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Abstract

Professional development is a sine-qua-non to asing teachers’ skills and abilities in curriculum
implementation. Yet, in recent times, policy makehool heads and teachers have given it litttentibn. This
study therefore focuses on investigating the impdcteachers’ participation in professional progna@s on
curriculum implementation at the SHS. The reseadbpted the concurrent mixed approach in documgntin
facts about teachers’ professional developmentirmptementation. Evidence was gathered through ssraed
interviews on seventy two (72) and eight (8) teasespectively, drawn using multiple sampling eaures. It
was found that teachers of French at the SHS paatec in professional programmes such as the omggsised

by CREF, GAFT and the GES. However, teachers haghtive perceptions about the content of these
programmes since they did not in enhance teachmwlkdge, skills of teaching and students’ achievami
was also found that a positive significant relasiop [((72) = .804,p < .05 givena = .05 andp —value =.008]
exists between participation in professional progrees and curriculum implementation. Based on these
outcomes, the study recommends that for maximunaatygontent of professional development progranimees
aligned with the curriculum so teachers’ impleméntachallenges could be addressed for enhancetkrstu
learning.

Keywords: SHS, curriculum implementation, French teacheREE, GES

1.0 Introduction

Staff development for teachers has emerged fromnfemted, one shot, large group awareness sessions,
delivered to passive recipients into the primariyidg force in school reform enabling students thiave at
high levels (Burke, 2000). The old model of staivdlopment, often referred to as professional agreént,
was focused on fixing what is wrong through genarétruction to large groups, resulting in limitédny long-
term transfer into instructional practice. Ofter tinaining provided lacked the support of resedocprove its
value, was determined by the school principal, lan#led continued support for implementation andwat&on
(Burke, 2000). Each professional development progna was a result of federal policies intended itowdate
change and improve schools. The Rand report fobadthe federal government policies played a magjta in
promoting the implementation of programmes, howesxgan successful implementation of these programmes
did not ensure continuation of the programmes. @reenise behind the federal programme was that morey
and better ideas would improve school practice. Rand report examined the local factors on the
implementation of the projects. School districtdisgd local discretion and adapted different sgis for
implementation. Implementation strategies thatecklon outside consultants, pre-packaged programomes,
shot training, pay for training, formal and summeatassessments were seen as ineffective. ThefeatigEness
resulted from the incompatibilities with the dists’ priorities and the needs and interests oftteecinvolved in
the projects. In general, these strategies wereeffective because they failed to provide on-goamyp
sometimes unpredictable support teachers neededudexl teachers from project development and
(intentionally or not) signaled a mechanistic rfileteachers (McLaughlin, 1989). Additionally, teeidy found
that resources alone did not ensure successfuémmaitation or continuation of the projects. Effezstrategies
included concrete and ongoing training, classrooppert, the ability of teachers to observe simpajects,
regular project meetings providing timely feedbaddkally developed materials, administrative pdpation in

the training, and broad-based project commitmentLadighlin (1989) contends, ten years later, thais it
difficult for policy to change educational practicehe Rand study shows that the change in educgtibighly
dependent on local factors beyond the control of federal policy makers. Each local district var@sen
though they may share some common feature. An &ngllass in a wealthy suburban classroom will be
uniquely different from an urban, lower socioecommsthool’s English classroom.

Teachers’ efforts are crucial for implementing nanactices. They need regular feedback, supportiaddrship
and multiple opportunities for professional devefemt. Desimone, Porter, Birman, Garet, and Suk Yoon
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(2002), in a study identified three characteristi¢sbest practices in the design and structurerofegsional
development. These characteristics were; actiwfyet time devoted to the activity, and the collezti
participation of groups of teachers. Activity typéscluded study groups, teacher networks, mentoring
committees, internships, and individual researaljeots. Time for staff development included thegténof the
individual training activity, total hours of invadwnent and the entire length of the programme. Culie
participation included groups of teachers from shene school, department, and grade level. In adglithey
identified three characteristics at the core oédffe staff development. They were content foopgortunities
for active learning, and a cohesive staff developm@ogramme. Each contributed to the success ®f th
professional development to improve teachers’ skalhd changes in instructional practices. Intersiavere
conducted during the period of July 1997 througltddeber 1998 with the districts’ professional depetent
coordinators (Desimone, 2002). Data, gathered girdalephone interviews, were based solely ondbpanse
of one individual from each district. The interviewestions focused on the districts’ professioeaietbpment’s
alignment with standards, coordination, continuoasprovement efforts, levels of planning, teacher
involvement, and teacher evaluations of their psifinal development. The research results indidhggtdmost
districts have standards aligned to assessmengsdé@ssional development but larger districts waoge likely

to be aligned than smaller districts.

In order that curriculum policy is translated impoactice and to ensure that successful implementatnd
continuity of any curriculum innovation exists imetclassroom, it is paramount that teachers reépigervice
training and provision of ongoing support and pssfenal development (De Lano et al., 1994; Whig93). As
Stenhouse (1975) put it, without teacher profesdidevelopment there can be no curriculum impleatént.
Brindley and Hood (1990) claimed that ongoing invas training and professional development coutgian
important component of any projected implementatlarservice training focuses on teachers’ respmiites
and is aimed toward short-term and immediate goslsereas professional development seeks to faeilita
growth of teachers’ understanding of teaching ahdhemselves as teachers (Richards & Farrell, 2085)
teacher may be doing him/herself a disservice lie stherefore fails to take active part in profesalo
developmental activities. A considerable numbecariceptual and empirical studies have been camigdo
illustrate the importance of teachers’ in-servi@ning and professional development in assistaagters with
their curriculum implementation skills. Analysing empirical studies conducted in the 1970s, Fulad
Pomfret (1977) concluded that in-service trainingswa factor in seven studies. These studies imdictiat
teachers who received intensive in-service traifing a higher degree of implementation than thdse avd
not.

