriculum, a ‘shift in discourse’ provided through confidence in numbers, Sennett’s ‘commune’
providing ‘space for ideology to play’ (Bernstein, 1996iagsont Hillier, 2015:111).

Formation and articulation of teachers’ identities and values occurs in the rival curriculum of the
identity and voice lenglialogues. The subjectification domain’s consideration of ways in which
education ‘impacts on ougualities as a personBiesta, 2005:6) and its potential for learner
dis/lempowerment is key in these dialogues. Equally, the ways in which a teacher's core identity and
beliefs impact upon curriculum design and classroom practice are central issuestoEsinote the
‘added value’ which informal communities bringrélease from ‘stuckness in organisational

thinking’, ‘escape’ from mandatory ‘banalityenabling them to ‘reclaim professionality’.

Teachers use informal dialogues to evaluate values and beliefs in a critical way which transcends the
scope of the ETF Standards (2014). Under the Standards’ remit, stakeholders considered are
learners, employers, peers and organisations that teachers work in and with. Identity and voice
dialogues reveal signifinhadditional focus on learners situated in their family and immediate and
wider community and, beyond this, on students as active, political, global citizens. The 10 words’
think piece activity revealed that educators use the words ‘subversive’, ‘provocative’, ‘activism’ and
‘empowering’ to describe community participatioBocial Purpose Education values are evident

casting teachers as activists as well as educators, doing work which possesses a ‘moral charge’, a
focus on ‘egalitarian and humanistic was’, commitment to democracy (Johnston, 2008:1).

Dialogues invite wider consideration of phronesis and its ultimate aim, building of praissvalue-
and emotiontaden endeavour requires teachsto ‘realize excellences... constitutive of a
worthwhile way of life’,which has ‘formed and revealed one’s character’ (Dunne, 1993: 256).
Rather than viewing themselves simply as theimfprmed technicist makers judged by achievement
of outcomes, teachers join online communities where identity-informed piaxisderstood and
valued.A community moderator reinforces the social purpose stance, holding that participation is
about asking, ‘who are we?’ noting that communities allow organising outside institutions ‘around
social democratic ideals’ which definaifdundamental identity’.

Teachers wish tinfluence the content and direction of the curriculum, regarding learners not as
‘docile listeners’ but as collaborators and-designers empowered to view reality as ‘in process, in
transformation’ (Freire, 1968:81). Teachers wish to frame their own professional learning in the
same vein. Ethically committed praxis is evident in dialogues around redressing a ‘white curriculum’,
‘decolonising the curriculum’, promoting community and women’s voices, dialoghiet recognise
intersectional perspectives (Crenshaw, 1994 interviewparticipant's comment sums up her

teaching goal as ‘to empower, help the next generation’ echoes this ethos.

Teachers’ habitus, the ‘dispositions... and structured propensitiesrb, tieel and act’ is created
through socialised norms, dependent on social assets such as community (Navarro 2006e 16).
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habitus evidenced in informal online teachers’ communities speaks in opposition to sdfiesof

received wisdoms. Discourses are critical of performative,-ftatassed priorities and quality

assurance and improvement processes. Quality systems are framed as reactions to an inspection
regime lacking nuance and sound methodology, evidenced by dialogue threads such as ‘talking back
to data’ and ‘When did T&L become data?’

Also evident are criticisms of funding levers used by Government to steer curriculum and the scarcity
of support that teachers can draw upon to facilitate learning. Participants are aware of issues around
intersectiondity, being critical of reductions in funding for SEND and ESOL programmes specifically
because they consider these learner populations to be already marginalised and disempowered.
Criticisms of cuts to the Educational Maintenance allowance (EMA) afféetingers from deprived
backgrounds and lack of local assistance for disabled learners are criticised.

Pulling the Threads Together, Acknowledging a Significant Absence

This thesis began by asserting that online communities require ‘renewed scrutiny’ as there is no
informed consensus on their form or impacts (Lantz-Andersson, Lundin & Selwyn, 2018:303). A
netnographic study has added to the knowledge of the form of online dialogues, modelling them
using a émonth sampling. Pedagogy and learning community dialogues can be mapped to the ETF
(2014) standards and linked to work by authors of key texts on practice development providing
entwined ‘fibres’ in the ‘cable’ of evidence of value (Gardner, Holmes & Leitch, 2008:98). It can be
argued that the mere presence of identity and voice dialogues, dialectics around learner and
community empowerment provide evidence of seeds of emancipatory praxis. The sustained
presence of emancipatory dialogues over 6 months of netnographic observation signify teachers’
need forand valuing of these discourses.

This thesis has provided evidence through interview and focus group contributions that FE teachers,
leaders and managers find value in informal online communities and that the discourses focus on
areas of direct relevand® professional learning. Imprints of informal learning codified in Jeffs and
Smith’s flexible model are present in community organisational structures (1:9%).&raut (2000:

12) would recognise onlineommunity work as ‘reactive learning’; it is spontaneous, prompted by
unfolding events and natural opportunitieBhe examined communities can be said to exhibit

imprints of transformative CPD as dialogues ‘support increased professional autonomy’ (Kennedy,
2005:16). Sennett's notion of a ‘vigorous cutmaterialism’ (2009:326) allowing teachers to be
critical of power structures and the ideologieshind them is evident. Educators question the ethos

of mandatory CPD activities and critique the context and political implications of their learning.

The area in which limited evidence can be presented is in response to research question 3, What
evidene do educators report of any formal recognition of impact from informal online learning
opportunities? Participatory, situated learning in inforne@immunities ofpractice is ‘ubiquitous...
ongoing... often unrecognized’ (Wenger, 1999: 4). McGivney reminds us that informal learning goes
unacknowledged by participants and organisations and Eraut (2004: 249) holds that it is ‘largely
invisible... taken for granted’. These words on unrecognised informal learning resonate with the
findings of this thesiOnlyOne interview participant reports formally recognising and logging
participation in informal online dialogues as a part of her annual CPD.

It is possible that other online dialogue participants may have internalised the value gained from
communily participation. In a sector which prizes hamutcomesfocussedmpact evidence, CPD
which is informal in nature may remain equally informal in terms of acknowledgement of its worth.
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Informal learning may remain of intangible benefit to wider professional practibe iéctivity

cannot readily produce data on improved learner outcomes. Provision of ‘proof’ of impact is a
challenge for all advocates of informal learning, online and off. Though ‘measurable and observable
are not equivalent’, subtle, shoterm changesd practice can be ‘implausible or difficult to observe’
(Gardner, Holmes & Leitch, 2008:89).

If gathering of conventional evidence‘isndered impractical’ in informal scenarios (ibid:89), then

the capture of a 3-lens model of community engagement and the gatherimgliofdual, authentic
voices of expert teachers can be the foundations néw evidence base for impact. Anterview
participant who logs time spent in online community dialogues as CPD also uses dialogue outcomes,
and associated resourcgatheredonline, in formal, face-tdace CPD in her organisation. She may

be a lone voice evidentialgpeakingrom this thesisenabling Twitter dialogues to cross the

infformal learning barrier, buGoldingBrown and Foley agree with her stance, holding that we
should not regard informal and formal attributes of learning as ‘somehow separate’. Our task is to
‘integrate or hybridize them’ as ‘interrelated whether we will it so or not’ (2009:52), Coffield’'s
(2000:1)in/formal learning ‘iceberg’ is, after all, one continuous block of ice, demarcated only by the
waterline.

Language Changes, Leaving CPD Behind

Informal CPD may occur and go unrecognised, but an alternative possibility is that words have
become separated from action where CPD is concerned. Language use is a key concept in this thesis,
but a problematic one. Language lags behind change as itggtedhthrough conservative tradition,

the complex nature of language providing further resistance to change (Culler, 1997). Language may
exhibit synchrony, having commonly understood static attributes, or may show diachrony, variance
within a system due to historical or political events (Saussure, 1916). Through new uses of language
we ‘attempt to bend or reshape... the categories through which we unthinkingly view the world’ to

‘see a different reality’ (Culler, 1997:59-60).

The results of language changeybe what we observe in CPD in FE. Rather than declining,
professional learning may have ‘moved with the times’ due to ready availability of online,
asynchronous discourses informal communities. Perhaps professional learning in FE continues
but is separated from its signifier as educators participate in CPD informally but do not recognise or
document it, especially when the activity is undertaken without organisational mandate.

An alternative perspective advanced by an interview participant is that teachers report that they are
undertaking little or no CPD because they do not regard mandatory, performath@uise‘training’

to be CPD. Events informing teachers how to use organisatiocaiment templates or a new data
management systemra dubbed ‘teacher training, not CPD’ by an interview participant. Such events
are not considered to be CPD by teachers because no meanimgfagssionalearning occus.

Gregson and Hillier (2015:111) note that concepts can be ‘slippery’ and ‘exported from one
discouse to another... convey quite a different meaning’. The term CPD may have been
appropriated by sector bodies and understood by some organisations and leaders to be a narrow
range of mandatory activities, the embodiment of the behavioural objectives mode&ohing.
Dunne’s criticism of this ‘royal road to efficiency’ intended to rescue teaching from ‘woolly-
mindedness and muddle’ delivering rational, accountable practice (1993:8) is that it denies the
messy business of teaching. The concept of engagemiéimiearners is neglected. There is no
‘psychic tension’ and emotions are permissifolely as the content of certain affective objectives’
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which the teacher is able to plan and contréi.can be argued that the majority of FE teachers
would fail to recgnise a classroom ‘disembedded’ from ‘cultural or political contexts and traditions’
finding it far from the ‘tacit and nuanced ways’ in which they interact in practice (ibid:15).

If the link between practice and moral purpose or situated culture has been severed in simplistic,
causeeffect ‘when X happenslo Y’ training sessions, it can be appreciated why such events are not
regarded by teachers as CPD. Ideas can be used to ‘promote and legitimize the interests of specific
groups of people’ dominant in society (Bernstein, 1996, in Gregson & Hillier, 2015:111). Perhaps we
are witnessing battle for the heart and soul of CPD’ played out in just the same way as we see
tensions between education being viewed as ‘learning for earning’ or being considered a lifelong,
holistic need and entitlement.

What Goes Usaid: Notable Absences from Teachers’ Informal Discourse

This thesis has not adopted any significant aspects of postmodern methodology which tends to be
‘abstract... removed from a specific situation’ (Cohen, Manion & Morrison, 2017:73) as this
practitionerresearch is intended ‘for teachers’ in FE. Postmodern ideals do, however, chime with my
own celebrating ‘difference, diversity, subjectivity’. Their relativistic perspective on ‘what constitutes
worthwhile knowledge’ resonates with this thesis’ exploratafriinformal CPD and, as | am a

contributor to the dialogues investigated ihis thesis, | am ‘part of the world’ | research (ibid:25).

Themes addressed in this thesis show similarities with aims of postmodern discourse analysis even if
there is no ‘exptiit agenda’ of critiquing inequality or seeking to ‘transform and emancipate society’
(ibid:687). Critical theory’s focus on the emancipatory potential of diverse perspectives, the ‘revolt
against cultural control’ through ‘questioning of received wisdofRsing, 2015 in Cohen, Manion &
Morrison, 2017:25) echoes themes emerging from identity and voice dialogues. A nod towards the
critical dialogue analysis strategy of examining ‘what goes unsaid’ is valuable at this point as
examination of the formal CPD agenda can help to throw into ridleinformal online dialogues.

