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INTRODUCTION

A small group of Graduate Diploma in Tertiary Education (Level 7) (GDTE) learners and recent graduates,
representing the taught Recognition of Prior Learning (RPL) and Independent Learning Pathway (ILP) programmes
at Otago Polytechnic (OP), collaborated as a community of practice (CoP) to write a research article on their
early impressions of teaching at OP.

Unlike secondary teachers, subject matter experts entering the tertiary sector are often inexperienced and
unqualified as teachers. Our community of practice hence set out to explore the impact of this lack of experience
and determine any gaps. We reviewed our early impressions of facilitating or lecturing learners at OP; what
enablers and challenges we encountered in those early years; and, upon reflection, what we would recommend
being undertaken differently and why.

METHODOLOGY

The teacher community of practice had previously considered examples of teaching philosophy statements and
the process of preparing them (Woodward et al., 2018), including enablers, challenges and the use of metaphors
(Woodward et al., 2019). Using these tools for developing a teaching philosophy assisted in providing insight into
the current research article questions. In 2020 we investigated key evidence-based (Cullen et al., 2017) theories
and models that link to teaching practice (Woodward et al., 2020) and then considered constructivism and
reflective practice as an evidence-based approach to tertiary teaching (Woodward et al.,, 2021).

Henry et al. (2020) have identified communities of practice as an effective social constructivist tool for building trust
and a sense of belonging, sharing of enterprise and enhancing the reflectivity that is a precursor to independent
learning. We therefore employed this social constructivist (Palincsar, 1998) approach to mine information from
interviewees, all OP lecturers or facilitators, using an autoethnographic (Maréchal, 2010) approach involving
reflection on teaching experience. The community of practice group met online on a regular (fortnightly) basis to
explore the research questions, with all interviewees being members of the CoP and authors of the present article.

FINDINGS

Early impressions of facilitating or lecturing learners of Otago Polytechnic

Jeremy joined Capable NZ in January 2018 and has facilitated learners in both the undergraduate and
postgraduate domains. Reflecting on his early impressions of facilitating, he believes that the concept of trust and
gaining trust to achieve positive learning outcomes have been central themes. As Hoy and Tschannen-Moran
(1999) have argued, defining trust is no easy matter; nonetheless, Jeremy has found Levi's (1998) view of trust
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apt: Levi describes trust as representing a variety of phenomena that can encourage learners to take risks when
dealing with others, and states that when trust is present it helps to move everyone's interests forward. Many of
the learners that Capable NZ facilitators engage with have had mixed experiences with mainstream education
and, as a result, can arrive with healthy levels of mistrust in the system; specifically, many learners have either had
previous negative experiences with educators or have never had an educator that they have trusted. For Jeremy,
this has meant a need to consider additional strategies that can break through some of these barriers and, as a
key goal, work to build trust between the educator and learner. “Guide, guru, parent, friend — mentors are all
these to learners lucky enough to find a teacher willing to make a difference in their lives” (Daloz, 1983, p. 2).
This quotation reflects an aspirational approach that, for Jeremy, represents an early guiding principle for assisting
learners on their transformational journey.

New to teaching at age 52, Alexa was thrown in the deep end, charged with facilitating a ‘wild child’ programme,
the Graduate Diploma in Sustainable Practice (GDSP). In a previous article, she explored ten years of this
programme and the sometimes startling learning it engendered (Forbes & Henry, 2021). In 2018, the programme,
and Alexa with it, moved to Capable NZ, where the teaching style and school culture were very different. There
was little guidance around how she would fit in and respond to its unarticulated expectations of her. Much of
the practice embedded in GDSP delivery was not possible at Capable NZ. For example, the Graduate Diploma
in Sustainable Practice had been delivered almost entirely online since 2012, with block courses that explored
topics associated with whole-systems thinking. Venue choices were grounded in the idea that it was useful to
experience living with far less consumption and what ‘enough’ might be. This was experiential learning based on
reconnecting with nature and self, and exploring frameworks such as the Strategic Framework for Sustainable
Development (Holmberg et al., 1999) and The Regenesis Model (Mang & Reed, 2017). Alexa loved this work
and its potential for personal transformation, but could not easily continue it at Capable NZ, which required far
greater oversight of the events involved.