1.1 Statement of the Problem

Staff development is meant not only to expand theertoire of teachers’ instructional skills and wees
successful implementation of complex school refobmsit also offers meaningful intellectual engagefor
teachers. The complexity of teaching, the incoastseducational policies and the lack of opportesifor
teachers to upgrade their professional skills hitde successful implementation of curriculum ina@Gh. Lack
of governmental, non-governmental (NGOs) and imstihal structures to provide short-term
workshops/seminars with a view to changing obsdeviacher classroom behaviour leaves much to sieede
especially in the area of French education at tH& $vel. The fact remains that it may be impossitd
improve school performances without improving théls and abilities of the teachers. However, thidject
has not received the needed attention in resegabscespecially in Ghana. This motivated me todeoeh this
study to find the impact that teachers’ participatiin professional programmes has on curriculum
implementation in French.

1.2 Purpose of the Study

The purpose of this study was to examine the teatharticipation in professional programmes andiculum

implementation, focusing on the perspectives of SH®8nch Teachers in Ghana. The nexus between

participation and implementation were the mainatsligs examined. The specific objective of this gtwds to:

1. Ascertain the kind of professional programmes iicWirrench teachers participate.

2. Find out the perceptions of French teachers abletdontent of the professional programmes they
participate in terms of programme potency to enbawacher knowledge, skill and motivation; teachers
classroom teaching and enhancing student achiexemen

3. Lastly, the study sought to investigate if a tielaghip exists between teachers’ participation ianEh
professional programmes and curriculum implemeorati
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1.3 Research Questions
The study sought answers to the following pertirpréstions:
1. What professional programme(s) do SHS teachersenich participate in?
2. How do French teachers perceive the content optbé&essional programmes in which they participate i
terms of their capacity to:
a. Enhance teacher knowledge, skill and motivatioreszh effectively?
b. Enhance teacher’s classroom teaching?
c. Enhance student achievement in French?
1.3.1 Hypothesis
1. Hy: There is no correlation between teachers’ pawibon in French professional programmes and
curriculum implementation.
H,: There is a correlation between teachers’ padiam in French professional programmes and cutiou
implementation.

1.4 Significance of the Study

The current is important in the following ways:
The report would help play a critical role in tréorsning schools if students are going to achievaigh
levels in French. In order words, it is envisageat the study would help improve learning of Freatkhe
SHS. Moving forward and using this information, teidy would help improve student learning and
provide opportunities for teacher collaboration fbe purposes of learning and applying new knowdedg
and practices.

1. Also, the study would alter the attitudes, practjcand extend the knowledge of French teachers in
transacting the French curriculum. The net res@lthis would be the acquisition of new skills and
knowledge by teachers and which would engendemisgtonal change.

2. It would provide the platform for government, NGQ&ubject Associations such as GAFT and other
stakeholder in education to meet and deliberate betier ways of putting in place professional
developmental programmes that meet the instrudtimeeds of French language teachers.

3. Literature reviewed in this study would serve asoarce of rich literature for future research escin
the area of foreign language acquisition.

2.0 Theoretical Framework

2.1 Overview

Staff development is in the process of changinghffmgmented, one shot, large group awarenesossssito
cohesive collaborative programmes designed to aserastudent achievement. In the literature, itfwaad that
the National Staff Development Council (NSDC) adaphew standards in 2001 which forced educators to
rethink their staff development programmes (NSDQQD). Staff development can no longer be generic in
nature but rather must be seen as the major instruin school reform. The focus of staff developtniess
shifted to increasing the achievement of all stisléhough the improvement of the skills and aleiitiof
teachers as implementers of education reform pnognas. The NSDC standards for staff developmentlvevo
around context, process, and content. Context t@llthe development of learning communities sufgabby
administrative leadership and resources. Procesdvies identifying a problem based upon multiplerses of
data, analysing the research in the problem areae@s, designing a cohesive ongoing programmeotade
teachers with instructional strategies to addresse areas, and assessing the impact of the staffophment on
student achievement (Little, 1993). Included in phecess component is the shift from top down mameamt to

a collaborative model in which both teachers andhiatrators collectively work together. Contendegkses
quality, equity, and family involvement. The newarglards call for focusing on staff development psufed by
research that provides teachers with new instroatistrategies by specific content areas. In amtiteachers
are to be prepared to understand and appreciaséudints, develop high expectations for studeimeaement,
and obtain knowledge and skills to involve all stadélders in the education of children. The compjeri
teaching and the lack of proven staff developmeatieis were noted as problems in designing of sebaes
staff development programmes (Little, 1993). Authatill contend that staff development is the key t
transforming schools if students are going to aeheg high levels. Staff development programmedaioguage
teaching, especially French should be carefullynpéal and based upon the intended objectives fonifen
French, taking into consideration the needs andileg styles of the learners. French teachers shpassess
excellent teaching skills and knowledge of theintemt areas prior to being considered as a Fresathér.
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Teachers should be able to establish and main&ationships with students and be able to motivatd
monitor students’ learning.