We shouldask ‘what areas seem absent or infrequently addressed in teachers’ informal online
dialogues which are evidenced in formal CPD events?’

A review of the CPD offer from major secstakeholders The Association of Colleges (AoC, 2018)
undertaken concurrently with the netnographic research revealed pedagelgyed workshops on
‘Promoting Independent Learning’, ‘Student Mental Health’ and ‘Maths and English Development'.
The remainig AoC events were of a performative nature; 5 were performance-gddéded, 9 were
finance-or funding procurementelated and 4 focussed on improving Ofsted preparation and
performance. In the same time period, the ETF CPD &fe2018b:2018c) compsied 7 online

courses devoted to the discrete topics of Safeguarding, British Values, the Prevent Agenda and
Equality and Diversity, a total exceeded by 8 sessions on performance data management, funding
procurement and Apprenticeship provision.

A single otine module was offered by ETF with a focus on ‘Professional Values, Beliefs and
Behaviours’ (ETF, 2018c). Thiedlw module included peer observation, professional standards,
metacognition, assessment and feedback, communication, motivation and, finally, ‘evolving beliefs
and values'. It is of interest that the ‘evolving beliefs and values’ topic discussed learner motivation,
fostering creativity and the teacher’s need to acknowledge different academic routes, abilities, styles
and intelligences. Focus wpkced on the role of FE in securing national and personal economic
success through the development of learners’ employability and workplace skills. Transmission of
cultural identity and community tradition was noted in passing as a purpose of education, firmly
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framed in the need for preparing students for life and work in a global marketpldgis not to say
that identity-related dialogues are not undertaken in some teacleet ETF events such as
Professional Exchanges and similar networks, merelyifi&’©nline offer at that time has a
distinctly performative flavour.

Uncritical discussions around data collection and inspection performance did not feature as dialogue
threads in any of the educators’ informal online communities during the netnographic analysis.
Priestley and Biesta (2015:1) hold that educational policéas ‘actively dgrofessionalized

teachers’ through use of ‘highly prescriptive curricula’. The ‘frequency and extent of output
regulation’ in performative cultures has resulted in teachers distancing themselves from personal
values in order to ‘play thgame’ (2015:3-4). Reluctance to engage in uncritical-catd
performativity-centred dialogues sees teachers using alternative informal dialogues to distance
themselves from the policy agenda ‘game’ to set their own professional learning courses.

Dialogues on discrete topics such British Values or the Prevent Agendbsent fromnformal

online dialoguegxamined in this thesis. This does not signify that such areas are not considered,
rather that they are addressed in holistic approaches. Learnenhiehaand attitudes ee discussed

in threads such as ‘inclusion’ and ‘democratic adult education’, dialogues focussed on development
of learning spaces founded on equality, respect, tolerance and democracy (these being the British
Values). Informal community discussions reject piecemeal, tick box approaches to pedagogy and do
not consider promotion of British Values as something to be ‘embedded’ as a discrete competence,
developed in isolation from a wider inclusive curriculum.

Common formal CPD topics suas Apprenticeship delivery, employer voice and employability
certainly feature in informal online dialogues but are not given the significance and prevalence that
formalised CPD programmes place upon them. Informal dialogues focus instead on teaeméity’ id
and values and the core, holistic, lifelong purpose of educators’ roles. Informal dialogues
demonstrate commitment to social justice, promotion of ‘critical democracy’, a core belief that
education has a key role in preparing learners for ‘living well in a world worth living in’ (Aristotle in
Kemmis et al, 2014:27).

Topic variance between stakeholder-mandated CPD and agentic, informal dialogues speaks to a
disconnect between the formal CPD curriculum and teachers’ understanding of their professional
roles and CPD needs, their learners’ needs and what best serves learners’ wider communities. What
was unexpected from the point of view of my own preconceptions, even as an active participant in
informal online communities, was the proportion of dialogues tiaditwithin the scope of the

identity and voice lens.

Doxic Emergence: A Sign of the Times

FE teachers’ online dialogues evidence a CPD agenda which intersects with yet contradicts the
agenda, even the habituef sector leaders. A disconnectré&vealed between educatoraims and

the goals of those funding, setting and quality assuring the curriculum. Bourdieu, when describing
doxa, holds that what is essential to a group ‘goes without saying because it comes without saying’
as ‘tradition is silent, not least about itself as a tradition’ (1977:167). Though doxa can lead groups to
forget causes of inequality and adhere to seldent ‘relations of order’, doxean empower if it

enables questioning of legitimacy discourse (Bourdieu 1984: 471). Bourdieu conjectures that the
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doxic ‘universe of the undiscussed’ might be overhauled if ‘drastic-®odioral disruptions... give
rise to critical consciousness’ (Deer in Grenfell, 2008:118).

Coffield (2018) holds thatuch significant upheaval is now evident in the UK, caused by substantial
internal political shifts, impacts of austerity and the EU Referendum and-eatranal concerns
including climate change. We may now be witnessing crises sufficient to exacerbeteempower

doxic overhaul. Teachers’ dialogues originally intended for pragmatic professional leaarize
developing which question the tacit rules of the game of FE. By refusing to know their proper place,
a joining of informal community voices mpsovide teachers with opportunities for leveraged

cultural capital. If informal online dialogues consistently question rutsit@mping of

instrumentalist, neoliberal ‘learning for earning’ agendas (Biesta, 2005:688), Freirean, social purpose
counterpointscan build a reframed doxa. It will be important, however, for agents of any emergent
doxa to recognise their own assumptions and beliefs when assertiuglitsty or supremacy (Deer

in Grenfell, 2008:125).

The question of which CPD discourse will ‘dpigemony’, is inextricably linked to issues of power as
the ways in which ‘certain identities are legitimated and privileged over others’ decides value in
educational contexts (Golding, Brown & Foley 2009:35). Foucault (1988: 11) holds that we can build
‘spaces of freedom’ which host discourses in opposition to prevalent political clingatéal media
discourses may have a role in the building of such spaces. Informal dialogues allow teachers to
‘speak back’ to nediberal narrativesand the reframing ofeachers’ social and political identities can
allow them to ‘engage, invigorate and reconnect learners’ (Golding, Brown & Foley 2009:48).

An interview participant describes her subversion of a performative CPD agenda as ‘revolutionary
work’. Another sound a cautionary tone that the informal, online ‘freedom’ and ‘activism’ spaces
explored in this thesis can eviering a utopia of equality and emancipation. He notes that informal
dialogues can become monopolised by the ‘dominant voices of a few dozerepaagiremains
‘pessimistic’ about how informal communities camange education policy or ‘political

understanding of FE' in order to shape that policy.

Swimming Against a Weaker Tide?

This chapter opened by discussing the continued relevance of this thesis and closes by noting a
development in sector oversight since work began. A potential narrowing of the gap between
teachers’ expressed identity and purpose as articulated in this thesis and the FE chayateme in

the unlikelyshape of Ofsted's new Educational Inspection Framework (EIF) (Ofsted, 2019). Following
criticism of an inspection regime which rewarded immediate outcourdgen, ‘teach to the test’
learning,the revised EIFdok effect in September 2019. The framework ‘expresses the shift and
refocus’ of inspection process towards ‘quality of education offered, focussing on how teachers
implement knowledge scaffolding’ in an ‘incremental process of helping learners to make
comections between the new and what has already been learned’ (TES, 2019:1). There appear some
echoes of the desires expressed by teachers regarding the need for holistic, broad learning in the
adjusted ethos of the new EIF.

Whatmaynot have changed so radically is FE's learning agenda, the ‘what’ rather than the ‘how’.
ProfessionaStandard 2 (ETF, 20l4)quires teachers to ‘evaluate and challenge... practice, values
and beliefs’. It was argued, playfully, gan this thesis thatvhen an educators’ ethi¢audit reveals
values and beliefs running contrary to the ETF standards and the prevalent sector ideology that
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these standards and ideologies may, like the deity in The Hitchhiker's Guide to the Gialgky
disappear ‘in a puff of logic’ (Adams, 1979:6:23).

Areas such as development of ‘embedded’ English and maths skills, fluency with technology and
consideration of employers’ needs were deemed of significant importance to be explicitly codified in
FES Professional Standards, setting these areas as key benchmarks for teachers’ CPD and a focus of
their performance appraisals. Key themes identified as the focus for the ‘identity and voice’ lens

which can be summarised as ‘education’s democratic, social purpose’, ‘holistic views of the learner
and their Ife’, ‘community, belonging and voice’ and ‘learner as active, empowered political citizen’
are not found in the vocabulary of tHeTH2014) standards.

Biesta urges teachers to balance educational purpose during ‘moments of judgement’, by
guestioning what we ‘seek to achieve’ and how we ‘organise and enact’ practice based upon ‘values
and preferences’Gregson et al, 2015:6-7). A significant balance ‘moment’ is required during conflict
situations when teachers encounter tensions betweerecealues and facilitation of a contrary,
mandatedcurriculum. Teachers may be ‘pulled in different directions’, required to make ‘trade offs’
(ibid:8) to accommodate different interpretations of educational purpose and the standards held by
practitioners,learners, managers and those funding and judging FE.

Teaching is not ‘about the production of things’; we do not ‘produce’ students, they are the ‘human
beings we encounter in educational relationships’ rooted in communication (Biesta, 2018:18).
Teachers must consider their purpose and develop ‘the artdtgltexis’, the ‘good action’ at the

core of subjectification domain to ensure that learners can become ‘subjects in their own right, and
not stay or become objects of the actions and directions of others’ (ibid:18).
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Recommendations for Sector Action and Further Research

What Next for This Thesis?

It is hoped that this practitioner research thesis has ‘conceptual’ and ‘enlightenment’ potential
(Gardner, Holmes & Leitch, 2008:92), providing new ways of framing teachers’ informal online
communitiesand the wider CPD agenda they promote, offering insightsaatomunity benefits
and challenges

Thisresearch has produced a tangible, valuable new focussingrtaloé form of the 3lens
netnographic modebf teachers’ informal online dialogues. The modatity has been proven in
dialogues with teachersallowing discussion armbmparison of informal learning encounters with
everyday practice and enabling practitioners to explore the formal fl6E3set for themin the
sectorthrough FE'sProfessional Standards.

Experientialevidence such as the authentic voices of FE educatsoaidsstakeholders’

understanding by providing a relatable, ‘real world element’ (ibid:R&semination of practitioner
research may ‘give visibility’ to research outcomes but, much like informal online dialogue, there is
no guarantee of impact on FE policy or practice. Work may be ‘forgotten or even unknown’ to policy
makers and implementers (ibid:92). Practitionesearch conferences and publications and FE
networking events will aid wider dissemination and discussion of this thesis and it is encouraging
that | can now reach larger, more diverse audiences by leveraging social media.

