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Abstract 

Vocational educators urgently need to keep learning throughout their careers. Yet, traditional professional 

development (PD), such as courses and workshops yields limited transfer to the workplace as it does not align 

with how professionals naturally learn at work. The study discussed here reports on professional learning of 

vocational educators within one institute for technical vocational education in Western Canada. Seven instructors 

and five program chairs from five different programs were interviewed regarding professional learning in their 

departments, the extent to which this learning was enhanced through the implementation of an ePortfolio 

approach, and factors that contributed to or inhibited this learning. Our analysis shows that the ePortfolio 

approach increased some professional learning activities including goal-setting, documenting growth, discussions 

with peers, and reflection. Cross-case analysis illustrates that professional learning is embedded in professional 

practices and cannot be understood by examining individual factors separately from departmental environments. 

Based on our study, we can draw three conclusions: i) the interaction between the cultures in the original 

trade/profession and the vocational educational department is unique to the vocational education context and 

should be further explored; ii) the role of program chairs in vocational education is of crucial importance to 

instructor professional learning; and iii) our findings indicate that instructor professional learning practices are not 

static and can and should be improved. Further studies into and experiments with comprehensive approaches to 

supporting professional learning of vocational educators are necessary and long overdue.  

1. The need to expand our understanding of instructor professional learning 

For vocational education to maintain relevance to industry and society, those who teach in vocational education – 

that is, instructors
1
 – must keep learning throughout their career. Because instructors in Canada are typically hired 

for their professional and trade experience but often have not received formal teacher education, they encounter 

many challenges when commencing employment as instructors. Beyond that, continuous instructor learning is 

required as – in Canada and elsewhere – student populations are becoming more diverse, industry standards are 

changing, and the role of the instructor is expanding to include, for instance, applied research (Darwin 2007; 

Polytechnicscanada.ca 2014). Furthermore, changes in educational approaches, including a move to more 

authentic forms of student assessment, may necessitate instructors’ re-shaping their views about and practices for 

assisting student learning (e.g., Stiehl and Lewchuk 2008). To meet instructors’ continuous need to learn, 

vocational institutions have traditionally invested in the continuing education of their faculty by providing 

workshops and courses and by funding conference attendance. However, for years, studies have suggested that 

professional development (PD) organized as an activity separate from work, typically yields limited impact on the 

                                                           
1 In this paper, the term ‘instructor’ refers to someone who teaches in post-secondary vocational education.  
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professional performance of the PD participants (Baldwin and Ford 1988; Blume et al. 2010). In a comprehensive 

review of the literature on PD, Webster-Wright (2009) asserts the limited impact of traditional PD practices can 

be partially explained by those practices not aligning with what the literature has come to know about how 

professionals learn at work. Research on professional learning at work shows that such learning is deeply 

embedded in practice (Schön 1983) and informs how people within and outside of the organization conduct and 

understand their work (Bound 2011; Engeström 2011; Lave and Wenger 1991). Just how connected professional 

learning is to the structures, cultures, and histories of professional practices is described by Bound (2011), whose 

study illustrates that workplace performance is not only determined by what participants learned in the PD setting 

but also by the practices that have historically developed in the institution through the organizational culture and 

by individual level of engagement with changing requirements. Therefore, the impact of PD offerings cannot be 

understood in isolation from the workplace context. In sum, instructors have a great need to keep learning 

throughout their career, but traditional PD offerings typically have limited impact on workplace performance. 

Hence, this paper suggests that provisions of post-secondary vocational education PD be expanded to take into 

account how professionals learn at and for work and, consequently, to supplement existing PD offerings with 

alternative approaches to effectively supporting instructor learning.  

It follows, however, that if professional learning is to be aligned to how instructors learn at work, a 

greater understanding of the professional learning of vocational educators is required. Yet, studies in this context 

are limited. A 2013 search of peer-reviewed publications in the educational research database ERIC using 

“professional development” AND “vocational education” as keywords revealed only 182 publications between 

1977 and 2013, with the majority focusing on student learning in work placements. Others describe and evaluate 