In fact, showing that professional developmentdiates into gains in student achievement posesetrdaus
challenges, despite an intuitive and logical cotinac between them (Borko, 2004; Loucks-Horsley &
Matsumoto, 1999; Supovitz, 2001. To substantiate empirical link between professional developmerd a
student achievement, studies should ideediiablish two points. One is that there are link®rg professional
development, teacher learning and practice, ardestuearning. The other is that the empirical emizk is of
high quality - which the study proves what it claito prove. This paper focuses on the second pto@atting
the first only briefly as a heuristic or logic mdde

2.2 Teacher as a Professional and teacher Profesdigm
There is a body of evidence of increasing advoctmyteachers to engage in continuous professional
development as a measure to maintain the levéieif professionalism. Cardno (2005) for exampléestahat
professional development for teachers is import@ntensure the sustainability and growth of teaching
profession. This claim reinforces Boyle, While aBdyle (2004) assertion that “the continual deepgrof
knowledge and skills is an integral part of thefgssional development of any professional workingany
profession” (p. 46). The relationship that is ekthled between teachers’ professional developmeahtt@acher
professionalism has shaped this literature revievthe discussion of teaching as a profession. j@éaa1l)
defines the term 'profession' as “an occupatiorckvinequires long training involving theory as backmqd to
practice, has its own code of behaviour and hals téegree of autonomy” (p. 5). Paramount to thisnitedn is
the emphasis on the significance of learning tieeties of teaching to inform teachers’ teachingtica. Dean
(1991) as cited in Nurul (2012) explained thattiaching to be considered as a ‘profession’, ihamdatory that
teachers are offered continuous learning opporasmihat expose them to the theories of educatiattetelop
their practice. As emphasised earlier by Dean (1, 9&bfessional development for teachers needs tstriongly
grounded in theory. Goodson (1997) (as cited inuNi012) supports this statement by explaining thaits
best, theory works back to informed and improvedcpice” (p.30). He also cautions that separatiorthef
theoretical knowledge from practice will affect tiskea of teaching as a profession, which “is based set of
research expertise and theoretical bodies of kroyee (Goodson, 1997, p. 32). The strength of tethe
professional development that embodied the theafigsaching and learning is evident in the BesidEnce
Synthesis (BES). Timperley, Wilson, Barrar and FY8007) report that from the six studies on teagher
professional learning examined in the Best EvideBgathesis (BES), the three studies of teacherepsidnal
learning that recorded the lower outcomes fordatsners are the ones identified as having the é&aaphasis on
theories. This finding further supports the argumdrat theory oriented approach is essential tches'
professional development for it to have some impadieaching practice.
In addition to having a strong focus on the theaspect of professional development, the definitibthe term
‘profession’ as offered by Dean (1991) also imples for teaching to be considered as a professiointeachers
as professional, it is fundamental for the teacherscontinuously experience professional develogmen
throughout their career. This is further explaibgdwakman (2003) who says:
Keeping up is a core responsibility of professienals the professional knowledge base underlying
professional work does rely on the input of newormfation since it is subject to continuous
improvement. The main aim of reading is keepingtaiplate with new insights and developments
influencing the professional field such as new acbinatter, new teaching methods and manuals, new
pedagogical approaches, but also new societal dgweénts which have an impact on education and
teaching in generg(p. 153).
Bredeson (2002) however points out that contindeasing opportunities for teachers to enrich aafthe their
professional knowledge and practice is often undeechby the lack of time, money, and appropriatecstires.
In addition to understanding the relationship betv@rofessional development and the notion of t@chs
professionals, the literature review also reveladé some authors choose to shape their discuskteaching as
a profession by first looking at the term ‘professilism’. Defining the term professionalism in thanner that
best describes the work that teachers do prove @ thallenging task as the literature appears tdiided in
the approaches used. Hargreaves (2000) for examaglestablished the link between professional dpvednt
and teacher professionalism by looking at the difie phases of teachers’ professionalism. He asHwat the
idea of 'professionalism' refers to the qualitytediching and the conduct, demeanour and the stimdaat
guide it. In addition, Hargreaves (2000) argues tha idea of teacher professionalism has evolneitheé past
years due to the changes that are constantly tatawe in the world's education system. He furilaborates
that there has been four historical phases of @waghofessionalism identified over the years; the-p
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professional age, the age of autonomous profedsithea age of collegial professional and finalliie tpost-
professional or post modern.

Consequently, the force of change affecting teaphefiessionalisms is also identified to be affegtihe nature
of teachers' professional development. Hargrea2@6Q) notes that during the phase of the ‘professio
autonomy’, the nature of teaching is often describe working in isolation. It is common during tiptase of
time for teachers to work alone in their classrowith minimal interaction with their colleagues (ldegaves,
2000). Hence, their professional development egpegs come in the form of workshops and coursdsatiea
delivered away from the classroom and school bgidetexperts, and received by teachers as indilddua
However, these teachers were not able to integvhtd they had learned into their practice when ttetyrned
to workplaces as they did not understand or redestgoport to apply the new knowledge and skillghigir
classrooms (Little, 1993 as cited in Hargreave§020

In their quest to improve the nations' economic petitiveness, the governments become preoccupitdtineé
effort to increase the standard of education reckehly the students. This increased expectatiohergtiality of
education sees more teachers facing the prospéetvaig to teach in ways they had not been tadghmhselves
(McLaughlin, 1997). Hargreaves (2000) explains tbathis reason, "many teachers are startingno rtoore to
each other for professional learning, for a serisirection, and for mutual support” (p.162). Cogeently, this
has caused the shift in the nature of teaching frammking alone in the isolation of their classrotmworking in
collaboration with their colleagues. This collegialationship also changed the form of teachersfgssional
development. Instead of having off-site workshop ifedividual teachers, recent professional develepm
programmes are designed to be more collaboratinature.

To sum up, the literature base reviewed has estaddi that teaching is a profession and as professio
teachers need to be provided with sufficient amaoafnprofessional development so that there are #ble
maintain their level of professionalism. Hence thiggestion has raised some very important questioch as:
Do the teachers agree with the statement that ssimieal development helps to improve their teacpiragtice?
If so, what are the impacts? Do the forms and #ietsv of professional development experienced by th
participants enable them to be more effective mrtpractice? This research study will attempt ¢eksthe
answers to these questions.