This thesis has raised as many questions as it answers. Researchers should seek taeaapdtse
online learning community rhizome and establish if there is new wine sitting in digital botties, a
whether dialogues amplify an emerging, emancipatory dox&liatlenging times. Theutcomes of

this thesis will benefit from discussion by FE teachtetscher educatorand managers. This chapter
closes with a summary of the main thesis conclusions linked to recommendations for those working
in and with the sector and highlights the nefedl further research.

Summary of Conclusions anecBmmendations for Consideration

This practitioner research is intended for teachers, so they are the first constituency addressed.
Informal online communities are no panac@aere are tensions and ‘messy’ undocumented
outcomes, but their popularity evidences a welcome chorus of voices at a time when teachers report
a growing sense of isolatiaraused bysilo’ working. This thesis closeg linking ‘headline

summares’ of its conclusiosto practical calls to action for those working in tRE sector ohaving
oversight for it

To Fellow Teachers

Finding:

Informal online communities allow FE practitioners to engage in valuertjcal practice and

identity focussed dialogues which aid practice development and reduce isolation in an increasingly
fragmented sectorParticipating eachers should encourage and enable peers to joiformal

online learning dialoguesproviding thepeer support requiredo allow new community members

to gain full benefits and successfulhavigate the challenges of social media environments.
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Beyond tis, allFEpractitioners should be practitioner researchers, investigating their own
practice, whatever form it may takas this is greapersonal and professional value in this action.

Recommendation:

Participating teachers should actively encourage peers to join informal online dialogues, to ‘dip a
toe’ into online community water. Advocacy for the value of alternative dialogues and calls for peers
participation first need to be instigated in convental faceto-face networking spaces. ‘Lurkers’ and
those resisting community participation quote shortages of technology access, digital skills shortfalls
lack of knowledge of social media etiquette (‘netiquetiaid selfconfidence barriers as deterring
factors Sympathetic peer support and guidance is requiRalticipating teachers also need to raise
awareness of community value witheir managers and to sector policgakers, inviting them to
experience alternative discourses, lest the community djagsbecomean echo chamber.

Moreover,| strongly encourage REachers to become researchers into their own practice if they
have not already done so. Practitioner research &fésrded me an invaluablepportunity for

personal and professional developnteas well as allowing nte lend myvoice to the evidence-
informed practiceébasein the sector. Bllowing my experiencewith the writing of this thesigl

highly recommend practitioner researtt educatorsas an engine for personal apdofessional
growth. Beyond simple practice-building, research allows practitioners to explore their identity and
to question or affirm their place in the sector, enabling them to be a more confideoie

connected part of adult education.

To Fellow Teder Educators

Finding:

Entrantsinto teacher education in FEnd indeed teacheeducators, need to be enabled to
integrate use ofonline communities and learning technolags and wider informal learning into
their developing pedagogy in an informed, evidenbased, contextualised mannetJse of the 3
lens model and the authentic voices of educators conveyed as vignettes in this thesis can be
valuableas devices to allow teachers to explore and discuss inforswdial mediabased
pedagogies and integrate them into practice.

Recommendation

The 3lens netnographic model can be used as a powerful focussidgomparison toollts use will
allownew FE teacherandtheir trainersto explore he contrasts infocusbetween popular online
communities'informal learningthe formalteachertraining curriculum andheir own organisation’s
in-houseCPDprogramme. This comparison will allow them to explatgat might be missing from,
or less well addressed ifgrmal programmesBeyond this, exploring the detail of the dialogue
threadsunder the identity androice lens in particular caencourage practitioners to explore their
own core values, taskhow these relate to the Professional Standards for the sector and discuss
how identityand values impact upon practice aptbfessionabdlevelopment needs.

Teachers are urged to take ‘social constructivism to the digitaltage€jaergaarcand Sorensemwho
hold thatextensive teacher training is needed if educators are to devise ‘authentic pedagogic
designs’ for online communjituse(2014:1). Organic, rhizomatic community growth is energetic but
haphazard, so future development needs to be on an eviddrased footig. The 3lensmodelcan

be used as a device when discussing and developing digital pedagogies for use in digital social
learning Use of the model herallowsfocus tobe placed orall 3 necessary aspects of critical
informal dialogudor teachers, pedagogy, community and identlty addition, the authentic voices
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of FE teachers conveyed in vignettes in this thesis can be used as case study excerpts to advocate for
the value of and challenges inherent in social media communityarggofessional learning.

Informal online communities now extend to draw in teachers workingompulsory, schodbased

education and also reach intdigher Education so the 3-lens modeld vignettes can be equally

applicable as discussion and comparisongdelyond FE to examine any educators’ discourses.

Wenger (2007, in Smith, 2009:1) notes that learning communities comprise those seeking ‘new
forms of expression’, undertaking the important work of ‘defining identity’ and an alternative voice
expressing a broader identity for educators is emerging from educators’ informal online spaces.
Teacher educators must become evidence-informed users of online communities if they are engage
trainees in reflective use of them. Trainees’ engagement shioediin with reviews of research such

as this thesis, continue with nuanced appraisals of community value and be followed by initial
participation allowing netiquette to be mastered, digital pedagogies to be explored and skills
challengego be overcome. Teachers should be encouraged to learn from their own learners, some
of whom may well be less circumspgaotit more experienced, adept users of social media.

To FE Leaders and Managers

Finding:

A significant and broad evidence base developed over decadesicuosfthat teachers need to be
allowed to exercise agency in decisions and actions around their professional learning. FE’s highly
contextualised learning scenarios and diverse adult learner groups make it particularly unsuitable
for one-size-fis all, bite-sizedteacher CPD ‘events’. Practitioners are highly critical of the
performative, instrumentalist CPD agenda prevalent in the sector. Thash to be regarded as
experts who should decide and action their own professional learnifitpeyneedto be given an
investment of time and funding and allowed to form learning network®th on and offline.

Recommendation:

Mandatory CPD has been criticised by teachers contributing to this thesis as uncontextualized and
bite-sized, not allowng continuing, deeper dialogues on personal meaning or application of learning
to classroom contextdhe authentic voices of teachers represented in this thesis can be used by FE
managersas a reflectiorprompt, encouraginghem to considethe differences revealed between
informal online CPD and its formatandatorycounterpart.Leaders and managers should explor

the form anddifferencesin themes between the CPD they pro@ignd the professional learning
undertaken in community where educators exercise agency in CPD choice.

The voices of teachers who use agency to engage in informal dialogues @&Bilndeeds should be
acknowledged and encouraged. Both teacher educators and CPD managers could capitalise on the
popularity of informal online dialogues by using them as a model and a primertiouge CPD.
Strategies such as that employed by an interview participant of taking online dialogue outcomes
back to her organisation &PD discussion topics, so hybridising the dialogue, must be considered.
Ways of successfully integrating such hybrid learning infjor&&itioners’ existing pedagogy need to

be explored and researched to better inform the sector of new ways of working.

To Government and Sector Bodies

Finding:
FE’s Professional Standards reflect Government priorities which cast teachers as makers of skilled
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employees for the workforcerealisingan ‘learning for earning'agenda(Biesta 2005, 688)
Employability, Functional and technologielated skills are prioritised. The ETF Standards
somewhat intersect but remairat odds with the identity and values of FE teachers. The 2014
ProfessionalStandards should be reviewed and be authored and owned by the teachers. Teachers
should be served by ceoreated professional standards not be made simpglybject to themas part

of an appraisal process

Recommendation:

TheETHProfessional Standards devised for and with theé&dor are now ove years old (ETF,
2014) and give employers’ needs primacy, fixing the role of FE as a provider of ‘learning for earning’.
The informal dialogue vignetteand 3lens model developed in thikesis highlight mismatches
between FE teachers’ values goiibrities and the current Professional Standariikese differences
arewitnessed patrticularly in the authentic voices of contributing teachers and the themes of the
‘identity and voice’ dialogues. Identity and voice dialogues provide a tantalising glimpse of a
democratic, sustainable, post ndiberal world where education has significdatus on self-
empowerment anctlearpurposebeyond and outside formal work structures. Practitioners prize
identity-focussed dialogues highdynd it is time for these discourses to be introduced fultg iine
world of formal teacher CPD.

Recognition of the need for growth of the self and the intrinsic value to learners’ health, wellbeing
and family of lifelong learning needs to be codified. Omitted from the Standards icsigni

recognition of teachers’ desire to develop the learner as a whole person, as an empowered, political
citizen of local community and global society. Absence of recognition of learners as active ‘world
citizens’ at a time when climate change and shiftingtigall agendas have global and local impacts is
stark. Low electoral turtout and apathy amongst younger voters in particular is bemoaned, but no
mention is made in FE's Standards of promotion of active community citizenship, social responsibility
or of issues around sustainability which particularly impact FE’s younger learners. FE's Professional
Standards have become somewlrattdated, overtaken by circumstance.

A need to remain apolitical yet still be relevant to those teaching in a world with divkrsal g

challenges needs to be embraced by the Standards, yet their economic capital focus suggests that
they are already somewhat political in nature. Abaancing rather than a rewriting of the ETF
Standards is in order. Online dialogues emerging under the identity and voice lens suggest the need
for a realignment which better considers teachers’ stated core values and idastgrtners in a
learners’ journey to independence and happiness as well as to the workplace.

To Fellow Educational Researchers

Finding:

Furtherresearch is certainly requiretb gather more concrete impacts from informal online

learning activitiesand how these may in turn give rise to other communities in a rhizomatic

network. How hybrid, social learning models might successfully be used more widely in FE requires
further exploration. Though it is more challenging to gather imprints from informal, spontaneous
professional learning, if its value is to be acknowledged and lessons are to be learned from any
successes it yield$urther practitioner research projects are necessary to better investigate it.

Recommendation:
The area of informal learning in general and particularly that of online dialogues is a topic ripe for
further research. A sustained examination of informal online dialogues and more particularly any
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tangible impacts they may have on teachers’ practice remains a relatively unexplored area. This
thesis alone has uncovered tensions in online dialogues, suggestioomofahce by certain voices

and implications that no new actors are involved in CPD in their population alongside testimonials of
some tangible benefits. Broader, longitudinal consideration of a wider number of communities and
more diverse participating asts is needed to add to the provocations offered by this thesis.

In particular it will bemportant that research is performed to gather more concrete impacts from
informal online learning activitiesf. it can be established why, when and how teacheesising
outcomes and resources from online dialogues in the classroom and to inform other professional
learning then these outcomes can add to the research base guiding better informed use of social
media for teachers’ learning and Farners’ progression.

Responses to this thesis are invited from all sector stakeholders addressed alboseems fitting
that any responses be Tweeted ime for follow-up, tagging my Twitter handlgrealtimeedu

A Final Word on the Essential Human Perspective

Haraway holds, in her Cyborg Manife§1®85) that we are moving into a post-human age in which
we will witness thebreakingdown of boundaries between human and machine, gbgsical and
non-physicabecoming less distinct. Personally, | concur Wttiandwho sees technologgs
providingthe potential for ‘transformative epistemology... an extension of human capability’ but
holds that the human aspect is k€3018: 15) Use of technology is a social process and the
‘extended mind’ of the online community sees ‘minds and hands... inextricably conjoined'.
Technology may place the world ‘at our fingertips’, but Hyland reminds us that fingertips ‘are
connected to hands manipulated by bodies and minds’ (ibid: 16).