PD programs for vocational educators. Besides Bound’s (2011) study of the barriers to educational change in 

trades education, we have not found studies that describe the professional learning of vocational educators as it 

occurs through everyday work. The present paper aims to contribute to this seeming absence by first exploring 

how literature from three separately developing discourses may inform our understanding of instructor 

professional learning. Second, this paper describes the professional learning activities of vocational educators at a 

technical institute in Western Canada. It addresses the question of how this professional learning was enhanced in 

the context of a pilot of an electronic portfolio (ePortfolio) approach designed to foster instructor professional 

learning. The approach encourages instructors to collect feedback, document feedback and reflections in an 

ePortfolio, and discuss their portfolio with their supervisor. Note that this paper is not meant to provide a 

comprehensive description of the design and evaluation of the ePortfolio approach; rather, it focuses on the 

professional learning of the instructors who tried out the approach. Finally, the paper discusses the findings in 

light of the literature and draws conclusions regarding the unique context of professional practice in vocational 

education, the role of the department chair, and the need to improve instructor professional learning. In all, it 

argues that given what we know about the limited impact of courses and training programs, and given the need for 

continuous instructor learning, considerations of effective practice should include more comprehensive 

approaches to supporting instructor professional learning.  

2. Instructor professional learning 

If formal PD opportunities, such as courses and training programs, have limited impact, what then should we 

know about instructor professional learning to more fully support it? Three different strands of research inform 

this question. First, research on workplace learning provides insights into how professionals learn at work and 

what kinds of workplace environments enable or constrain this learning. Second, research on K-12 teacher 

learning (primary and secondary school) has recently shifted its focus from teacher education programs to teacher 

learning on-the-job. While the organizational context of K-12 education is different, vocational educators’ tasks 
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share certain similarities with K-12 teachers including curriculum design and delivery. Finally, educational 

development literature (i.e., research on advancing teaching and learning in higher education) provides insights 

into fostering teaching excellence in higher education, which may also apply to vocational education. Until 

recently, researchers publishing in these three discourses hardly built on theories or findings from the other two 

sets of literature (Bound 2011; Hager 2005; Hodkinson and Hodkinson 2005). Building on insights from these 

three distinct discourses, the following sections describe professional learning, the professional learning activities 

involved, and workplace practices as a context for learning.   

2.1 Professional learning activities  

What then is professional learning, and how does it occur? Most conceptualizations of learning imply a relatively 

lasting change in behaviour or capacity for behaviour (Shuell 1986). The capacity for behaviour refers to the 

knowledge, skills, and/or attitudes that, should circumstances allow, enable the learner to demonstrate certain 

behaviour (Stes et al. 2010). Consequently, learning involves a change in behaviour, knowledge, skills, and/or 

attitudes. Billett (2002) proposes that at work, such change comes about through participation in work-related 

activities. The present study, therefore, defines professional learning as undertaking activities that lead to 

improved professional behaviour or the capacity to behave in improved ways (cf. Opfer and Pedder, 2011). 

Similar to the concept of work-related learning (Kyndt and Baert 2013), the only aspect that separates 

professional learning from other learning in life is that the learning activities and their outcomes are related to 

learners’ work. Professional learning activities, consequently, refer to the activities through which professional 

learning occurs.  

Studies on teacher professional learning activities show that these activities can be organized into four 

categories (cf. Hoekstra et al. 2009a; Kwakman 2003; Lohman and Woolf 2006). The first category is learning by 

experimenting, which comprises individuals’ deliberately expanding their teaching repertoire by experimenting 

with new techniques or materials; 2) A second category of activities, getting ideas from others, includes 2a) 

learning in dialogue and collaboration with others and 2b) learning from student feedback. This second category 

also includes formal learning activities such as courses and workshops. In the educational development literature, 

learning with and from colleagues is encouraged, for instance, through faculty learning communities (Cox and 

Richlin 2004) and collaborative curriculum development (Stiehl and Lewchuk 2008). Instructors might initiate 

activities to learn from others by seeking advice from colleagues (Hoekstra et al. 2009b) or discussing experiences 

in the office bank (Eraut 2004). This second category also includes learning from and with students/clients. 