2.3 Teachers’ Professional Development Models

In general, teachers' professional developmens fatider two categories of models: the traditionad ¢he
‘reform-type' professional development models (BinmDesimone, Porter, & Garet, 2000). The tradiion
model often assumes that there is a deficit or @ igateachers' knowledge and skills which can gdsd
developed in “one-shot” workshops (Clarke & Holgjsworth, 2002). In addition to the workshop applhpa
traditional form of teachers' professional develepimalso comes in the forms of within district wslkp or
training, out of district workshop or training amtso formal postgraduate courses (Desimone, PdBaret,
Yoon, & Birman, 2002). Although the traditional appch helps to foster teachers’ awareness or Biténe
deepening their knowledge and skills, is believaat this model alone is insufficient to foster l@ag which
fundamentally alters teaching practice (Boyle gt2004).

Moreover, the traditional form of teachers' profesal development is also criticised as being shaland
fragmented (Hawley & Valli, 1999). This is echoed Ball and Cohen (1999) who describe the in-service
workshops as “intellectually superficial, disconteetfrom deep issues of curriculum and learninagrnented,
and noncumulative” (p.4). The authors further eixpleeachers’ professional learning is often shallamd
fragmented because teaching is perceived as nemsthynon sense and has little need for professi@aaihing.
In addition, it is also perceived that teachersndbrequired sustained learning to perform theirknv@all &
Cohen, 1999).

The alternative to the traditional model of teashprofessional development is the ‘reform-typeélse known
as the 'growth' model of professional developméhiberman & Guskey, 1995). The authors describe this
model as “a variety of professional developmentviigs that accompany continuous inquiry into sne'
instructional practice” (p. 270). This paradigm fsHrom the traditional model to reform-type sedmtt
professional development for teachers is changfrant replication to reflection, from learning seatly to
learning together, and from centralization to déwdization” (Smylie & Conyers, 1991 as cited inwlay &
Valli, 1999).

Advocates of the reform-type model also believe fitafessional development for teachers is mostctffe
when it is done within their working context. Spadnd Hirsh (1997) for example argue that it iseénagive for
teachers' professional development to be treatemhudsple forms of job-embedded learning for meafit
changes to occur in teaching practice. Wilson aech& (1999) suggest that some learning, no doobs gn in
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the interstices of the workday, in conversationthwbolleagues, passing glimpses of another teacblaissroom
on the way to the photocopying machine, tips swdppéhe coffee lounge, not to mention the dailpenence
of the classroom.

The school is said to be the most suitable plagetdachers to develop professionally as new tegchin
competencies can only be acquired in practice (Kmaak 2003). However, despite the advocacy for ®ath
professional development to be centred in pracad, and Cohen (1999) argue that it “does not asagly
imply situations in classrooms in real time” (p.)1hstead, they suggest that better learning dppities for
teachers can be created through strategic docutitente# practice. The authors recommend among ettier
collection of “concrete records and artifacts @dieing and learning that teachers could use asutfieeulum for
professional inquiries” (p. 20). Figure 1 represetite traditional model of teacher professionaleffgyment
according to Desimone et al. 2002.

— _—

To Tackle Gaps in

; Teacher's Knowledge )

Post-Graduate courses One-Shot Subject
Association Workshop

It helps to foster teachers’ awareness or interesin

deepening their knowledge and skills, though insuffient
to foster learning which fundamentally alters teacing
practice (curriculum implementation).

Figure 1. Traditional model [Modified] of teacher professibrdevelopment couched from Desimone et al.
(2002).

2.4 Impact of Professional Development Programnme€arriculum Implementation

Based on their research on teachers' perceptiotieeafmpact of continuous professional developmEntyell,
Terrell, Furey and Scott-Evans (2003) choose tandethe word ‘impact’ as “changes in professional
knowledge, practices and affective response asped by the individual practitioner” (p. 399). Thargue
that to measure impact, it does not necessarilg bavely only on quantifiable data. Instead, theypose that
the impact of professional development on teachiagtice can also be assessed from the teachsightimnd
reflection of “what constitute significance anduw&lin relation to their own personal, academic prdessional
needs and development” (p. 399). Other researdi@re also documented that teachers in generalvbelie
certain professional development programmes thndéd have significant impact on their developnasnt
teachers and for that matter on their effectivenegsansacting the curriculum. Several authorsafel991;
Guskey, 2000) for example, describe teachers' gsafaal development as a process which is aimeabpity at
promoting learning and development of teacherdegsional knowledge, skills and attitudes.

For these reasons, teachers’ participation in peid@al development is believed to have some impadhe
teachers' ability to acquire and critically develbye knowledge, skills and emotional intelligenssential to
good professional thinking, planning and practidéhtheir students and colleagues through everg@lad their
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teaching lives (Gabriel et al., 2011; Buczynski &rsen, 2010; Poskitt, 2005; Borko, 2004). In additi
Desimone (2009) asserts that professional developadeo impacts on the teachers' ability to decideand
implement valued changes in teaching and leadetshlifaviour so that they can educate their studsiote
effectively, thus achieving an agreed balance batvwedividual, school and national needs.

A wide review of literature reveals a plethora e$earch that focus on the examination of the feataf some
of the best practices in relation to teachers’ ggsfonal development (Garet et al., 2001). Desina669) for
example points out the fact that there is a growimgsensus on the features of professional develnpthat are
believed to result in the changes in teacher kndgdeand practice and possibly students' achieverSbetlater
proposes that these common features of effectidegsional development are measured to assess the
effectiveness of any professional development puognes, no matter what types of activity they inelud
(Desimone, 2009).

2.5 Effective Professional Development Model (EPDM)

Effective professional development models have tpdsithat there exists a nexus among professional
development (PD), teacher learning and practicd,stmdent learning. Consistent with several exjstitodels

of effective PD (Cohen & Hill, 2000; Fishman, MaBest, & Tal, 2003; Garet et al., 2001; Guskey &i&g,
2004), it was assumed that the effects of PD odestuachievement are mediated by teacher knowladde
teaching in the classroom. As our logic model (shémvFigure 1) indicates, we also assume that &&ciPD

and instruction as well as student learning talkeeelin the context of high standards, challengumgiculum,
system-wide accountability, and high stakes assessnirigure 2 depicts the connections among stdsdar
curriculum accountability and assessment in thelowdel.