To close by adopting a brief autoethnographic stance, it is encouraging to note that a recent
conference | attended (which hat$ origins in a popular online community) drew leaders from FE
and Ofsted who presented their views on FE’s future and, importantly, took questiortseand
representations from Fi&eachers on the future of this important sector

Informal online FEducators’ communities like the one which birthed that conference are in their
infancy, none yet being a decade old. It will be fascinating to witness how online community doxa
develops, who steers and shapes the dialogue and whether agentic subversiogladnt€&PD can
confoundthe more pessimistic prognoses of the onlic@mmunities’ impacts on the sector.

144


https://twitter.com/Realtimeedu

Reference List

Adams, D. N. (1979) The Hitchhiker's Guide to the Galaxy. London: Pan Books.

Alexander, M. (2009) Qualitative Social Network Research for Relational Sadtalstyglia: The
Australian Sociological Association.

Alasuutari, P., Bickman, L. & Brannen, J. (2008) Handbook of Social Research. Metitmts Sage.

Anderson, E. (2000) Beyond Homo Economicus: New Developments iaslTtieSocial Norms
Philosophy & Public Affairs, Vol. 29, No. 2 (Spring, 2000), p2Q0-

The Assaciation for Research in P@simpulsory Education (ARPCE) (2017) The Principal: Power and
Professionalism in H&nline] Available from http://arpce.org.uk/uncategagd/new-bookon-fe-
published-theprincipatpower-and-professionalism-in-féccessed on 23/11/2017.

Association of Colleges (AoC) (2018) Training and Conferences: UpcomingoBliraisAvailable
from: https://www.aoc-create.co.uk/event/. Accessed on 18l/2018.

Association of Colleges (AoC) (2017a) College Key Facts 2017-18 [online] Available from:
https://www.aoc.co.uk/sites/default/files/AoC%20College%20Key%20Facts%20201718%20%28web
%29.pdf. Accessed on 24/10/2017.

Association of Colleges (AoC) (2017b) AoC News: Firsseates opportunity for teachers, trainers
and leaders to have their say in a major sector-led systematic Training Needs Alwalysed.
Available from: https://www.aoc.co.uk/news/firatross-sectoiopportunity-teacherstrainersand-
leaders-haveheir-sayin-major-sectorled.

Avis, J. (2016) Social Justice, Transformation and Knowledge: Policy, Workplace Learning and Skills.
London: Taylor and Francis.

Avis, J. (2017) in Daley, M., Orr, K. & Petrie, J. [Eds] The Principal: Power and Professionalism in FE.
London: UCL IoE.

Bartl, M., Kannan, V.K. & Stockinger, H. (2016). A review and analysis of literature on netnography
researchlnternational Journal of Technology Marketing. Vol. 11, No. 2. pp.1B&—

BergvikenRensfeldt, A., Hillman, T. & Selwyn, N. (2018) Teachers ‘liking’ their work? Exploring the
realities of teacher Facebook grouERJ, Vol 4ksue 2, April 201230-250.

Bernard, H. R. & Gravlee, C.C. (2015) Handbook of Methods in Culthrapafogy. 2nd Edition.
London: Rowman & Littlefield.

Bernstein, B(2000)Pedagogy, symbolic control and ideniityTheory, research, critique, Vol. 5.
Maryland, US: Rowman and Littlefield.

Bhaskar, R. (2011) Reclaiming Reality: A Critical Introduction to Contemporary Phil@sdpid;
Routledge.

Bhaskar, R. (1998) Facts and values: theory and practice, in Archer, M.S., Bhaskar, R., Collier, A.,
Lawson, T. and Norrie, A. (Eds), Critical Realism: Essential Readings. Routledge: LondeA3pp. 409

Biega, G.J.J (2005) The learning democracy? Adult learning and the condition of democratic

145


http://arpce.org.uk/uncategorized/new-book-on-fe-published-the-principal-power-and-professionalism-in-fe/
http://arpce.org.uk/uncategorized/new-book-on-fe-published-the-principal-power-and-professionalism-in-fe/
http://arpce.org.uk/uncategorized/new-book-on-fe-published-the-principal-power-and-professionalism-in-fe/
http://arpce.org.uk/uncategorized/new-book-on-fe-published-the-principal-power-and-professionalism-in-fe/

citizenshipBritish Journal of Sociology of Education(526687—703.
Biesta, G.J.J. (2010) Good Education in an Age of Measuren@neigson, M. et al (201Readngs
for Reflective Teaching in further, adult and vocational education. London: Bloomsbury.

Biesta, G. J.J. (2015) What is Education For? On Good Education, Teacher Judgement, and
Educational ProfessionalisfBuropean Journal of Educatiofol. 50, No. 12015.

Biesta, G. J.J. (20IIMe Rediscovery of Teachixford: Routledge.

Biesta, G. (2018) Teaching’s about communication and interaction, so it can't be a stidmgon,
Journal of the Society for Education and Training, Issue 33, Autumn, 2018.

Biesta, G., Aldridge, D., Filippakou, O. & Wainwright. M. (2018) Why the nature of educational
research should remain contested. British Educational Research Journal, Volume 44, Issue 1
February 2018. 1-4.

Bijker, W. E., Hughes, T.P & Pinch, T.J. [@d§7)The Social Construction of Technological Systems:
New Directions in the Sociology and History of Technogybridge, MA: MIT Press.

Blaschke, L.M. (2012) Heutagogy and lifelong learning: A revibautdgogical practice and self
determined learninginternational Review of Research in Open and Distance Learning, 13¢1), 56

Blaxter, L., Hughes, C. & Tight,(RD10)How to Research (Open Up Study Skills). Berkshire: Open
University Press.

Bloom, B. SEngelhart, M. D., Furst, E. J., Hill, W. H. & Krathwohl,(D9%&) Taxonomy of
educational objectives: The classification of educational gbed York: David McKay Company.

Bonner, A. & olhurst, G. (2002) Insider/outsider perspectives of participant observation. Nurse.
Researcher, 9(4), 7-19.

Borgatti, S.P., Mehra, A., Brass, D. & Labianca, G. (2009) Network AmahesiSocial Sciences.
Science, Vol. 323, Issue 5916, February 2009.

Bourdieu, P. (1977) Outline of a Theory of Prac@@nbridge: Cambridge University Press

Bourdieu, P. (1984) Distinction: A Social Critique of the Judgement of D@sten, Routledge.

Bowler, G. M. (2010) Netnography: A Method Specifically Designed to Study Cultures and
Communities Onlinélhe Qualitative Report/ol 15, No 5September 2010, 1270-1275.

Braun, V. & Clarke, V. (2006) Using thematic analysis in psychQlogltative Research in
Psychology, 3 (2). pp. 701.

Brewer and Hunter (2006) Foundations of Multi-method Rese&mmdon: Sage.

British Educational Research Association (BERA) (2011) Ethical Guidelines for Educational Research.
3 edition. London: BERA.

British Educational Research Association (BERA) (2018) Ethical Guidelines for Educational Research.
4" edition. London: BERA.

146


https://www.abebooks.co.uk/servlet/SearchResults?an=Blaxter%2C+Loraine+and+Hughes%2C+Christina+and+Tight%2C+Malcolm&cm_sp=det-_-bdp-_-author
https://en.wikipedia.org/wiki/Benjamin_Bloom
https://en.wikipedia.org/wiki/David_Krathwohl

Brown, S., Edmonds, S. & Lee, B. (2001) Continuing Professional Develbp#ienrtd School
Support for €achers Slough NFER.

Bruner, J. (1996) The Culture of Educatiassachusetts: Harvard University Press.

Buchem, I. & Hamelmann, H. (2010) Microlearning: A Strategy for Ongoing Professional
DevelopmenteLearning Papers; 5.

Burbules N. C. (2016) How We Use and Are Used by Social Media in Education. Educational Theory,
Vol 66, 2016 Issue 4, 551-565.

Burke Johnson, R. & Christensen, L. (2014)dEdnal Research: Quantitative, Qualitative and
Mixed Approachess" edn. London: Sage.

Carpenter, J.P & Krutka, D.J. (2014) How and Why Educators Use Twitter: a Survey of the Field.
Journal of Research in Technology in Education. Vol 46, 2014, Issue 4.
Cassell, C., Cunliffe, A. & Grandy, G. [Eds] (2017) The Sage Handbook of Qualitative Business and

Management Research Methodsondon: Sage.

Chalmers, C. & Gardiner, D. (2015) The measurement and impact of university teacher development
programs Educar51-1. 1-28.

The Chartered Institute of Personnel and Developn{éiPD) (2017) About CR@nline] Available
from: https://www.cipd.co.uk/learn/cpd/about. Accessed on 19/12/2017.

Coare, P. & Johnston, R. (2003) Adult Learning, Citizenship and Commupe#yNIAICE, Leicester.

Coe, R\Waring, M. HedgesL.V. &Arthur, J. (2017) Research Methods and Methodologies in
Education London: Sage.

Coffield, F. (200) The structure below the surface: reassessing the significance of informal learning,
in Coffield, F. (Ed) The Necessity of Informal LearBingtol: Policy Press.

Coffield, F. (2008) Just suppose teaching and learning became the first pkionithon Learning and
Skills Network.

Coffield, F. & Edwards, S. (2009) Rolling out ‘good’, ‘best’ and ‘excellent’ practice. What next? Perfect
practice?British Educational Research Journal, Vol. 35, No. 3, June 2009, pp9371

Coffield, F. (2015 Bill of Ryhtsfor ProfessionaEducators ifFE and Skil[gnline] Available from:
https://ioelondonblog.wordpress.com/2015/06/154bill-of-rights-for-professionaleducatorsin-fe-
and-skills/. Accessed on 04/01/2018.

Coffield, F. (2017) Will the Leopard Chang8jists? A new model of inspection for Ofstashdon:
UCL IoE Press.

Cohen, L., Manion, L. & Morrison, K. (2017) Research Methods in Education. 8th edn. Oxford:
Routledge.

The Commission on Adult Vocational Teaching and Learning (CAVTL) (2013) It's about
work...Excellent adult vocational teaching and learning. London: LSIS.

147


https://onlinelibrary.wiley.com/action/doSearch?ContribAuthorStored=Burbules%2C+Nicholas+C
https://www.amazon.co.uk/s/ref=dp_byline_sr_book_3?ie=UTF8&text=Larry+V+Hedges&search-alias=books-uk&field-author=Larry+V+Hedges&sort=relevancerank
https://www.amazon.co.uk/s/ref=dp_byline_sr_book_4?ie=UTF8&text=James+Arthur&search-alias=books-uk&field-author=James+Arthur&sort=relevancerank

The Commission on Adult Vocational Teaching and Learning (CAVTL) (2014) CAVTL: One year on
review[online] Available from https://www.excellencegateway.org.uk/content/etf2055. Accessed
on 31/10/2019.

Continuing Professional Development Certification Service (CPD CS) (2017) CPD Explained. [online]
Available from https://cpduk.co.uk/explained. Accessed on 19/12/2017.