Formal student feedback is a common and often mandatory component of faculty assessment in universities (e.g., 

Hallonen and Ellenberg 2006; Pallett 2006) and two-year colleges (e.g., Cross and Steadman 1996), and many 

post-secondary teachers also gather informal student feedback. The third category, reflection, can occur either 

alone or in discussion with colleagues or students. Workplace learning, educational development, and K-12 

teacher learning literature all stress the need for reflective practice as part of ongoing professional learning 

(Amundson and Wilson 2012; Hoekstra and Korthagen 2011; Van Woerkom and Croon 2008; Zeichner and Liu 

2010). While reflection can occur individually, it can be greatly enhanced through incorporating student feedback, 

peer feedback (Hubball et al. 2005), and ideas from others (e.g., reading books) into the reflective process (Day 

1999).  The fourth category is ‘learning by doing,’ which includes reactive and implicit learning. The process of 

professional learning can be goal-directed or unintentional (Marsick and Watkins 1990). Unintentional learning, 

or what Eraut (2004) calls ‘reactive learning,’ occurs, for instance, when receiving unsolicited feedback or facing 

unexpected outcomes of work activities. Professional learning may also happen implicitly, meaning beyond the 

learner’s awareness (Eraut 2004, Hoekstra et al. 2007). Because instructors are by definition not aware of implicit 

learning and cannot report it directly, such learning falls outside the scope of the present study. Describing 

professional learning as engaging in these four categories of learning activities helps us understand professional 



4 

 

learning as it is embedded in the process of work itself. It should be noted, however, that the four different 

categories are not intended to describe four separate learning processes since professional learning activities from 

one category are typically undertaken in combination with activities from the other categories (cf. Meirink et al. 

2009). For instance, a discussion with a colleague can spark individual reflection and an experiment with a new 

teaching strategy. Additionally, each activity requires an interaction between an individual and the immediate 

workplace environment. It follows that instructor-led professional learning is thus impacted both by instructors’ 

work environment and by the subjectivities of the individual instructors (Billett 2011). The next section provides 

insight into conditions identified in the literature as impacting professional learning.  

2.2 Conditions impacting professional learning 

Each of the three bodies of literature consulted suggests that educational work settings differ in the extent to 

which they allow for and encourage professional learning (e.g. Opfer and Pedder 2011; Amundsen and Wilson 

2012; Clarke and Hollingsworth 2002; Fuller and Unwin 2011). To facilitate professional learning, administrators 

in post-secondary educational institutes need to ensure conditions within instructors’ work environment enable 

rather than constrain professional learning. This effort requires insight into the organizational factors that promote 

professional learning. In a review study on teacher professional learning, Opfer and Pedder (2011: 391) identify 

four organizational elements as practices that promote both individual and organizational learning: i) a nurturing 

learning environment; ii) using self-evaluation as a way of promoting learning; iii) examining core and implicit 

values, assumptions, and beliefs underpinning institutional practices via introspection and reflection; and iv) the 

availability of knowledge management systems that leverage resources, core capabilities, and expertise of staff. 

Fuller and Unwin (2011) also provide a list of workplace characteristics with an ‘expansive’ (i.e., nurturing) 

learning environment.  

While these authors describe organizational learning environments that foster a culture of learning, the 

impact of the environment on the learner is not unidirectional. Hoekstra et al. (2009b) illustrate that the 

professional learning activities undertaken by K-12 teachers, (e.g., seeking feedback, sharing materials, discussing 

assignments) all shape their immediate workplace as a learning environment. Sambrook (2005), an author on 

workplace learning, similarly noted that professionals are not mere victims of their work environment but can “act 

to influence the culture of the organization” (Sambrook 2005:114). Post-secondary administrators can, thus, be 

intentional about creating conditions conducive to learning. In this respect, Lancaster et al. (2012) investigated 

supervisor behaviours that facilitate staff implementing learning outcomes from workshops into the workplace. 

Active encouragement to apply what was learned in practice was seen as a particularly helpful type of supervisor 

support. To summarize, post-secondary leaders can support professional learning by removing barriers and 

providing encouragement, funds, and time for experimentation and reflection. However, professional learning 

also requires a willingness to learn on the part of the individual instructor, as described in the next section.  

2.3 Fostering motivation to engage in professional learning 

While institutions may endeavour to support professional learning, such efforts may not increase professionals’ 

motivation to learn. Individuals and groups must decide whether or not they will undertake learning activities, 

depending on whether they ‘feel a need’ to learn (Kyndt and Baert 2013). The impetus for learning is usually the 

result of an increasing awareness of a discrepancy between the current state and a desired state (Baert et al. 2006; 

Van Eekelen et al. 2006). Such awareness may result from reading about better teaching strategies or receiving 

feedback that job aspects can be improved. Or, as Marsico (2012) identifies, a discrepancy may arise when 

institutions, industry, or governing bodies place new demands and require a transformation of current practices. 