Elise’s pathway to tertiary teaching was quite different, coming as she did from a background in youth development
and training. As a member of the Sea Cadet Corps for many years before joining Otago Polytechnic, she had
been trained in instructional technique from the age of 15 and had been training others since then. As an adult
and a young officer in the New Zealand Cadet Forces (NZCF), Elise had the opportunity to attend a ten-day
instructional technique and training management (ITTM) course, later going on to teach on that same course
several times. The [TTM course and several previous leadership courses also provided by NZCF covered many
aspects of learning design and teaching, from the use of Bloom'’s taxonomy (Bloom, 1956) for effective learning
objectives, sound assessment design practices, lesson planning and reflective practice, through to classroom
management techniques, effective questioning and how to set up learning environments to best effect. Thus,
Elise’s early impressions of lecturing at OP were positive in that her previous training was extremely compatible
with teaching professional practice in STEM-oriented programmes. This meant she had plenty of energy left over
for learning the processes and practices specific to Otago Polytechnic and adjusting to the workplace culture —a
luxury that few new lecturers in the tertiary sector are afforded.

Shannon's journey to tertiary teaching was long and varied. A secondary school teacher by day and an adult
educator by night, facilitating antenatal education classes and teaching group exercise classes as a qualified fitness
instructor for over a decade, Shannon discovered a real passion for working with adults and decided to leave
her secondary teaching career to move into a role based in the tertiary sector. While this was not a teaching
role, Shannon knew that tertiary teaching was what pulled on her heart strings and that this role would help
her to ‘get a foot in the door” While working in tertiary administration and marketing, she put her hand up to
take every teaching-related opportunity that came her way. Shannon completed a GDTE qualification in 2018,
facilitated workshops on health and wellbeing for various OP audiences, was a guest lecturer in areas she had
specialist knowledge in, assisted academic staff with marking, and embraced every opportunity that would move
her closer to her long-term goal of becoming a tertiary educator. The commitment paid off and Shannon is now
a full-time lecturer, teaching across three programmes.
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While Shannon felt very comfortable in front of the class and competent in managing and motivating her learners,
the fact she was a familiar face at OP was the biggest challenge:

| found that there were minimal crossovers between my professional staff role and my
new teaching role, yet because | had been at OP for over five years and was ‘part of the
furniture” in my department, people assumed | knew all there was to know about being
a lecturer here, which was not the case. While the classroom stuff came easily to me,
my familiarity meant | went under the radar when it came to being taught the ins and
outs of academic life — the systems, the policies, the processes, the boxes that needed
to be ticked, and the endless acronyms! This was definitely the most challenging part as
a new lecturer.

Enablers and challenges encountered during this early teaching phase

During these early teaching phases, one of the most important challenges Jeremy faced was overcoming his
assumptions about teaching and learning, particularly over issues of diversity and the complex needs of learners.
Gravells and Simpson (2009, p. 5) define diversity as “valuing and respecting the differences in learners, regardless
of ability and/or circumstances or any individual characteristics they may have.” The point of valuing diversity is
that it can provide learners with safe spaces that allow them to reflect critically about their beliefs, delve more
deeply into how these beliefs were formulated and provide guiding frameworks for both compromise and
mutual understanding (Harbott, 2017). In a practical sense, valuing diversity can become a significant source of
new learning (Napan, 2015). However, the challenge with diversity is that it can be time-consuming to enact,
which means that enough time needs to be set aside for the benefits to be actualised. Still, this challenge can
be overcome through negotiation and developing individualised learning plans (ILPs) with learners. Jeremy has
found that ILPs are a significant enabler to improved learning outcomes, as they can help learners to construct
personal academic goals and allow content to be more personalised (UNESCO, 2017). Such an approach has
become more important in the last year, as educators have been required to pivot their approach due to the
COVID-19 pandemic.

Used to working alongside (but outside) the institution (online and block courses), Alexa found the Capable
NZ framework mystifying. For her, more rigour around the course and its administration were required, but
processes seemed to be stored in the heads of colleagues. The systems seemed impenetrable, with facilitator
manuals that did not articulate how to get from A to B. What standards had to be met? Who assessed and how?
People were happy to answer questions, but it was never clear who to ask, or even what to ask. This situation
was eventually improved when facilitator and learner handbooks were issued, but would have been so much
easier with an induction. Looking back, Alexa realised that the GDSP fitted within Welby Ings’ (2017) model of
disobedient teaching, where creativity and boundary pushing, backed by reflection, was encouraged. Capable
NZ seemed to have the same kaupapa, based in an independent heutagogy (Blaschke, 2012). Challenges
in the early GDSP role included some learners wallowing in uncertainty, unable to ground themselves in a
worthwhile project, and dealing with neurodiverse learners whom Alexa was ill-equipped to handle as an offsite
facilitator with little support. After finding her feet at Capable NZ, Alexa began learning different models from
her new colleagues, including the importance of scaffolding learning (Vygotsky, 1978), “fit"” with learners, and the
transformative powers of reflective practice (Ker, 2017), but struggled with the administration and assessment
systems. She noticed for the first time a real drawback of working from home: she was not in a zone of proximity
with her colleagues (Vygotsky, 1978) and so missed key opportunities to learn by watching her new peers.