R N
B
T

Figure 2. Logic model of the impact of professional devel@minon student achievement.

Professional development affects student achievernieough three steps. First, professional devekgm
enhances teacher knowledge, skills, and motivati@tond, better knowledge, skills, and motivatimprove
classroom teaching. Third, improved teaching ragadent achievement. If one link is weak or migsivetter
student learning cannot be expected. If a teachiés fo apply new ideas from professional developinte
classroom instruction, for example, students wilt benefit from the teacher’s professional develepmin
other words, the effect of PD on student learnghgassible through two mediating outcomes: teatheaming,
and instruction in the classroom. In the first stiep professional development to improve teachkengwledge,
skills, and mativation, it must be of high qualityits theory of action, planning, design, and iempéntation.
More specifically: it should be based on a cargfalbnstructed and empirically validated theory eddher
learning and change (Richardson & Placier, 200t )shiould promote and extend effective curricula and
instructional models - or materials based on a defined and valid theory of action (Hiebert & Gwsj 2007;
Rossi, Lipsey, & Freeman, 2004) and it should henisive, sustained, content-focused, coherent, dedilhed,
and strongly implemented (Garet et al., 2001; GusRB03; Supovitz, 2001). In the second step, teechpply
their enhanced knowledge, skills, and motivatiorclssroom teaching (Borko, 2004), supported byoornyg
school collaboration and follow-up consultationshagxperts. Doing so could require overcoming shatriers
to new practices as lack of time for preparatiod gstruction, limited materials and human resosyead lack
of follow-up support from professional developmembviders. In the third step, teaching - improved b
professional development - raises student achieneribe challenge is measuring and validating tiesy
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2.6 Features of effective professional development

2.6.1 Content focus

There is a widespread agreement among scholatedohers’ professional development to be largedyved as
knowledge and skills development (Desimone et 2002; Garet et al., 2001; Timperley et al. 200Me T
literature reviewed exhibits a strong advocacy teachers' professional development to be unders&sod
opportunities for learning (Fishman et al. 200X#sd in Nurul, 2012). Professional developmenttéachers
needs to give them the opportunities to learn ftheir own practice by way of self-reflection in ditwh to
preparing them for their new roles and responsjbflsarrett and Bowles, 1997). They further add thachers'
professional development needs to focus on the neein@ent of their professional knowledge, beliefsl an
attitudes so that they will be able to improve ittgtudent learning. This reinforces other earltatesnents and
views that professional learning for teachers we#itich their knowledge base, improve their teachragtice,
and enhance their self-efficacy and commitmentu@lity service.

In general, the content focus of any teachers'eggddnal development falls into two categorieshifian et al.
(2003 as cited in Nurul, (2012) in their work expkd that the first category of content focus refar the
knowledge related to general teaching work suchsasssments, classrooms organisation and managantent
teaching strategies while the second category geferthe subject content itself. Assessment is goma
component of all the core studies covered in BEBamigh their assessment skills teachers aretaljleige the
impact of their changed practice on student legrr{ifimperley et al., 2007). The authors explainckess’
sound assessment skills make it possible for tleematke ongoing adjustment to their teaching prac@that it
can be more effective.

Consequently, knowledge content has become the wigsificant component of any form of teachers’
professional development programme. Borko (2004)ies that having a strong emphasis on knowledgeiebn
is critical to the success of any professional tguaent experienced by teachers. This is becaugieipation

in professional development programmes is beliet@dallow teachers the opportunities to renew their
knowledge base while at the same time introduciegv rknowledge and skills into their repertoire to
continuously improve their conceptual and teachprgctice (Borko, 2004; Grundy & Robison, 2004).
Furthermore, Borko (2004) argue that it is impottam teachers to have “rich and flexible knowledge the
subject” (p.5) to foster students' conceptual usideding.

2.6.2 Active learning

Numerous researches conducted to study the forigbfquality teachers’ professional developmemtcbade
that reform-type professional development is mdfecéve in changing teaching practice (Helmerlgt2011).
The traditional form of teachers' professional depment is critised for not being conducive enougHoster
meaningful changes to their teaching practice (Bmnet al., 2000; Desimone, 2009). This happenshas t
activities designed do not provide teachers wittplanopportunities to engage in active learning Wwhis
believed to be a crucial factor in sustaining th@nges made to their teaching practice (Fullan &dal,
2000). Birman et al. (2000) explain that profesalaevelopment that incorporates active learningdachers
also: includes opportunities to observe and be rebdeteaching; to plan classroom implementatiochsas
practicing in simulated conditions, and developiegson plans; to review student works; and to mtedead
and write — for example, present a demonstrateag b discussion or write a report (p. 31).

These forms of strategies linked to active learnarg said to be most effective in changing teaching
effectiveness. Southworth (2004) who researchegrimnary school leadership in the context of snmaldium
and large sized schools asserts that modelling,itororg and professional dialogue and discussiorthes
strategies identified to have the most effect iangfing teaching practice. In addition, Guskey (3G¥cited in
Nurul, (2012) argues that professional developnfenteachers needs to provide them the opportunitget
regular feedbacks on the changes made to thehiteppractice. This approach is believed to be &blghange
teaching practice compared to professional devedmprprogrammes conducted in the forms of large mrou
presentations, training programmes, workshops andrars.