Coombs, P. H. & Ahmed, M. (1974) Attacking rural poverty: mtmaformal education can help.
Baltimore: John Hopkins University Press.

Cooperrider, D. L. & Srivastva, S. (1987) Appreciative inquiry in organizational life. In Woodman, R.
W. & Pasmore, W.Research in Organizational Change and Development. Volnifosda US: JAI
Press. pp129-169.

Corden, A. & Sainsbury, R. (2006) Using verbatim quotations in reporting qualitative social research:
researchers’ viewsrork: SPRU.

Cormier, D. (2008) Rhizomatic Education: Community as Curridahwnate: Journal of Online
Education4 (5), Article 2, June 2008.

Cormier, D. (2018) Building a Better Rhizome: community as currifuhline]. Available from:
http://davecormier.com/edblog/tag/communityas-curriculum/Accessed on 30/10/2019.

Costello, L., McDermott, M.L. & Wallace, R. (2017) Netnography: Range of Practices, Mispsrception
and Missed Opportunitiesnternational Journal of Qualitative Methods. Volume 16t2—

Crenshaw, K. (199Mapping the Margins: Intersectionality, Identity Politics and Violence Against
Women of Colour. Stanford Law Review, Vol. 43, No. 6 (July 1991), pp. 1241-1299.

Crotty, M. (1998) The Foundations of Social Research: Meaning and Perspective in the Research
Process. London: Sage Publications.

Crowther, J. & Martin N. (2018) Why Freire still mattdmirnal of Contemporary Community
Education Practe Theory (CONCEPT) Vol. 9 No. 3, Winter, 2618, 8

Culler, J(1997)Literary Theorya very short introduction. Oxford: Oxford University Press.

Curran, K. & McCarroll, N. (2016) Social Networking in Education. International Journal of Innovation
in the Digital Economy4(1), 15, JanuarnMarch 2013.

Czerniawski, G. (2018) Teacher Educators in the TvirnstyCentury: identity knowledge and research. St
Albans: Critical Publishing.

Darling-Hammond, L. (1999) Reshaping Teaching Policy, Preparation and Practice: influences on the
National Board for Teaching Professional Standardsshington: AACTE Publications.

Darling-Hammond, L. (2008) Assessing Teachers for Professional Certification: The First Decade of the
National Board for Professional Teaching Standatdisances in Programme Evaluation, Volume 11,
25-53.

Day, C., Elliot, B. and Kington, A. (2005): ‘Reform, standards and teacher identity: Challenges of
sustaining commitment’. Teaching and Teacher Education, 21: 563 -577.

DeleuzeG. & Guattari, F. (1987A) Thousand Plateaudlinneapolis: University of Minnesota Press.

148


http://eric.ed.gov/?id=EJ840362
http://davecormier.com/edblog/tag/community-as-curriculum/

Denscombe, M. (2017) The Good Research Guide for small-scale social researchrejduts
Maidenhead: OUP.

Denzin, N.K & Lincoln, Y.S. (2013) The Landsc&ueabfative Research. London: Sage.

The Department for Business, Innovation and Skills (BIS) (2013) The Impact of Further Education
Learningonline] Available from:
https://www.aoc.co.uk/sites/default/files/The%20Impact%200f%20Further%20Education%20Learni
ng%2C%20January%202013-Full_Report-2.pdf. Accessed on 04/11/2017.

The Department for Education (DfE) (2016) Standard éacchers’ Professional DevelopmgitPD).
[online] Available fromhttps://www.gov.uk/government/publications/standardor-teachers
professionaldevelopment. Accessed on 14/02/2019.

Department for Education (DfE) (20F@view of Post-18 Education and Fundiftte Augar Review)
[online] Available from:
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file
/805127/Review_of post 18 education_and_funding.pdf. Accessed on 10/07/2019.

Dewey, J. (1956) The Child and ¢hariculum and The School and Sociéhicago: Phoenix.

Dewey, J. (1961) Democracy and Educatitaw York: MacMillan.

Dunne, J. (1993) Back to the Rough Ground: Practical Judgement and the Lure of T.dcllibnae
USA: Notre Dame.

Durant, W. (1991) The Story of Philosophy: The Lives and Opinions of the World's Greatest
Philosophers. New York: Simon & Schuster.

The Education and Training Foundati&TF) (2013) Review of Professional Standards for Teachers
and Trainergonline] Available from: http://www.etfoundation.co.uk/wp
content/uploads/2014/04/Revievof-Professional-Standarefsr-Teachersand-TrainersRCUY
SummaryOctober2013.pdf. Accessed on 27/12/2017.

The Education and Training Foundation (ETF) (2014) Professional Stdod&esdschers and
Trainers in Further Education - Englgodline] Available from: http://www.et
foundation.co.uk/supporting/supporpractitioners/professional-standards/. Accessed on
21/10/2017.

The Education and Training Foundation (ETF) (2017a) Workforce Data and SIR dndiiggits
Avalilable from: https://wwwet-foundation.co.uk/wpcontent/uploads/2018/03/Staff-
IndividualisedRecordsData-RepoHSIR-25-2016-17.pdAccessed on 22/10/2019.

The Education and Training Foundation (ETF) (2017b) Education and Training Foundation: about us
[online] Available from: hp://www.et -foundation.co.uk/aboutus/. Accessed on 19/10/2017.

The Education and Training Foundation (ETF) (2@%@c}itioner Research Programijumline]
Available from: http://www.etfoundation.co.uk/research/practitioneresearch-support/. Accessed
on 18/12/2017.

The Education and Training Foundation (ETF) (2018) Training Needs in the Further Education Sector
[online] Available fromhttps://www.et-foundation.co.uk/wp
content/uploads/2018/04/1331_TraininfleedsAnalysis-Final-.pdAccessed on 30/10/2018.

149


https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/537031/160712_-_PD_Expert_Group_Guidance.pdf
https://www.et-foundation.co.uk/wp-content/uploads/2018/03/Staff-Individualised-Records-Data-Report-SIR-25-2016-17.pdf
https://www.et-foundation.co.uk/wp-content/uploads/2018/03/Staff-Individualised-Records-Data-Report-SIR-25-2016-17.pdf
https://www.et-foundation.co.uk/wp-content/uploads/2018/04/1331_Training-Needs-Analysis-Final-.pdf
https://www.et-foundation.co.uk/wp-content/uploads/2018/04/1331_Training-Needs-Analysis-Final-.pdf

The Education and Training Foundation (ETF) (2018b) Our Claumiges] Available from:
https://booking.etfoundation.co.uk/course/brase. Accessed on 16/04/2018.

The Education and Training Foundation (ETF) (2G8c)dation Online Learning: Courfasine]
Available from: https://www.foundationonline.org.ukAccessed on 16/04/2018.

The Education and Training Foundation (ETF) (9@ig&al Teaching Professional Framework
[online] Available fromhttps://www.et-foundation.co.uk/supporting/supporpractitioners/edtech
support/digitalskills-competencyramework/ Accessed on 16/06/2019.

The Education and Training Foundation (ETF) (2019b) Further Education Workforce Data for England
[online] Available fromhttps://www.et-foundation.co.uk/wpcontent/uploads/2019/05/SIR26-
Workforce Data-report.pdf Accessed on 22/08/2019.

Elliott, J. (1993) Professional development in a land of choice and divdtmtuture of action
researchin D. Bridges & T. Kerry (Eds.), Developing teachers professiboatlpn: Routledge.

Emirbayer, M. (1997) Manifesto for a Relational Socioldgyerican Journal of Sociology 103(2):
281-317.

Eraut M. (1994) Developing Professional Knowledge and Competemoon: Routledge Falmer.

Baut, M. (2000) No+formal learning and tacit knowledge in professional work. British Journal of
Educational Psychologyolume70, Issuel, March 2000, 113-136.

Eraut, M. (2004) Informal Learning in the Workplag@idies in Continuing Education, Vol. 26, No. 2,
July 2004.

Eraut, M. (2008) How Professionals Learn Through \Wanlne] Available from
http://surreyprofessionaltraining.pbworks.com/f/How+Professionals+Learn+through+Work.pdf
Accessed on 15/01/2017.

FEFunding.org.uk (2017) Save Adult Education: About this Campaign. [online] Available from:
https://fefunding.org.uk/background/. Accessed @8/12/2017.

FELTAGurther Education Learning Technology Action Group (FELTAG), (2014) The FELTAG Report.
[online] Available from http://feltag.org.uk/wgontent/uploads/2012/01/FELTABEPORT
FINAL.pdf (Accessed on 04/01/2018).

Festinger, L. (195A Theoy of cognitive dissonanc&tanford, CA: Stanford University Press.
Forsyth, M. (2013) The Elements of Eloquence: How to Turn the Perfect EnglishLBhdase.Icon.

Foucault (1977) in Bouchard, D. ed. Intellectuals and Power. Language, Counter Meantioe P
Selected Essays and IntervieNsw York: Cornell University Press.

Freire, P. (1970) Cultural action and conscientizatitarvard Educational Review, 40(3), 457 .
Freire, P. (1993edagogy of the Oppressddndon: Continuum International Publishing Group.

Freire, P. (1998) Teachers as Cultural Workers: Letters to Those Who Dar@tisaalian Journal
of Teacher Educatiqr23, Vol 3, Issug 1998.

Gardner, J., Holmes, B. & Leitch, R. (2008) Where there is smoke, there is (the potential for) fire: soft
indicators of research and policy impacambridge Journal of Education. 38: 1,-8904.

150


https://onlinelibrary.wiley.com/toc/20448279/70/1

Gleason, B. (2016) New Literacies Practices of Teenage Twitter Jdseral of Learning, Media and
Technology, Volume 41, 2016, Issu83-54.

Golding, B., Brown, M. & and Foley, A. (2009) Informal learning: a discussion around defining and
researching its breadth and importancgustralian Journal of Adult Learning, Volume 49/1, April
2009, 34-56.

Greatbatch, D. & Tate, S. (2018) Teaching, Leadership and Governance in Further Education. London:
DfE.

Gregson, M. & Hillier, Y. with Biesta, G., Duncan, S., Nixon, L., Spedding, T. & Wakeling, P. (2015)
Reflective Teaching in Further and Adult Vocational Educatioedd London: Blamsbury.

Gregson, M. Nixon, L., Pollard, A.S. & Spedding, T. (2015) Readings for Reflective Teaching in Further,
Adult and Vocational Education. London: Bloomsbury.

Gregson, M., Spedding, T., Moseley, D. & Baumfield, V. (2007) Evaluation of the NRAIS Projec
Unpublished manuscript: Universities of Sunderland and Newcastle Project.

Greene, J. C., Caracelli, V. J. & Graham, W. F. (1989) Toward a Conceptual Framework for Mixed-
method Evaluation DesignEducational Evaluation and Policy Analysis, Vol 11, No. 3, gpb/255
Grenfell, M.J. ed. (2008) Pierre Bourdieu: Key Condapislon: Routledge.

Grundy, S. (198urriculum: Product or Praxisswes, Falmer.

Guerin, C. (2013) Rhizomatésearch cultures, writing groups and academic researcher identities
International Journal of Doctoral Studies, 8, 1150.

Guskey, T.R. (2000) Evaluating Professional Develop@aifornia: Corwin.