Awareness of a need to learn could result from concrete and credible feedback on performance and, where 

applicable, a thorough understanding of societal, economic, and cultural changes that require professional practice 
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to transform (Baert et al. 2006; Marsico 2012). One strategy that can enhance such awareness is the use of a 

personal development plan (PDP). The PDP has been adopted in several professions, including K-12 teaching, 

and aims to foster self-directed professional learning and/or performance assessment (Beausaert et al. 2011). 

Beausaert et al. reviewed 54 studies and reported that endeavours to implement PDPs have varying degrees of 

success. In their own study, they concluded that, retrospectively, PDPs encouraged participation in learning 

activities. In their discussion, they emphasize that while PDPs are intended to increase self-reflection and self-

directed learning, staff may not have the necessary skills to successfully reflect on their own work. They also 

point to the important role of the supervisors to provide feedback and instructions and to motivate staff to reflect 

on their PDP and their work practice. Discussing staff learning plans and assessment of their performance also 

allows the supervisor to provide input, point to changing performance requirements, provide support and 

guidance, and hold individuals accountable for their own learning (e.g., Murray 1997). In other words, where staff 

might not be motivated to learn, a supervisor might be able to help them assess their performance and become 

aware of a gap between their current performance and desired performance, thereby contributing to a felt need or 

requirement to learn.  

To sum up sections 1 and 2, because of the limited impact of traditional PD offerings, it is suggested that 

considerations of effective practice need to include alternative approaches to supporting instructor learning. The 

previous sections hold that workplace conditions impact on professional learning and that professional learning 

requires instructors to feel a need to learn. Alternative approaches to supporting instructor learning should, 

therefore, include efforts to foster workplace conditions that enable workplace learning, and efforts to create 

awareness of a need to learn. As an instance of such an alternative, in the next sections, an approach to instructor 

professional learning, namely, the ePortfolio approach is described and appraised. In considering this approach, 

the following questions are addressed:  

1) What activities do instructors engage in to improve their teaching practice?  

2) How and to what extent are these learning activities enhanced by the implementation of an ePortfolio 

approach?  

3) How does this enhancement or lack thereof relate to the departmental culture, supervisor support, and 

instructor’s personal attitude and beliefs regarding professional learning?   

 

3. Site of Study and the ePortfolio Approach 

The site of study is a Western Canadian post-secondary technical vocational institute that offers two-year diploma 

programs, degree programs, trades education, and professional certificates with approximately 1000 instructors 

and 80,000 full-time and part-time students. Instructors employed at the institute were encouraged to create 

performance management plans at the start of the academic year. At the end of the year, they would discuss with 

their supervisors the extent to which they achieved the goals. However, this practice was not fully adopted across 

the institute. As noted, PD was most often conceived of as attending conferences, courses, and workshops either 

on one’s trade/discipline or on teaching. Instructors were also encouraged to collect student feedback once a 

semester through a standardized survey. This feedback was not usually part of the performance management 

cycle. In 2009, the institute formed a taskforce to create a comprehensive faculty development and performance 

evaluation (FDPE) process. With input from a literature review and 200 faculty members via surveys and focus 

groups, the taskforce designed an ePortfolio approach to systematically support ongoing professional learning of 

instructors; see also Hoekstra and Crocker (in press). The ePortfolio software, Mahara, was chosen as a tool for 

documenting feedback and accomplishments. Note that the ePortfolio approach as discussed in this paper involves 
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more than just the introduction of Mahara as ePortfolio tool. More specifically, besides introducing an ePortfolio 

tool, the approach introduced the following new elements to existing practices at the institute:  

 

• The idea that feedback from multiple sources would provide a more comprehensive impression of 

performance 

• The idea that the instructor role encompasses more than teaching and that feedback should also be sought 

on aspects such as curriculum development, administrative duties, and applied research 

• Additional encouragement to reflect on feedback, discuss feedback with those who provided it, and use 

feedback to inform practice  

• The invitation to document feedback and professional growth in an ePortfolio 

• The instruction to discuss feedback with the supervisor to collaboratively assess performance and 

determine goals for improved performance 

 