2.6.3 Collective participation

Reform-type professional development for teachsrsamparatively believed to be more effective thiag
traditional model as it focuses on collective mapttion which is participation of teachers frome tkame
department, subject or grade in the same profesist@velopment programme. Birman et al. (2000)raslsat
collective participation in professional developrmisnmore likely to afford opportunities for actilearning and
are more likely to be coherent with the teachet$ielo experiences. Moreover, teachers' professional
development that involves collective participatiespecially for teachers in the same school ished to be
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able to sustain the changes made to their teagimgtice. This is because they are more likelyawehmore
opportunity to discuss the concepts, skills andfems arise during their professional developma&ptsgences
(Garet, Porter, Desimone, Birman, & Kwang Suk, 2001

In other words, collective participation in teadieprofessional development programmes also engethde
collaboration among the teachers. Hargreaves (1f@@®xample discusses the use of collaboraticonasof the
ways for teachers to improve their teaching practidne of the advantages of collaboration is thaicreases
the capacity for reflection (Hargreaves, 1995) \his argued to be a critical point to teachersfgssional
learning experience. Collective participation ifessional development also gives teachers morerappties
to learn from each other's practice. Kwakman (26228} that feedback, new information or ideas doonty
spring from individual learning, but to a large ent also from dialogue and interaction with otheogle. This
reinforces Hargreaves (1995) earlier assertion tieflaboration can be “a powerful source of proif@sal
learning: a means of getting better at the job13g).

In addition, collaboration in school also increasiciency as it eliminates duplication and rem@vedundancy
between teachers and subjects as activities amrdivated and responsibilities are shared in cometdary
ways (Hargreaves, 1999). As this happens, teadlagrsllocate more of their time and effort on theparation
of their lesson which will improve the quality o&achers' teaching (Hargreaves, 1995). Consequently,
collaboration that exists in school provides teachith moral support as it allows teachers the oppities to
work with their colleagues instead of having to diarthe frustration and failure alone.

2.6.4 Duration

Professional development activities designed bamedhe reform type are believed to be more effectiv
compared to the activities of the more traditioapproaches because of its longer duration. Duragéars to
the contact hour spent in a particular professioleakelopment activity and also the time span oiopenf time
over which the activity was spread (Garet et @&1Q1). Similarly, Birman et al. (2000) argued thtkte’ activities
of longer duration have more subject-area contentid, more opportunities for active learning, andren
coherence with teachers' other experiences thahaider activities” (p. 29). This is further reinfed by Garet
et al. (2001) assertion that longer professionakbigment activities also more likely to providepoptunities
for in-depth discussion of the content, studentception and misconception and also pedagogicaksgies to
take place among its participants. The authorsslggest that activities that extend over timenaoee likely to
allow teachers more time to try out new practicethe classroom and obtain feedback on their tegdttbaret
et al., 2001).

2.6.5 Coherence

Finally, reform type professional development iSexed to incorporate the element of ‘coherenceatsrdesign.
The literature highlighted three dimensions of aehee in teachers' professional development: laligament
between the professional development activity aeachier's goals for professional development, 2) the
alignment between the professional developmentigctwith the state or district standards and cwiam
frameworks and with state and district assessmé)tshe ongoing professional communication witheoth
teachers who are also trying to change their pra¢besimone et al., 2002; Garet et al., 2001)s Tainforces
Day’s (1999) earlier assertion for the personal ardditutional professional development approactiede
synchronised to maximise the opportunities for geaand development in schools. In addition, it hasn
asserted that teachers need to construct theirkmwwledge by anchoring new information obtainecbte-
existing knowledge. This assertion supports easliatement that the active learning process as asggd by
the constructivist approach is “heavily influencleg an individual's existing knowledge and beliefsdais
situated in particular contexts” (p. 674). SimilarKwakman (2003) believes that professional depaient for
teachers needs to allow teachers the opportumbtesnly to construct their own knowledge but asairect
their own learning.

The issue about cost to provide teachers with mportessional development as opposed to havingothe shot’
workshop may need to be further interrogated. & @en argued that it is more expensive to prowgdehers
with professional development that is catered w@rthersonal needs. In addition, the suggestiortfachers’
professional development to extent over a longeiogeof time is believed to result to teachers irgvtheir
classroom more often and hence causing more disrupt the students’ learning. The researchersetbes
think that the common features of effective teashprofessional development as highlighted in iterdture
and discussed earlier go to support any conclusims recommendations that should be derived foicyol
makers, French teachers in particular and teaéhgeneral in Ghana.
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3.0 Methodology

3.1 Design

The researcher used the concurrent mixed methagrdesnploying both quantitative and qualitativeises of
data. A questionnaire was administered to Frenathters and eight (11.1%) of them were interviewsdgian
interview schedule.

3.2 Population

The participants comprised seventy two (72) SH®\¢hrdeachers in ten (10) districts of the Westesgién of
Ghana. The districts comprised: Jomoro; Mporhor 8&aSast; Prestea Huni Valley; Sekondi Takoradi Metr
Sefwi Wiawso; Shama, Suaman; Tarkwa Nsuaem Muriciia; and Ahanta West districts. The teachers in
these schools are implementers of the French progeawhose responses were deemed relevant in igétimg
the research questions and the hypothesis fortidg.s

3.3 Sample and Sampling Procedure

The sample for the study consisted of 72 SHS Fré&gathers drawn from ten districts of the Westezgiéh of
Ghana. The districts were selected using simpldaiansampling and the SHSs in the selected distnbish
offer French were considered using purposive sailggdrocedure. Eventually, all the SHS French te@civere
included using the census technique. A total ohte(@) teachers (representing 11.1% of the totather
population) were sampled using simple random tepleafter a sampling frame was constructed to calvéne
participating teachers.

3.4 Instrumentation

A self report instrument (a questionnaire) in aidditwith an interview schedule was used to gatlata drom
the teachers in all the schools. The questionraigk the interview schedule were used to gather aiatthe
Research Question (RQ) One and RQ Two. The chditteedwo methods was to help the researcher tuilate
data sources of the procedures. The fourteen-ifeth questionnaire touched on the professional jprogres
that teachers participate in and their perceptaivsut the content of these programmes in termouef they
enhance teacher pedagogical content knowledgé askilmotivation among others. The perceptive itemshe
guestionnaire were measured on a five-point Likegtle ranging from Strongly Agree (5), Agree (4gultal
(3), Disagree (2) to Strongly Disagree (1).