Habermas, J. (1974) Theory and Practiomdon: Heinemann.

Hall,M. C. (Ed.) (201®ieldwork in tourism: Methodsssues and reflectionsondon: Routledge.
Hammersley, M. (201lethodological Paradigms in Educational Research. London: BERA.
Haraway, D. J. (1985) A Cyborg Manifesto: Science, Technology, and-Fecmfism in the Late
Twentieth CenturyCalifornia: Routledge.

Hase, S. &enyon, C(2000)From Andragogy to Heutagog$W Australia: UBASE.

Hatch, S. L., Feinstein, L., Link, B. G., Wadsworth, M. E. J. & Richards, M. (2007) TirggContinu
Benefits of Education: Adult Education and Midlife Cognitive Ability in the British 1946 Birth
Cohort The Journals of Gerontology Series B: Psychological Sciences and Social 82{éces,
S404-S414.

Heidt, I. (2015) Exploring the Historical Dimensions of Bildung and its Metamorphosis in the Context
of GlobalizationL2 JournalVolume 7 Issue 4, pp-156.

Heilbronn, R. (2011) The Nature of Practiesed Knowledge and Understanding in Gregson, M. &
Hillier, Y(2015)Readings for Reflective Teachindurther, adult and vocational education. London:
Bloomsbury.

151



Hilton, A. & Hilton, G. (2017) The Impact of Conducting Practitioner Research Projects on Teachers’
Professional GrowthAustralian Journal of Teacher Education, 42(8).

Hitchcock, G. and Hugh, D. (1995) Research and the Teachmu.edition. London Routledge.

Holmes, K., Preston, G., Shaw, K., & Buchanan, R. (2013) “Follow” me: Networked professional
learning for teachersAustralian Journal of Teacher Education, 38(12), 55-65.

Hulme, R., Gxcknell, D. & Owens, A. (2009) Learning in third spaces: developingptassional
understanding through practitioner enquiry, Educational Action Research, 17:4, 537-550

Hyland, T. (2018) Embodied Learning in Vocational Education and Training. ébWoedhtional
Education and Training. 70(4) September 2018.

Information Commissioner’s Office (ICO) (2018) GDPR: Key defifatiting]. Available from
https://ico.org.uk/for-organisations/guide-tahe-generaldata-protectionregulation-gdpr/key
definitions/. Accessed on 12/02.2018.

Ingle and Duckworth (2013) Teaching and Training Vocational Leatoegon: Sage.

Institute forFiscal Studies (IFS) (20Lénhg-run comparisons of spending per pupil across different
stages of educatiorLondon: IFS.

James, D. & Biesta, G. (Eds) (2007) Improving learning cultures in further education. London:
Routledge.
Jeffs, T. & Smith, M. (19905ing Informal Education. Buckingham: Open University Press.

Johnson, B. & Cristensen, L.B. (2004) Educational Research: Quantitative, Qualitative, and Mixed
ApproachesLondon: Pearson.

Johnston, R. (2008) Making space for social purpose adult education within civil. Jeajety
presented at the 38th Annual SCUTREA Confereng¢duly 2008 University of Edinburgh. [online]
Available from: http://www.leeds.ac.uk/educol/documents/172380.pdf. Accessed on 07/11/2018.

Kelly, A. V. (1999)he Curriculum. Theory and practid® edition. London: Paul Chapman.

Kelman, I., Luthe, T., Wyss, R., Tagrnblad, S.H., Evers, Y., Curran, M.M., Williams, R.J. & Berlow, E. L.
(2016)Social Network Analysis and Qualitative Interviews for Assessing Geographic Characteristics of
Tourism Business Networks. PLoS One 11(6).

Kemmis, S. (2010) Research for praxis: knowing dédmgnal of Pedagogy, Culture and Society,
Volume 182010, 9-27.

Kemmis, S.,Wilkinson, J., Edwa@i®ves, C., Hardy, I., Grootenboer, P. & Bristol, L. (2014) Changing
Practices, Changing Education. Singapore: Springer Science & Business Media.

Kennedy, A. (2005) Models of Continuing Professional Development: a framework for analysis.
Journal of Irservice Education, Volume 31, Number 2, 2005.

Kirkpatrick, D. (1998) Evaluating training prograixsd ed. San Francisco: Berrd€behler.

152



Kjaergaard, T. & Sorensen, E. K. (2014) Rhizomatic, Digital Habi&tidy of Connected Learning
and Technology Application. Proceedings of thér@ernational Conference on E-learning (ICEL).
Reading, UK: Academic Conferences.

Kjeergaard, T. & Wahl, C. (2015) When Innovative Learning Designs are too Innovative: Creating
Relations in ChaosmoBroceedings from Open Classroom Conference, Aalborg, 2015. [online]
Available from: http://www.eurodl.org/materials/special/2016/Aalborg_015_Kjaergaard_Wahl.pdf.
Accessed on 02/04/2018.

Knowles, M. (1984) Andragogy in Action. San Francisco: J8asey

Kozinets, R. V. (1998) On Netnography: Initial Reflections on Consumer Research Investigations of
CybercultureAdvances in Consumer Research. Association for Consumer ReseaBélo—37.1.

Kozinets, R. V. (2002) The Field Behind the Screen: Using Netnography for Marketing Research in
Online Communitiesournal of Marketing Resear@$, 61-72.

Kozinets, R. V. (2010a) Netnography. Doing ethnographic research @dliernia: Sage.

Kozinds, R. V. (2010b) Netnography: The Marketer's Secret Weafow Social Media
Understanding Drives Innovation. California: Netbase.

Kozinets, R. V. (2018getnography: Redefined. London: Sage.
Krueger, R. A. (2000) Focus groups: A practical guide for applied re3ehech California: Sage.

Krueger, R.A. & Casey, M.A. (2015) Focus Groups: A Practical Guide for Applied Research. 5th edn.
London: Sage.

Laat, M. de, Lally, V., Lipponen, L. & Simons, R.J (2007) Investigating patterns of interaction in
networked learning and computaupported collaborative learning: A role for Social Network
Analysisinternational Journal of Computeupported Collaborative Learnirig)(1): 87—103.

Lantz-Andersson, A., Lundin, M. & Selwyn, N. (2018) Twenty years of online teacher communities: a
systematic review of formally organized and informally developed professional learning groups.
Journal of Teaching and Teacher Education, Volum@®addber 2018, Pages 302-315.

Lave, J. & Wenger, E. (19%ijuated Learning. Legitimate peripheral participation. Cambridge:
University of Cambridge Press.

Leadbeater, C. (200Q)ving on Thin Air: The new econotogndon: Penguin.

Learning and Skills Improvement Service (LSIS) (2013) Teaching and training qualifications for the
further education and skills sector in England: Guidance for employers and practitidsi&ys.
London.

Lincoln, Y.S & Denzin, N.K. (2003) Turning Points in Qualitative Research: Tying Knots in a
HandkerchiefOxford: Rowman & Littlefield.
Lincoln, Y.S. & Guba, E.G. (198&furalistic InquiryCalifornia: Sage Publications.

Marsden, P.V. in Carrington, J. & Wesserman, S. (2005) Models and Methods in Social Network
Analysis Cambridge: Cambridge University Press.

153


http://www.acrwebsite.org/search/view-conference-proceedings.aspx?Id=8180
http://www.acrwebsite.org/search/view-conference-proceedings.aspx?Id=8180
https://link.springer.com/article/10.1007/s11412-007-9006-4
https://link.springer.com/article/10.1007/s11412-007-9006-4
https://link.springer.com/article/10.1007/s11412-007-9006-4
https://www.sciencedirect.com/science/journal/0742051X/75/supp/C

Martinez, A., Dimitriadis, Y., Rubia, B., Gomez, E. & Fuente, P de la (2003) Combining qualitative
evaluation and social network analysis for the study of classroom social intera@@mnputers and
Education ElsevierVolume 41, Issue 4. 353-368.

Mathison, S. (2005) Encyclopaedia of evaluation. London: Sage.

McGivney, V. (1999) Informal learning in the community: trigger for chdarajeester: National
Institute for Adult Continuing EducatidiNIACE).

Meijers, A. (2009) Philosophy of Technology and Engineering Scikmstsrdam: Elsevier.

Mellor, N. (2001) Messy method: the unfolding stéducational Action Research, Volume 9, 2001,
Issue 3465-484.

Mental Health Foundation (MHF) (2011) Learning for Life: Adult learning, mental health and
wellbeing. London: Mental Health Foundation.

Mingers, J. (2006) Realising Systems Thinking: Knowledge and Action in Management Science.
Springer: Toronto.

Mingers, J. (2014) Systems Thinking, Critical Realism and Philosophy: A Confluencéafiddeas
Routledge.

Navarro, Z. (2006) In Search®@filtural Interpretation of Power. IDS Bulletin 37(6): 11-22.

Norris, E. & Adam, R. (2017) All Change: Why Britain is so prone to policy reinvention, and what can
be done about itEngland, Institute for Government

Ofsted (2014) Teaching, Learning and Assessment in FE and Skills, what works aonddaiy .
Ofsted.

Ofsted (2019) Further Education and Skills Inspection Handfmoike] Available from:
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file
/822103/Further_education_and_skills_handbook_July 2019.pdf. Aedesn 20/08/2019.

O’Leary, M. (2012) Surveillance, performativity and normalised practice: the use and impact of
graded lesson observations in Further Education colleges. Journal of Further and Higher Education,
Volume 37, 2013, Issue 5.

O’Leary, M. (2018ubverting the pseudo-science of inspection with research-informed practice and
pedagogic principles An ungraded approach to the evaluation of teach@rBennett, P. & Smith,
R. (eds) (2018) Identity and Resistance in Further Educafiamgdon, Ratledge.

The Open University (OU) (2018) Studentweformation Technology and Soci¢tyline] Available
from: http://www.open.ac.uk/StudentWeb/thd204/. Accessed on 20/01/2018

Polanyi, M. (1958personal Knowledge: Towards a P@sitical PhilosophyChicago: University of
Chicago Press.

Polanyi, M. (1967)he Tacit DimensioiNew York: Anchor Books.
The Policy Consortium/TES (2018) Training Needs in the Further Education_8adwmm: TES.

Priestley, M., Biesta, G.J.J., Philippou, S. & Robinson, S. (2015) The teacher and the curriculum:
exploring teacher agency. In D. Wyse, L. Hayward & J. Pandya (Eds.) The Sage Handbook of
Curriculum, Pedagogy and Assessménhdon: Sage.

154


https://www.sciencedirect.com/science/journal/03601315
https://www.sciencedirect.com/science/journal/03601315
https://www.sciencedirect.com/science/journal/03601315/41/4
https://en.wikipedia.org/w/index.php?title=Personal_Knowledge:_Towards_a_Post-Critical_Philosophy&action=edit&redlink=1

Putnam, R. D. (2008owling AloneThe collapse and revival of American community. New York:
Simon and Schuster.

Putnam, R.D. (2018) A Social Capital Primer. [online] Available from:
http://robertdputnam.com/bowling-alone/sociatapitatprimer/. Accessed on 03/04/2018.