Bringing to the job a certain amount of experience in a youth and adult training context meant that Elise enjoyed
confidence in the classroom; however, in the broader picture there were still some novel enablers and challenges.
When Elise started teaching at OP a decade ago, she was struck by the phenomenon of academic autonomy
whereby even a brand-new lecturer was let loose on a course, with little or no supervision. This trust was
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refreshing but could also be a source of worry. Since then, much more robust moderation practices across
the whole sector have mitigated this experience somewhat, which is a positive change. One example that Elise
found surprising was that she was able to replace the final exam for a course she inherited from her predecessor,
without a strict process in place to ensure robust assessment design. Sharing an office with an experienced
colleague and mentor meant that the new exam was thoroughly checked before implementation, but at the
time it was surprising that this appeared to be an optional approach, such was the trust in the ‘content expert’
academic.

Besides being left to find her feet on her own, the biggest challenge Shannon experienced was lack of time:
time to learn the ins and outs of the role, time to see how all the parts fit together, time to learn ‘the unwritten
rules,” and especially time to recreate and shape her course content into something she felt was a good fit for
her teaching style, and that she felt excited and proud to teach. In their first two years of practice, beginning
secondary school teachers are given a significantly reduced teaching workload, as outlined in the Secondary
Teachers' Collective Agreement (New Zealand Post Primary Teachers’ Association, 2018). This frees up time
to work with and be guided by a mentor teacher who will support and give constructive feedback during the
journey to becoming a fully certified, registered teacher after two years. Although this period of extra support
and time to ‘find your feet’ as a beginning secondary teacher is not something that is offered in the tertiary sector,
Shannon believes the challenges both types of teachers face are very similar:

| feel very blessed to have had significant teaching experience before | began my tertiary
teaching career. | already felt like | was thrown in the deep end trying to get my head
around all the various academic jargon and processes, so without the scaffolding
approach secondary schools embrace, | can only imagine how challenging it must be for
someone brand new to teaching, who may have all the specialist knowledge but not the
teaching expertise, to find their feet.

The biggest enabler Shannon has enjoyed is the freedom to shape and teach her courses the way she wants to:

As long as the learning objectives are covered, how | go about teaching the content is
up to me, and | absolutely thrive on this autonomy. | struggle to pick up someone else’s
lesson plan and run with it. | love the flexibility to be able to shape things to fit the kind of
students | have in front of me, and to also be able to shape the content so it works in well
with my own personality and the way | like to teach. | want to do all | can to avoid ‘death
by PowerPoint,’ so having the freedom to get creative is a highlight. | just wish there was
more time to create the fun, engaging and thought-provoking resources required for the
learning activities | invent in my head.

Upon reflection, the recommendations to be undertaken and why

Bassot (2016) notes that reflection can be viewed through the metaphor of a mirror. It is through looking at
ourselves in a mirror that we can see ourselves in our entirety and then give serious consideration to what stands
before us. As a result of acting on this metaphor, Jeremy has found the framework offered by Brookfield's (1995)
Four Lenses helpful to reflect on the early phases of his teaching career. These four lenses can be employed by
teachers and correlate with processes of self-reflection, student feedback, peer assessment and engagement
with scholarly literature. Using this framework, Jeremy believes he could have been better prepared to guide and
mentor his neurodiverse learners, who have become increasingly more common within programmes offered
by Capable NZ. Baumer and Frueh (2021, para. |) have defined neurodiversity as a situation where “people
experience and interact with the world around them in many different ways; there is no one ‘right’ way of thinking,
learning, and behaving, and differences are not viewed as deficits.” During these early facilitation experiences
Jeremy had limited strategies in place. As a result of reflection and considering what he would change if he had
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the chance again, he would have augmented his reading around the topic and would have sought more feedback
from learners. Subsequently, Jeremy has implemented strategies around delivering a more inclusive learning
environment and embedding more inclusive strategies into his facilitation toolkit (Mirfin-Veitch et al., 2020).