3.4.1 Pilot-Testing

Before administration of the questionnaire, it wpélst-tested in eight schools in the Cape Coastropelis of
the Central Region to ascertain the reliabilityhef individual items. The analysis yielded a rdligbcoefficient
of .78 indicating the cohesiveness of the itemddfining the constructs of the study. The intervisshedule
was not pilot-tested since the result of the piéstting of the questionnaire served as the basiddtermining
the worth of the interview instrument.

3.5 Data Analysis

Descriptive statistics of means, percentages asgluéncies were used to help answer the researctianse
whereas the Pearson Moment Correlation was alsbtostest for statistical significance with the heff SPSS.
In the case of the qualitative data, content aismhysuld be used to analyse it through vivid dggis of the
relevant themes that may emerge in the study.

4.0 Results and Analysis

4.1 Research Question 1

Respondents were asked to provide the professimogirammes in which they participate. They mentibne
programmes such as GAFT seminars and conferena&egreS Régionaux pour 'Enseignement du Francais
(CREF) Workshops, GES Seminars, School-Based Wopsshmong others. During the interview, the majorit
of teachers 7(87.5%) indicated that most of thesgrammes had little effect on their classroom héag: As
one of them put it, These seminars and workshops often have littl@twith the teaching of French except for
the CREF Workshops and so | do not personally thib&nefit from the other ones by the GES and G&FT
terms of how they contribute to my teachinghe said mostly, the CREF Workshops focus ondessote
preparation and the integration of technology tpriowe the teaching of French. All of the teachersnsitted
that they thought the content of the professiormalgrammes were not relevant in promoting profesdion
competence. One saidTHe programmes do not on, the whole, enhance tegdhi any way Some further
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stated that this situation does not worry sincenth&hey explained that since schools go after gamsdlts,
teachers also flirt with all the impossibilitiespgooduce these results without giving any attentmthe syllabus.
Asked why they participated in the programmes seaid they attended because they were made compulsor
for teachers. Others said they attended espedf@YCREF Workshops because of the monetary inaetiiat

the French Government provides for participantan&avere frank to state thatBut for these incentives, |
would not worry myself to attend thénThey however confessed that they believed apatp professional
programmes when put in place for teachers, woufheece their professional competence.

4.2 Research Question 2

Views of French teachers were sought concerning therception about the content of the professional
programmes in terms of their capacity to: enhameeher content knowledge, skill and motivation géach
effectively; teacher’s classroom teaching and eodastudents’ achievement in French. Table 1 pastihag
outcome of the survey exercise conducted on 72chraachers.

Table 1: French Teachers’ Perceptions about the Cdent of the Professional Development
Programmes in Which They Participate

Total
Item I No. (%) No. (%)I No. (%) INo (%)I (%) @No. (%)
They enhance knowledge, skills 39(54 2) W 72(100)
and motivation to teach

They enhance classroom teachirgl2(2.8) 1(1.4) 9(12.5) 33(45.8) @27(37.5) @ 72(100)

which is effective implementatio

They invariably enhance studentgl 0(0) 0(0) 27(37.5) W25(34.7) @20(27.8) @ 72(100)

achievement in French

From Table 1, one can see that the majority offtecthat is 62(86.1%) perceived professional Enognes to
have contents which do not enhance teachers’ kmmsleskill and motivation to teach. Seven (9.7%bhem
were indifferent whereas only three (4.2%) agrded they perceived the content to enhance know|esigié
and motivation. On the question of whether the eohénhanced classroom teaching, only three (4a2freed.
However, 60(83.3%) disagreed that the content®ftigvelopment programmes they participate in erghtrar
classroom teaching. Nine (12.5%) of them howevdrrdit express any view on the issue. Lastly, 4503.
intimated that they perceived the content of thefgesional programmes to enhance students’ achivieim
French. However, 27(37.5%) did not express theswsgi on the matter. On the whole, it can be dedticad
French teachers generally have negative perceptionst the appropriateness of the content of théegsional
development programmes since these programmesidatgdo them do not impact positively on teachofg
French.

4.3 Hypothesis

There was a need to find the relationship (infeabrgtatistics) between teachers’ participationFrench
professional programmes and curriculum implemertafeffective teaching). The summary of the obtdidata
has been presented in Table 2.

Table 2: Correlation between Teachers’ Participatio in Professional Programmes and
Curriculum Implementation

Variable
Participation in

Professional
Programmes
* p <.05; N= Sample size; SD= Standard DeviatisnCorrelation coefficient

It can be gleaned from Table 2 that there is angtmositive correlatiorr (= .804) between participation and
curriculum implementation and the small value & sitandard deviation (SD =.317) indicates thatthesre no
dissenting views expressed by teachers. In othedsythe teachers’ views did not vary much on rbste
items. Again, the mathematical function of the mfation showing relationship between teachers’igipgtion
in professional programmes and curriculunT{g2) = .804p < .05 giveru = .05 andp —value =.008. Sincp —
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value is less thaa, the result is statistically significant. The nimjlpothesis is thus rejected and a conclusion
made on the alternative that a significant cori@haéxist between teachers’ participation in prei@sal
programmes and curriculum implementation. By imggdiien, if teachers participate in professional pamgmes,
they would be equipped to implement curriculum effesly.