The ePortfolio approach was piloted from September-December 2011 with 32 participants from five 

departments including programs in trades, health technology, business, and media. A general orientation 

encouraged all pilot participants to: i) collect formative feedback from multiple sources (e.g., students, peers, 

supervisor) on aspects of their work including teaching, curriculum development, administrative duties, and 

applied research; ii) reflect on this feedback and make changes if necessary; iii) document feedback and 

reflections in an ePortfolio; and iv) share their ePortfolio with their supervisor and collaboratively assess 

performance to determine goals for the next year. A mandatory pilot component was the collecting and reporting 

of student feedback through a newly developed online student survey. Department chairs and pilot participants 

received an orientation to the approach during two half-days of interactive introductory sessions. Faculty support 

staff encouraged full participation in the pilot and offered supports through a website, online toolkit, reminder 

emails, and additional workshops on Mahara, the ePortfolio tool.  

The pilot was an institutional endeavour to trial and evaluate the ePortfolio approach for an institute-wide 

implementation. The five program chairs volunteered their department for this pilot. The instructors in these 

departments were told they were part of the pilot; as individuals, they did not volunteer to participate. While pilot 

participants were strongly encouraged to engage effortfully with the ePortfolio, there were no institutional 

repercussions for individuals or programs that did not adopt the approach optimally. Pilot participants were not 

automatically involved in this research study; research participants were selected from amongst the pilot 

participants.  

 

4. Methodology  

The methodology for this qualitative study was framed by a constructivist paradigm where research findings were 

viewed as subjective and contextually bound. Within this paradigm, researchers and participants were seen as co-

constructors who co-created research findings (Lincoln et al. 2011).  

4.1 Research ethics and participants 

Research ethics approval was obtained to collect data from pilot participants. In three small programs, one 

instructor was selected; in the other two programs with more than six instructors, two instructors were selected; 

hence, seven instructors were interviewed. Additionally, the chair from each participating program was 

interviewed. In accordance with the Canadian Tri-Council Policy Statement for research involving human 

subjects, all interview participants were asked to sign an informed consent form, and each did. The 12 interview 

participants ranged in experience from 2-35 years of teaching experience with ages from mid-thirties to mid-
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sixties. Before working at the institute, all worked in the profession or trade they currently teach. At the time of 

study, none of the participants had received university-level teacher education.  

4.2 Data collection 

Data used for this study were obtained from semi-structured interviews. While the interviews covered a range of 

topics, this paper uses only interview excerpts where instructors describe their learning activities, how these 

learning activities were enhanced (or not) by the ePortfolio approach, and the factors involved in this process. We 

also collected interview data from program chairs. For the purpose of this paper, however, we only used interview 

excerpts describing supervisor support offered during the pilot’s implementation.  

4.3 Data analysis and interpretation 

Interviews were transcribed and then analyzed independently by three researchers. After reading each interview 

several times, the researchers selected interview excerpts that pertained to categories framed by concepts in the 

literature review: 1) learning activities, 2) enhancement of learning activities, 3a) departmental context, 3b) 

departmental culture, 3c) supervisor support, and 3d) individual attitude towards learning. Excerpts were inputted 

into NVivo, each excerpt was coded by two researchers independently, and the number of excerpts coded the 

same was calculated. For most themes, 85% or more of the excerpts were coded the same, establishing credibility 

of our findings (Guba and Lincoln, 1998). Excerpts not coded the same were discussed to reveal implicit 

interpretation. Discussions helped us explicate our perspectives on the findings.  

A matrix was then created to allow for cross-case analysis (Miles and Huberman 1994) in which 

summaries of interview excerpts were organized by participant and theme (see Online Supplement 3). The cross-

case matrix allowed us to contrast and compare factors within and between participants and departments (Miles 

and Huberman 1994). The first row of the matrix summarizes the learning activities instructors reported they 

would normally undertake. Language to describe these learning activities was derived from the literature. The 

second row contains a summary of instructors’ reports of how their learning changed as a result of the 

implementation of the ePortfolio approach. While studying the data, it became apparent that changes were related 

to the learning activities becoming more self-directed. Subsequently, language was adopted to describe enhanced 

learning from self-directed learning literature. The third row contains descriptions of individual attitudes and 

beliefs about their own learning. Because instructors had personal approaches to learning, we based our 

descriptions of their attitudes/beliefs solely on the instructors’ own words. Relevant contextual factors are 

described in the fourth row. The fifth row lists elements of the learning culture of the department. The sixth row 

contains summaries of the support instructors said they received from their supervisor. The seventh row describes 

the actions the supervisor reported to undertake (or not) to implement the ePortfolio approach. Each of these 

themes is further described in the findings section (section 5). 