All new academic staff have the opportunity to undertake the GDTE programme — a Level 7 qualification
which covers the major theories and practices of education — when they begin their teaching careers at Otago
Polytechnic. However, for those who have never stood in front of a classroom before, Elise feels that a more
practical course of training might be a beneficial place to start. In order to provide the best learner experience,
a teacher must have skills such as lesson planning, classroom management and good questioning technique, as
well as a basic understanding of constructive alignment (Biggs, 2003). An introduction to some simplified, broad
pedagogical theories would be useful if accompanied by some practical application in the classroom; for example,
the application of the primacy and recency effects (Murdock, 1962) in the effective introduction and conclusion
of the lesson. Only once the new teacher is comfortable with the mechanics and practical skills of teaching would
a more in-depth exploration of educational theory be helpful.

Shannon feels that the tertiary sector could learn a lot from the way secondary school teachers are supported
in their initial teacher journeys. Tertiary educators often end up in their roles due to their specialist knowledge
in a certain area, yet this knowledge is not always paired with teaching expertise. As a result, Shannon suggests
that these staff should be offered the same support, guidance and mentoring opportunities as their secondary
counterparts:

For staff beginning their teaching journey as tertiary lecturers, whether they have taught
before or not, | believe a detailed and ongoing induction process should be undertaken
where staff are given the time, support and resources to familiarise themselves with the
processes specific to their institution and the department that they work in. Having a
checklist and buddying up with an experienced lecturer within the organisation could
help with this process or, better yet, employing someone specifically to fulfil this role, as
other teaching staff are often tied up with their own workloads and may find it hard to
juggle yet another responsibility on top. However the mentoring is undertaken, it needs
to be ongoing — not just for the first couple of weeks, but throughout the first year at
least, until that staff member feels familiar and comfortable in their role.

Shannon believes that having good systems in place is a priority. That means having an induction, no matter how
qualified you are for the job. Culture is important and you need to understand the culture of your workplace
— even the new department of the same organisation. This includes making sure that you are grounded and
scaffolded with manageable steps that offer a clear direction and indication of what is expected.

Alexa agrees. Achieving the GDTE changed everything as she moved from being a subject-matter expert,
teaching as she would want to learn, to someone who knew how to observe her learners and employ strategies
and tools to keep them on track. One key was creating an environment for learning and strong scaffolding. This
limited learner overwhelm and subsequent wallowing. Another important element was the understanding that
no effort is wasted. Wrong directions and pivots of projects are part of the process and serve to empower new
directions. Studying te reo Maori and te ao Maori have influenced her world view and engendered different
responses to learner issues, as has colleague whanaukataka. A lightbulb moment came from reading this
quotation from Isaac Newton (2017) in DPP graduate Mawera Karetai's (2021) literature review:

Bernard of Chartres used to say that we [the Moderns] are like dwarves perched on the
shoulders of giants [the Ancients], and thus we are able to see more and farther than
the latter. And this is not at all because of the acuteness of our sight or the stature of
our body, but because we are carried aloft and elevated by the magnitude of the giants.
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DISCUSSION

Tertiary educators often enter the tertiary sector based on their subject matter expertise rather than their
teaching skills; the latter are assumed. However, becoming a dual professional, with both subject matter and
teaching expertise, can be a challenging journey.

Novice to expert — An example related to teaching

Novice

no experience
learning the rules
uses prescribed

models & structures

follows instructions

follows lesson plan
strictly

does not recognise
changes in
surroundings

learning to reflect
little evidence-
based practice

may learn from
experience

Learning basic
skills — performed
according to
instructions

Teacher-focused/
content orientated

Advanced
Beginner

some experience
aware of some rules
uses models
follows instructions

recognises changes
in students or
environment

unable to act
immediately
reflects to a degree
variable evidence-
based practice

may learn from
experience

Developing a set of
skills — performed
according to
instructions

Teacher-focused/
content orientated

Competent

increased
experience

has learned rules
follows models
uses variety of
activities

may respond
immediately or
later

reflective
practitioner
some evidence-
based practice

may learn from
experience

Basic skills learned
& performed
automatically
sometimes

Student-focused/
learning orientated

Proficient

* alot of experience

aware of rules

but may use own
initiative

may or may not use
models

more adventurous

responds
immediately to
more complex
situations

reflective
practitioner

research &
evidence-based
practice

Basic skills
performed
automatically
mostly

Student-focused/
learning orientated

Expert

vast experience
uses judgment &
initiative
autonomous &
intuitive

adaptive & flexible

responds
immediately

metacognitive

critical reflective
practitioner

research &
evidence-based
practice

Basic skills
performed
automatically always
Appropriate
method for desired
outcome

Figure |. Novice to expert in teaching (Bronwyn Hegarty, 2015; adapted from Dreyfus, 2004; Gossman, 2008).