Reay, D. (2018) A Life Lived in Class: The Legacy of Resistance and the Enduring Power of
ReproductionPRISM: Casting New Light on Learning, Theory and Practice, Vol. 2 (12p. 10
Roberts, G., Waite, M. & Lovegrove, E. (2013) x v c: Hybridity in through and about.MMOOCs
Proceedings of OER13: Creating a Virtuous Circle. Nottingtragtagnd.

Rogers, A. (2014) The base of the iceberg. Informal learning and its impact on formal and non-formal
learning. Berlin: Barbara Budrich.

Sachs, J. (2003) Teacher Professional Standards: Controlling or developing t8adtchg?s and
Teaching, 9:2175-186.

Saussure, F. de (1916) trans. Harris, R. (1983) Course in General Linguistics. London: Duckworth.

Scales, P. (2012) The end of 'sheep dip: @Bfitute for LearningCPD Mattersissue 2, Spring 2012,
pp 35.

Schon, D. (1983) The Reflectivaddtioner: How professionals think in action. London: Temple
Smith.

Seale, C. (1999) The quality of qualitative research. London: Sage.
Sennett, R. (2009) The Craftsman. London: Penguin.

Shareicon.net (2019) Face Avatar Icon Gatsised under CreattvCommons Attribution Non
commercial Share Alike, fmc-sa License) [online] Available from:
https://www.shareicon.net/pack/faceavatars. Accessed on 11/03/2019.

Siemens, G. (2011) Rhizomes and Netwddle3 audio] Recording of lecture at Learning
Technobgies Centre. Available from: http://www.connectivism.ca/?p=329. Accessed on 27/11/2017.

Smith, M. K. (2009) Jean Lave, Etienne Wenger and communities of piacdiice]. Available from:
www.infed.org/biblio/communities_of_practice.htm. Accessed on 3JAD18.

The Society for Education and Training (SET) (2016) Society for Education and Training: Code of
Practice London: SET.

The Society for Education and Training (SET) (2018a&sSefsment tool [online] Available from:
https://set.et-foundation.co.uk/digitalassets/seHassessment/. Accessed on 31/01/2018.

The Society for Education and Training (SET) (20t&bEducation and Training Foundation [online]
Avalilable from: https://set.effoundation.co.uk/etf/. Accessed on 02/10/2018.

The Society for Eadation and Training (SET) (2019) Practitioner Advisory Group meeting, End of Year
Review[presentation] SET PAG meeting, London, M3y2019.

Stenhouse, L. (1975) An Introduction to Curriculum Research and Develdponeian: Heinemann.

Stenhouse, L. (1978racher Development and Curriculum Dedigmmwich: CARE UEA.

155



Teacher Development Trust (TDT) (2017) Department for Education Standards for Teachers’
Professional Developmejanline] Available from: http://tdtrust.org/research/dfe-cpdtandard.
Accessed on 26/12/2017.

Tennant, M. (1997Psychology and Adult Learning? 2ditionLondon: Routledge.

Tichenor, M.S. & Tichenor, J. M. (2004) Understanding teachers’ perspectpesessionalismlhe
Professional Educator, 27 (1): 89-95

Tillich, P. (19633ystematic TheologZhicago: University of Chicago Press.

Tight, M. (1996Key Concepts in Adult Education and Training. London: Routledge.

The Times Educational Suppleme2@16)The UKFEchat story: how a ‘blind date’ blossomed into a
national conferencegonline] Available from: https://www.tes.com/news/ukfechatory-how-blind-
date-blossomednationatconference. Accessed on 20/04/2018.

The Times Educational Supplement (20D®es edtech have a role in Ofsted's new framework?

[online] Available from: https://www.tes.com/news/doesdtechhaverole-ofstedsnew
framework?utm_campaign=10859564 _inTuition%20extra%20%20September%202019&utm_mediu
m=email&utm_source=The%20Education%20and%20Training%20Foundation%20%28SET%29&dm_i
=1SMO,6GRAK,IWPL0J,PN7KZ,1. Accessed on 16/09/2019.

Townsend, L. & Wallace, C. (2014) Social Media Research: A Guide tABérasen:
ESRC/University of Aberdeen.

Trigwell, K., Caballero Rodriguez, K. & Han, F. (2&k2ssing the impact of a university teaching
development programmeAssessment & Evaluation in Higher Educat®a@r4 499-511.

Trust, T. (2012) Professional learning networks designed for teacheinigaiournal of Digital
Learning in Teacher Educati@g(4),133-138.

Tummons, J. (2015) Teachers in further education: more standards, not yet a profession? [online]
Available from https://www.bera.ac.uk/blog/teachers-in-furtheducationmore-standards-not-yet-
a-profession. Accessed on 02/11/2017.

Twitter (2018) Twitter Terms of Service. [online]. Available from: https://twitter.com/en/tos.
Accessed on 17/03/2018.

UK Government (GOV.UK) (2017a) Further Education and Trainiimg] Available from:
https://www.gov.uk/government/policies/furthereducatiorandtraining. Accessed on 07/11/2017.

UK Government (GOV.UK) (2017b) Further and higher education, skills and vocational training
[online] Available from: https://www.gov.uk/education/furthesind-highereducationskills-and-
vocationat training. Accessed on 25/10/2017.

University and College Union (UCU) (2016) Workload is an education issue: UCU Workload Survey
Report. London: UCU.

Vicsek, L., Kiraly, G. & Konya, H. (2016) Networks in the Social Sciences: Compaiitegwiartor
Theory and Social Network Analy€i®rvinus Journal of Sociology and Social Policy Vol 718277

Wasserman, S. & Faust, K. (1994) Social Network Analysis: Methods and AppliCatidms$dge:
Cambridge University Press.

156



Webster, C.M. & Morrison, P.D. (2004) Network Analysis in Marketing. Australasian Marketing
Journall2(2) 8-18.

Wenger, E. (1998) Communities of practice: Learning, meaning and identity. Cambridge: Cambridge
University Press.

Wenger and Trayner (2015) Introduction to Communities of Pra¢ticine] Available from:
https://wenger-trayner.com/introductionto-communitiesof-practice/. Accessed on 05/02/2018.

West Midlands Centre for Excelleninn Teacher Training (WMCETT) (2018) WMCETT Research and
Projects, 2018online] Available from:
https://warwick.ac.uk/study/cll/courses/professionaldevelopment/wmcett. Accessed on
02/05/2018.

Whitehouse, C. (2011) Effective Continuing Professional [pewveid for Teacherd.ondon: Centre
for Education Research and Policy.

Wiliam, D. (2009) Teacher quality: why it matters, and how to get more of it. Transcript of talk to
SpectatorSchools Revolution' conference, March 2009 [online] Available from:
https://www.dylanwiliam.org/Dylan_Wiliams_website/Papers.../Spectator%20talk.édecessed

on: 27/12/2017.

Wiliam, D. (2012) Keynote speech at the Specialist Schools and Academies Trust Conféfence, 14
December [online] Available from https://www.youtube.com/watch?v=egRcpAS5rYTE. Accessed on
26/10/2017.

Williams, M.L., Burnap, P. & Sloan, L. (2017) Towards an Ethical Framework for Publishing Twitter
Data in Social Research: Taking into Account Users’ Views, Online Context and Algorithmic
Estimation Sociology, Vol. 51(6) 114P168.

Workers’ Educational Association (WEA) (2017) Adult Education Impact Report, 2017: How adult
learning transforms lives and communitiesndon: WEA.

Zahavi, D. (2005) Subijectivity and Selfhood: Investigating theH&rsbn Perspective. Cambridge,
MA: MIT Press.

Zeni, J. (1998) A Guide to Ethical Issues and Action Research. Educational Action Research, Vol. 6 No.
1, 1988.

157


https://www.dylanwiliam.org/Dylan_Wiliams_website/Papers.../Spectator%20talk.doc

Appendix 1: Education & Training Foundation (ETF) Professional Standards (26148 ©

Professional Standards for Teachers and
Trainers in Education and Training — England

Introduction

Teachers and trainers are reflective and enquiring practitioners who think critically about their own
educational assumptions, values and practice in the context of a changing contemporary and educational
world. They draw on relevant research as part of evidence-based practice.

They act with honesty and integrity to maintain high standards of ethics and professional behaviour in
support of learners and their expectations.

Teachers and trainers are ‘dual professionals’; they are both
subject and/or vocational specialists and experts in teaching and
learning. They are committed to maintaining and developing
their expertise in both aspects of their role to ensure the best
outcomes for their learners.

Professional
Professional | valuesand
skills attributes

These expectations of teachers and trainers underpin the
2014 professional standards, with their overall purpose being
Professional to support teachers and trainers to maintain and improve
knowledge and standards of teaching and learning, and outcomes for learners.

understanding
The professional standards are set across three sections each of

equal importance: each links to and supports the other sections.

The 2014 professional standards:
+ set out clear expectations of effective practice in Education and Training;
» enable teachers and trainers to identify areas for their own professional development;
+ support initial teacher education;

+ provide a national reference point that organisations can use to support the
development of their staff.

The corresponding Guidance, which was developed with the support of practitioners, aims to help teachers
and trainers use the standards and apply them to the context in which they work.

The
Educatlon

& Training
Foundatlon

L [

www.et-foundation.co.uk
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Appendix 1: Education & Training Foundation (ETF) Professional Standards (20E4F ©

Professional Standards

As a professional teacher or trainer you should demonstrate

commitment to the following in your professional practice.

Professional values and attributes
Develop your own judgement of what works and does not work in your teaching and training

1

QU1 WN

Reflect on what works best in your teaching and learning to meet the diverse needs

of learners

Evaluate and challenge your practice, values and beliefs

Inspire, motivate and raise aspirations of learners through your enthusiasm and knowledge
Be creative and innovative in selecting and adapting strategies to help learners to learn
Value and promote social and cultural diversity, equality of opportunity and inclusion
Build positive and collaborative relationships with colleagues and learners

Professional knowledge and understanding
Develop deep and critically informed knowledge and understanding in theory and practice

7
8
9

10
11
12

Maintain and update knowledge of your subject and/or vocational area

Maintain and update your knowledge of educational research to develop evidence-based practice
Apply theoretical understanding of effective practice in teaching, learning and assessment
drawing on research and other evidence

Evaluate your practice with others and assess its impact on learning

Manage and promote positive learner behaviour

Understand the teaching and professional role and your responsibilities

Professional skills
Develop your expertise and skills to ensure the best outcomes for learners

18,

14

15
16

17

18

19

20

www.et-foundation.co.uk

Motivate and inspire learners to promote achievement and develop their skills to enable
progression

Plan and deliver effective learning programmes for diverse groups or individuals in a safe
and inclusive environment

Promote the benefits of technology and support learners in its use

Address the mathematics and English needs of learners and work creatively to overcome
individual barriers to learning

Enable learners to share responsibility for their own learning and assessment, setting goals
that stretch and challenge

Apply appropriate and fair methods of assessment and provide constructive and timely
feedback to support progression and achievement

Maintain and update your teaching and training expertise and vocational skills through
collaboration with employers

Contribute to organisational development and quality improvement through collaboration

Mm {
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Appendix 2: Research Information sheet / Participant Consent Form
The research and its use: information for participants

Title: Growing Concerns: practitioners’ positions on engaging in professional learning in a
deregulated Further and Vocation Education (FAVE) sector.