4.4 Establishing Trustworthiness 

Several strategies contribute to trustworthiness in our study (Guba and Lincoln 1998). Detailed description of the 

findings as well as sharing of the complete interview guides and analysis matrix support confirmability of our 

results. To establish dependability, we trained the interviewers to be consistent in their interview approach, 

ensured all data were analyzed independently by a minimum of two researchers, and established 85% coding 

consistency in data analysis. Measures to contribute to the credibility of the findings were: i) ensuring complete 

confidentiality of interview data and allowing for honest conversations, ii) triangulation of data from instructors 

and their chairs, iii) multiple rounds of analysis to look for data that could contradict our findings. Within the 

given space, we aimed to carefully describe the site of study, research participants, and the ePortfolio approach to 

allow the reader to interpret to what extent the findings could be transferable to other contexts.  
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5. Instructor professional learning in the context of an ePortfolio approach 

In this section, our findings are discussed sequentially to address our three research questions: i) What activities 

do instructors engage in to improve their teaching practice? ii) How and to what extent are these learning 

activities enhanced by the implementation of an ePortfolio approach? iii) How does this enhancement or lack 

thereof relate to the departmental culture, supervisor support, and instructor’s personal attitude and beliefs 

regarding professional learning?  

5.1 Participants’ usual learning activities 

To describe participants’ usual learning activities, interviews were coded to identify learning activities reported by 

the participants using the categories identified by the literature: learning by experimenting, getting ideas from 

others, reflection, and learning by doing. See also Online Supplement 3 for the entire analysis matrix. All 

participants except Sidney
2
 reported a combination of activities; Sidney, a retiree who had briefly returned to 

work at the institute, had “no interest in career development or feedback whatsoever.”  

The first category of learning activities, learning by experimenting, occurred for Jordan in combination 

with collecting student feedback, reflecting, and learning from peers: “I’m a trial-and-error person, you know? 

Just keep doing the best, where did the mistakes happen and fix them. Unfortunately, the students are changing. 

So what worked with another group of students doesn’t work anymore.” No other participant mentioned 

experimenting as a learning activity.  

The second category, getting ideas from others, including learning in dialogue and collaboration with 

peers, and learning from student feedback, was reported by six of the seven participants. Jordan, for instance, 

reported frequent action-oriented collaboration with peers to develop and deliver shared course material. This also 

involved collecting frequent, informal feedback from these peers: “I always talked to other instructors, which I 

always did every time I designed a new assignment or was having issues with the lesson… because they need the 

material from my course to do the content in another course.” One activity common to all participants who 

directly taught students (6/7 participants) was collecting the formal student feedback as mandated by the institute 

to occur once per semester. Additionally, three participants reported acting upon frequent informal verbal student 

feedback, occurring most often in the classroom. Kris’ preference was to solicit verbal feedback: “I would just 

prefer the students to come to me in person. They can come privately, if they wish.” Jean also asked questions of 

her/his students: “Okay, let’s stop for a minute, guys. Where are we at? What’s going on?” Another type of 

learning activity in this category was reported by Leslie, who engaged in formal professional learning by working 

on a university degree.  

The third category of learning activities, reflecting, was reported by three participants. Jordan records 

her/his reflections in notebooks: “I just make a note of it… I have these blank notebooks, and I keep them always 

with me.” During classroom activities, Jean recorded reflections on the Power Point slides: “I’ll go to my desk 

and write in the slide. Next time, like, in the notes section.” Jamie reported engaging in trend analysis of the 

results of student feedback collected with formal questionnaires to identify areas for improvement:  “I would try 

to look for trends. If I could see a trend, then I knew what to change.” Thus, reflection involved planning for 

future teaching activities. Jordan also engaged in retrospective reflection by reviewing her/his notebooks at the 

end of each semester: 

I have been told, don’t do a knee-jerk reaction. Make sure it’s a real issue and not just this particular 

group of students or this particular student. So I have had to pull back and really think about, is this knee-

jerk, or is this something that’s long term that could be fixed. 