The Dreyfus (2004) model of “novice to expert,” adapted by Hegarty (2015) to teaching (see Figure 1), considers
the level of expertise of a practitioner on a five-stage continuum (Lyon, 2015). To progress along the continuum,
tertiary educators must negotiate a number of hurdles and employ many enablers.

For many new teaching practitioners, the challenges of the tertiary sector include understanding a new system
and culture, including the ‘unwritten rules,” complying with administrative box-ticking, understanding acronym
terminology, overcoming assumptions, knowing the correct assessment procedures, having a proper induction
process, finding off-campus learner support, understanding moderation processes and constantly being time-
poor. Tertiary teachers may be faced with developing course content, delivering to neurodiverse learners,
developing new technology skills for a blended learning (Garrison & Vaughan, 2008) model, being able to pivot
to deliver both in the classroom and online in a COVID-19 environment, and undertaking teaching qualifications,
all at the same time.

Enablers that may assist negotiating this minefield include valuing diversity, developing individual learning plans
to set goals for learners, having learner guides and facilitator handbooks, leadership training, learning design
and teaching courses, understanding Bloom's taxonomy (Bloom, 1956), developing lesson plans and learning
objectives, classroom management, creating inclusive learning environments for learners and being a critically
reflective practitioner.
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Other enablers include the importance of developing trust with a learner who may have had a previously
negative educational experience, listening to and learning from learners and changing teaching according to their
needs, using an Ako framework. Scaffolding learners into the zone of proximal development (Vygotsky, 1978)
is important, along with having a relatively autonomous approach to content and assessment development and
being able to develop one’s own lesson plans in line with learning outcomes. Teaching learners that it is alright to
make mistakes, as it is all part of the learning process, is also key.

Significant changes have been made to the GDTE at OP in the last two years. These include a revised staff
induction process, digital skills self-assessment, development of learning resources, hui Tuhoto involving regular
meetings to connect teachers, peer observations, and a one-day introduction to teaching workshop — a
preamble to undertaking the GDTE, covering practical aspects of teaching such as lesson planning, constructive
alignment, designing experiential learning activities and formative feedback strategies. OP also has a neurodiverse
community of practice which started in 2021, initiated for teachers by Te Ama Ako. Currently, after six months,
new staff begin the GDTE journey, undertaking the first two Level 5 courses — Fundamentals of Learning and
Teaching; and Facilitating Learner Success, with a focus on the applied theory. In both these courses observations
are included, mentors are recommended, and new teachers are scaffolded to segue into the Level 7 GDTE
courses. New courses are also being developed, with the launch of a third Level 5 GDTE course, specifically for
facilitating digital learning (online learning and creating whanaukataka), in the second semester of 2022.

RECOMMENDATIONS

To progress rapidly along the novice-to-expert continuum (Dreyfus, 2004), facilitators and lecturers need to
undertake teacher induction training when they first join a tertiary organisation, rather than several years later.
Training, such as the one-day introduction to teaching workshop, could be delivered in the first ‘induction week’
of employment. Such training does and should cover administration; facilitating digital learning (classroom and
online); basic practical teaching skills and techniques including lesson planning, classroom management, good
questioning technique; a basic understanding of constructive alignment (Biggs, 2003); and practical application of
teaching in the classroom, such as effectively initiating and concluding a lesson.

Teacher induction training should also cover dealing with neurodiverse learners, creating an inclusive learning
environment, using strategies to keep learners engaged and becoming a critically reflective teacher. During
the induction week, novice teachers should have an opportunity to observe expert teaching practitioners in a
teaching classroom context, using a situated learning model (Lave and Wenger, 1991).

Mentoring, a form of social cognitive theory (Daloz, 2012; Mullen, 2005), should be practiced between the novice
and an experienced teaching mentor during the first year of teaching; and through peer observations (Harris et
al,, 2008) of teaching practice, constructive feedback on pedagogical effectiveness (Moyles et al., 2002) could
be provided.

Tertiary teachers should be scaffolded to progress their teaching qualifications from a certificate in adult and
tertiary teaching Level 5, to a GDTE Level 7, dependent on previous qualifications and experience, rather
than going directly into a Graduate Diploma Level 7 qualification, as for many this is a leap too far. As well as
developing teaching skills by studying as a student, a teacher would experience a learner’s perspective and thus
become a more responsive and effective teacher.

[t is important that educators are scaffolded into tertiary teaching, in manageable steps, using a supportive
secondary teaching model and a constructivist approach of learning by doing and reflection, supported in a
community of practice of like-minded, experienced educators (Henry et al., 2020) to bounce ideas off — rather
than a traditional approach that represents outdated assumptions about the teacher’s identity, ability and role.
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