What is the purpose of the study?

To investigate the different models of professional learning (CPD) occurring in the sector, including
informal learning, and examine how these influence practitioners’ practice and perceptions of their
professional identity. This research will contribute towards my thesis.

Why have | been asked to participate?

You have been invited because you are, or have been, an educator in the sector and have probably
engaged in either formal or informal practitioner CPD in the last year. This means you may be well
placed to discuss your professional learning in terms of its form, impact, evidence and how
engagement withit forms part of your professional identity.

Do | have to take part?

Participation in the research is done on an entirely voluntary basis. If you elect to participate, you
will be asked to read this document thoroughly, retain a copy for your records and sign an informed
consent declaration. You are free to withdraw at any time and without giving a reason for this.

What will | have to do?

After giving informed consent, you will be invited to take part in some or all of the following
research activities as you consider appropriate:

X A 1-1 interview either conducted in person or via a digital network
x A small focus group with fellow educators conducted in person or via a digital network (if
you are a conference attendee only)
You will be asked about the CPD you have undertaken and/or facilitated and how this has supported
your professional development. Demands on your time will be respeantelddurations kept to an
agreed minimum. In some cases, | may wish to do some short, falbowterviews.

In addition, you may be asked if you are willing to give permission for either or both of the following:

X Inclusion in the research of contributions you have made to an online educators’ networks
X Inclusion in the research of verbal contributions you have made at an event e.g. a
conference Professional Exchange or FHadhMeet network (if you are an attendee only)

You will be free to decline to participate in or respond to any activities you consider inappropriate.
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Will the information | give be able to be attributed to me by name or by other identifying factors?

All information that is collected during the research activity will be kept strictly confiderytalr
name and other details such as your location or organisation name will not be used in the thesis
which documents this research so you will not be able to be recognised.

What types of content contributed by me might be used in the research?

When the research is published, collated group data and/or direct quotes from interviews or online
communities which you attended or participated in may be used. Thvidball be anonymised so

that you will not be able to be identified. The consent form allows you to ‘opt out’ of direct quote
use if you wish to do so. Any direct quotes from you used in the research will be anonymised.

You may also be encouraged to comment on parts of the research on which your participation has
had a bearing and your comments may be used to refine parts of the work.

How will data be collected?

Audio only recordings of-1 interviews and focus groups will be made with permission which will be
transcribed. If you would prefer your voice not to be recorded or are unable to engage in voice
recording, you will be able to indicate this on the consent form below. Excerpts from online
communities will only be used where these are freely available for view by all members of those
communities e.g. on Twitter, so will not need to be stored using any offline methods.

How will the data which has been collected be stored?

All audio files and papdrased documentation will be stored accordance with The Data Protection

Act (1998) and, on change of legislation, in May 2018, in accordance with the new EU General Data
Protection Regulation (GDPR). All files will be kept securely; audio files and computer records will be
stored and accessed only via password protected devices.

How will the data which has been collected be used?

Content from transcribed recordings and online communities will be analysed to draw out significant
themes and issues. This data will be included in an aisatpntained in my thesis. Shorter sections,
including anonymised quotes, may also be used to disseminate findings at conferences, in research
papers or by digital means such as via websites or social media platforms. Contributions will be used
for the purposes of this research thesis and its dissemination only. The work and its findings may
also be disseminated by The Education and Training Foundatiorare the sponsors of the work.

You will be provided with a copy of the final thesis on request to the email address below.

If you are willing to take part in this research, please read and complete the consent form on page 3
of this document. If you have further questions which need to be addressed batriing

consent, | will be delighted to respond to these; you can contact me at

lynne @realtimeeducation.co.uk

Thank you for taking the time to read this information and for your interest in this project.
Yours, with thanks,

Lynne Taylerson
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Research Participation Consent Form Researcher: Lynne Taylerson

Title: Growing Concerns: practitioners’ positions on engaging in professional learning in a
deregulated Further and Vocation Education (FAVE) sector.

Participation in the Study:

I am over 18; | have read and understood ‘Information for participants’. | am aware of the purpose
of this research. | have been given the opportunity to ask further questions before signing this form.
I may contact the researcher at lynne@realtimeeducation.cd.ukeed further information.

My typed signature below confirms that | have agreed to participate in aspects of this ktudy.
choose toopt in to aspects of the research as indicated below as | consider appropriate.

P give my permission for my data as indicated below to b
stored under the rules of the DPA/GDPR (as date appropriate) and used as part of this study.

I can withdraw from this study at any time and all of the data provided by me will be destroyed.

My preferred email contact for research.............cc.oooiiiiiii i, Date............

| opt in and give my permission for the following data to be used in this research:

| agree| To the use of:

(9

Audio recording and file storage for transcription purposes only ef Interviews with me

Use of generalised, thematic data fromILinterviews with me

Use of my direct quotes from-1 interviews with me

Audio only recording for transcription purposes only of focus groups/educators’
networking/CPD events attended by me

Use of generalised, thematic data from my contributions to focus groups/educators’
networking/CPD events attended by me

Use of my diect quotes from my contributions to focus groups/educators’ networking/CPD
events attended by me

Use of generalised, thematic data from my participation in online educators’ communities

Use of my direct quotes from my participation in online educators’ communities

Researcher signaturéto be completed on receipt)
| have explained the nature of the research and its use to the subject and obtained their consent to
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participate. In my opinion the subject is knowingly and voluntarily giving informed consent to
participate as indicated and signed above.

RESEAICNET. ... s Date. ..o

163



Appendix 3: Table comparing attributes of educators’ networks used in the initial choice of SNA activity

Name andsocial Active since Followers as of Number ofposts New threads in Average number of| % of posts related
media presencef 01/03/18 since inception month to 01/03 unique to FE sectot
network engagements with
messages$

Fern 2016 965 1,644 45 9 45/45

100%
Twitter
Lily 2015 709 600 11 8 11/11

100%
Twitter and
Facebook
Nettle 2010 65, 500 176,000 500+ 2 20/34

59%
Twitter and
Facebook
Ivy 2014 2,217 687 25 14 25/25

100%
Twitter and
Facebook

Appendix 4a: Coggle map of Nettle community activity (2 weeks)

L Average number of unique engagements with messagbs Aumber of people sharing a post with their network or replying to posts in the
period investigated

29% of message threads directly related to FE sectbiseounts messages specifically regarding compulsory education e.g. SATSs, nursery
education, school uniform, assembly
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coggle

made for free at

Mock exams

‘Lightbulbs' in an outstanding lesson plan

First dictionaries

Grade inflation and housing costs

Brain development and physical fitness in children

Girls who mature early - challenges in school

Work-life balance

Digital detox

Book review assignments (World Book Day)
arch 2018
y NETTLE community

Emoiji use for session evaluations

Teaching creative thinking

Maths games

Surviving teacher training
Classroom displays

Should the school day be extended?
Childhood obesity and PE

Retaining older teachers in secondary education

Mass media / childhood obesity links

Digital Skills audits for staff

Primary behaviour policy

Phone-addicted teens are unhappy

Education and social mobility

Top tips for disengaged students

Whole-class reading

Girls in single-sex schools and STEM progress

Action research - what and how

Dyslexia assessments

Helping pupils reflect on their year

Marking - what, why and how

100 ideas for primary teachers

e-safety resources for 5-7 year-olds

The state of Religious Education

Questions about inspection

Storytime and brain development
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Appendix 4b: Coggle map of Fern community activity (6 months)

Twitter communities for educators

Social purpose education

Empowering pedagogies

20th anniversary of ‘The Learning Age'

An inclusive approach to GCSE English resits
‘Cradle to Grave' FE

Talking back to numbers - rebuttals of reliance on statistics

Technology enhanced learning

Adult literacy in Offender Learning

Womens' suffrage on 100th anniversary
February 2018

Failure to recognise research on FE's benefits

Lessons to be learned on Holocaust Memorial Day

FE empowering women

Impact of Adult Ed on health and wellbeing -

Teacher Ed in Lifelong Learning network meetings

Mature students' voices

Global literacies
Response to the Minister on power of FE <«
Mentoring for teacher growth and change

Transformational approaches to teaching

Challenging inequality

y

Eanuaw 2018

Specialist SEND advocacy

Literacy and empowerment

Access and ESOL

English and maths connections conference Employer views on VET

World Teachers' Day

Adult Ed's benefits for aging populations
Relatable role models for learners

Bursaries for disadvantaged students Ripple effect of learning on life - health, famil
March 2018 ¢ PP 9 v

Celebrating women in FE on Mother's Day Mental Health week

International Women's Day
October 2017

Winner of Global Teacher Award

Literacy and democracy

FE as enabler of escape from abusive relationships

Empowering poetry/storie Aspirational pathways - Apprenticeships

Comparative VET Plumbing in England v Japan

World Book Day
FE impact research data

FE learner case studies
An Assistant Principals' view of FE

English and Maths Functional Skills

Literacy changes lives

November 2017

Community engagemet

Widening participation in marginalised communities

Impact of Adult Ed on mental health Need for creativity in FE

SEN, critical pedagogy and transferable skills needs

Adult education and social mobility
Accreditation mindsets - beginning degrees in later life

Socially situated v instrumentalist approaches
Socially situated knowledge against a deficit model in literacy

New GCSEs

FE giving belonging and community to SEN learners

December 2017
Reclaiming identities of success

Need for more Access courses
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Appendix 4c¢: Coggle map of Ivy community activity (6 months)
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Appendix 4d: Coggle map of Lily community activity (6 months)
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Appendix 5: Guide questions for sestiiuctured %1 interviews with educators

Oneto-one interview propose structure, thinking points / prompt questions

Begin with conformation that all participants have been provided with the information/participation
consent form and have fully understood and signed it. Give opportunity for further questions on it.

Brieflyreiterate the broad aims of the research to set the scene.

It is hoped that this will mean that interviews can then move into exploration of these themes which
may be explored using the following thinking points / question prompts though the strucfiegaoch
unique interview may deviate from or expand upon these suggested prompts:

x How would you describe the difference between ‘formal’ and ‘informal’ professional
learning/CPD? brief response only required

X Which CPD opportunities do you currently participate in which you would describe as
‘informal’?—this can include F2F and online informal networks.

X Have you found particular value in terms of professional development and identity in your
participation in informal learning in comparison to more formal methods? If so, what?

X Has there been particular value to your professional development and identity in your
involvement with any informal online networks? If so, which and how?

X Have you formally logged or documented your participation or formally documented the
impact of your participation in informal learnirgncluding online networks? If so, how?

X Which words (up to 10) might you use to describe informal online netwemmkigor your
participation in them?

Additional prompt questions added following the netnographic analysis and categorisation of online
dialogue themes (which are first outlined to the participants)

X What are your comments on the accuracy and validity of tHer3’ categorisation of online
dialogues? Do you broadly agree with the categories presented and why?

X Would you agree that there is an ‘identity and voice’ focus to the online dialogues you
participate in?

X Would you advise amending or clarifying théeBs model in any way?
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