                                                           
2
 To protect the identity of the research participants, each participant has been provided with a gender-neutral pseudonym.  



9 

 

No learning activities were found in the interviews that could be categorized as learning by doing.  

In sum, instructors typically participated in professional learning activities, many of which involved 

conversations with students and were aimed at improving their teaching and tailoring it to current students. 

Additionally, the learning activities reported often involved a combination of activities from several learning 

activity categories. Reported reflective activities were mostly aimed at improving action, rather than at a deeper 

understanding of student learning. 

5.2 Learning activities enhanced in the pilot 

The second research question was: How and to what extent are these learning activities enhanced by the 

implementation of an ePortfolio approach? Our analysis determined three categories: enhanced self-directedness 

of learning, enhanced professional knowledge sharing, and enhanced reflection.  

The first category, enhanced self-directedness of learning, was reported by five participants. For two 

participants, the ePortfolio approach increased awareness of the importance of documenting plans for the future 

and undertaking activities to improve practice. For three others, the approach enhanced their goal-setting. Both 

Kris and Jean reported that the pilot caused them to document changes to implement in the future to a greater 

extent than they had normally done. Jean also reported: “I think the one thing it did for me was it made me think, 

do I document enough?” Similarly, Jamie experienced increased awareness of goal setting, where the pilot “made 

me think about it ... I think about my goals and what it is I’m trying to do.” Leslie reported enhanced goal-setting 

processes: “It (the ePortfolio process) [did] help me outline my goals. Definitely – it helped me to identify new 

ideas and kind of have a place to put them down.” Leslie “felt like those ideas have been there for a while, but we 

never wrote them down and made them goals.”  

The second category involved increased discussions with peers, mentioned by two participants, which 

occurred during the pilot project implementation. Leslie described engaging in brainstorming sessions with peers 

to improve their program delivery to off-campus practicum students: 

We tried to brainstorm just some different ideas that we could do to make them [the students] feel more 

closely tied to [the institute], such as – my co-worker and I thought about setting up some Skype sessions 

with our [off-campus] students. 

The third category, enhanced reflection, was reported by one participant, Morgan: 

I actually did consider and I did think about how I could change some classes to improve my 

performance. So although I didn’t record the information, it was actually interesting because I did some 

introspection. Thinking about how things worked and why some lessons did not work well and how I 

could improve those lessons. 

In sum, although the extent to which learning activities were enhanced through the ePortfolio approach 

was limited, overall the approach resulted in increased awareness of participants’ own professional learning 

process and increased awareness of the role instructors themselves can play in actively planning and documenting 

this process.  

5.3 Factors related to enhanced learning activities 

The third research question was: How does this enhancement, or lack thereof, relate to departmental culture, 

supervisor support, and instructor’s personal attitude and beliefs regarding professional learning? Our analysis of 

the cross-case matrix revealed a combination of individual and departmental factors that could be related to the 

extent to which learning activities were enhanced through engagement in the pilot. For instance, in the case of 

Sidney, there is a clear lack of personal interest in professional learning as Sidney had already retired. This 

disinterest would not necessarily account for the absence of learning on its own because certain workplaces do not 
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allow non-participation. However, Sidney worked in a department with limited collaboration and no formal PD 

requirements and was thus able to completely avoid engagement in professional learning activities. 

The case of Jean, who works in the same department as Sidney, shows that while the departmental culture 

does not encourage professional learning, it also does not necessarily inhibit it either. Despite the lack of a 

supportive learning environment, the ePortfolio approach enhanced Jean’s individual reflection. However, Jean 

did not further explore learning activities such as journaling or enhanced collaboration, which can be explained by 

her/his personal beliefs as well as by the departmental culture. Jean believed that people, including her/himself, 

learn in different ways and “there are things that I don’t do and I’ll never do to improve.”   

In contrast to Sydney’s and Jean’s experiences, in both Jordan’s and Leslie’s cases, workplace factors 

supported professional learning and interdependent work. In fact, of all participants, Jordan described the greatest 

number and variety of learning activities. While many of the classroom-based learning activities were individually 

initiated, Jordan also described collaboration with colleagues where interdependent curriculum required them to 

work closely together. While we anticipated that the beliefs instructors bring from their primary industry would 

influence individual learning patterns, we found that instructors’ preferences for certain learning activities also 

seem to be related to the workplace culture instructors bring from their original trade, industry, or profession. 