5.0 Discussions and Conclusions

In sum, this study has discovered that teacherd tee&ontinuously work on improving their practiaad to
ensure that they are able to effectively transagiément the curriculum and facilitate effectivaidsnts
learning. Having too many professional developnmogrammes that are arranged at close intervabgeri
time and tailored along the prescriptions of théabys has tended out to be the surest way to ivepr@achers’
ability to implement curriculum planned. Teachgpatticipating in the professional programmes isnerre
crucial in the success of the teaching enterpRseviding teachers and especially French teachithsagequate
time to consolidate their new knowledge into pieetand to apply it into the classroom is said tontme
effective and helps to boost teachers’ confidenitle thieir own practice. New practices can furtheréinforced
through professional learning communities where tdechers are encouraged to share their knowledde a
experiences with each other and to support theifepsional learning experience. The point must bderthat
professional development for teachers need to addteachers’ specific needs so that the experiefice
participating in professional activities becomesenmeaningful, rewarding and not seen as a burfierab.
Effective professional development programme rexgutiloring programme content in enhancing teacher
classroom performance and continuous improvememséTPublic Schools, 2000). A number of studiesehav
revealed that staff development improves studdatg’ning. These studies have explained that effedtaff
development prepares teachers to understand anecégip students, create safe, orderly and supporti
learning environments, and hold high expectatiansttfieir academic achievement (NSDC, 2001). Thenmai
findings of this paper is that participation in fassional development has no discernible effecsiaent
achievement. This supports the findings of Desim@&uster, Garet, Yoon, and Birman (2002). In thetegt of
Ghana, it is important for stakeholders in educatimgive priority to teacher development prograrsiteeteach
well. Research has shown that many teachers astamsto change and therefore are resistant ttegsmnal
development activities though the outcome of thislyg proved otherwise (Richards, 2002). It caménhtofore
from the current study that French teachers addhgenerally that such programmes are necessalyaipirgy
their classroom teaching skills except to say thatcontents of the ones they participated in vilenged or
irrelevant. Richards (2002) suggested that in ofdeprofessional development to be effective, itsincome
from within the school and be implemented by teeslethe school and yet the finding of this stiglgontrary.
Murphy (2002) concluded that it has been the compratice for professional development to be pldnioe
the principal and to have intentions of achievimrgndatic improvements in classroom teaching andestud
performance. Professional development has tradiiprbeen short-term, disjointed, and held outsidiehe
school day, in physical locations and contexts #natfar removed from the classroom.

The study by Murphy concurs with the finding ofstlstudy since most of the professional programraek as
the ones by GAFT, CREF and GES are held outsidgtingiew of the school environment. It is perhalps t
reason why in this study, French teachers have tivegaerceptions about the quality of the profesalo
programmes they participate in. it came to the ftvat a significant positive relationship exist vbetn
participation and curriculum implementation. Thisding goes to show that once teachers acceptrtipate
fully in professional development programmes, thauld be able to effectively implement the Frenatitten
curriculum. And so professional development mastibesigned well to achieve this objective and teechust
be encouraged to fully participate so as to detlieebenefits. (Zmunda, Kuklis, & Kline, 2004; Owyua012).

In this respect, Ghana must adopt some standattis iesign of best professional development progres for
French teachers in line with the standards alrezsigblished by the United States Department of &ihrc
(1996). The programmes should: focus on Frenchhtacas central to student learning and reflectbst
available practices in the teaching and learningrefich as a foreign language so as to enable lrteachers to
develop further expertise in pedagogical contemvkadge. When these are done curriculum implemiemtdth
French at the SHS level would be enhanced.

5.1 Recommendations

The following recommendations have been made basdle findings in this study.

1. Professional Development programmes, for them @ hlae maximum impact, should be aligned well with
the content of the written curriculum where teasteme presented with facts about dealing with piatyn
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confounding issues bothering on instructionallyeveint variables such as curriculum, methodology and
instructional materials for enhanced student leayni

2. The GES should redouble their efforts to initiamgligles that would encourage teachers to partieipat
actively in professional development programmese @uay of achieving this would be to put in place
incentive packages to reward teachers who commeingielves to the course of professional development.
The same body (GES) should also initiate and intstitegulatory framework to deal ruthlessly witadkers
who fail tom avail themselves for professional depenent. The framework should also empower school
authorities to sanction teachers even at the gratssto deter others from the practice where taachiay
away and the GES should also encourage individiradads to conduct subject-related seminars forhieec
with part of the funding coming from the GES.

3. The French government, which has over the years lb@eardent sponsor of CREF's programmes for
French teachers should sacrifice the more and fjmacial aid to boost the activities of these cest
throughout the country. In the same vein, a callild@o to the managers to judiciously use thesddfar
their intended purposes so as to be able to soooce to sustain the programme.

4. The government of Ghana should consider sendingchreeachers outside Ghana to neighbouring cosntrie
to learn about French language teaching. The eseegtiould be coordinated in such a way that trehéza
are sent out during every long vacation periodhenacademic calendar. Though the cost of this wbald
enormous, its benefits would far outweigh the cdsiis, in the end would encourage students to study
French and it would also encourage others to frathjoin the profession as French teachers.

5. Lastly, there should be a feedback mechanism ttuateaand determine the relative worth (overtimg) o
development programmes for French teachers. InJiitle this thought, it is recommended that regular
inspection be conducted to SHSs to ascertain thmmes or the impact of the professional develogmen
programmes on teaching. This should take the fdrprimarily conducting post-programme assessment of
French teacher competences and doing cost-bemgliysas in order to improve future indeavours. This
could be made by the regional coordinators of CREE some personnel from the French Embassy in
Accra.

6. Finally, professional development activities shouddorporate in them, active learning ingrediertatt
fosters for teachers, opportunities to observe lendbserved teaching; to plan classroom implementat
such as practicing in simulated conditions, andettging lesson plans; to review student works; tnd
present, lead and write. These have positive impadeaching practice. Again, professional develepm
for teachers should provide them the opportunityged regular feedbacks on the changes made to their
teaching practice. This approach when adopted wbeldble to change the phase of teaching compared t
professional development programmes organised én ftims of large group presentations, training
programmes, workshops and seminars.
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