Jordan described this most clearly:  

Yeah, we're in each other's lives a lot.  But it's the nature of our industry where we teach, an industry 

where nothing gets done without cooperation by a whole lot of people.  You don’t get an end product, 

ever, without cooperation, right?  So we're all used to that so we all work that way.   

Conversely, Leslie had not experienced much collaboration in the past and reported having greatly benefitted 

from the ePortfolio approach. In particular, goal setting and documentation of learning were enhanced by these 

discussions.  Leslie mentioned several times that for her/him, the most valuable component of the pilot project 

was the opportunity to make learning the topic of conversation and a legitimate part of the job.  

Jamie works in the same department as Jordan. Jamie’s case illustrates the influence of a supportive 

workplace environment and supervisory support on professional learning of an instructor who does not see 

professional learning as a priority. The fact that the supervisor required Jamie to go through the ePortfolio process 

and attend the orientation enhanced her/his goal setting because the ePortfolio process “made me think about it … 

I think about my goals and what I’m trying to do.”  

Morgan and Kris both experienced circumstances that interfered with their learning at work; their 

instructional duties were prioritized over collecting feedback and reflecting on it. Morgan explained: “I just had a 

very, very busy schedule. I would say it’s heavier than usual…. And it’s very busy just keeping up with what I’m 

supposed to be doing as an instructor.” This case reflects a job performance learning pattern (Baert and Govaerts 

2012) where restrictive job characteristics experienced by Morgan, including understaffing, reduced her/his 

opportunities to reflect and learn. Despite this time constraint, however, Morgan and Kris both reported a slight 

increase in their awareness of opportunities to improve work. Kris also collected more formal feedback than 

he/she usually did. The cases of Morgan and Kris highlight that while workplace conditions can constrain 

learning, personal factors, including valuing student feedback, may contribute to professional learning.  

Thus, our findings illustrate that some departmental cultures do not seem to inhibit or encourage 

professional learning. In these environments, only those instructors willing and able to learn benefited from the 

ePortfolio approach. Not surprisingly, the approach had the most uptake in departments where individual attitudes 

and workplace practices already supported professional learning, as in the case of Jordan. Finally, where the 

workplace was supportive of learning, the approach encouraged further learning. For an instructor like Jamie, for 

whom professional learning was not a priority, the requirement to document feedback and reflection promoted 
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learning. Leslie, who always wanted to learn, also felt more encouraged by the ePortfolio approach to engage in 

professional learning as a legitimate part of the job.   

6. Instructor professional learning: What did we learn?  

Our study has examined the enhancement of professional learning of instructors through the implementation of 

the ePortfolio approach, and the conditions that supported or inhibited enhanced professional learning. As we 

have studied only a limited number of instructors, the findings cannot be generalized to other departments or 

institutions. Furthermore, our data consisted of interviews only and thus relied on self-reported learning. The 

following sections describe how our results may add to current insights regarding professional learning.  

6.1 Professional Learning Activities 

The learning activities the instructors reported learning from are similar to K-12 teachers’ professional learning 

activities (Hoekstra et al. 2009a; Kwakman 2003; Lohman and Woolf 2006), with the exception being the role of 

student feedback in learning because student feedback is often a mandatory component of post-secondary 

teachers’ work (Hallonen and Ellenberg 2006; Pallett 2006). Regarding the type of reflection reported by 

instructors, our findings are similar to those of Mansvelder-Longayroux et al. (2007), who discriminated between 

meaning-oriented and action-oriented learning. Action-oriented student teachers in her study were mostly 

concerned with improving their own performance, and focused on what works (or does not) in the classroom. 

Only a small percentage of student teachers reported meaning-oriented learning, which involves critically 

processing, analyzing, and diagnosing situations. Hoekstra et al. (2009a) also found that professional learning of 

experienced teachers was mostly action-oriented rather than meaning-oriented. Our results suggest this was 

similarly the case for the post-secondary vocational educators in our study. No examples of learning by doing 

were found in the data, likely because this type of learning is difficult to articulate and no specific effort was 

undertaken to study it. Different research methods might be needed to study learning by doing (cf. Hoekstra et al. 

2007).  

6.2 Enhanced Professional Learning  

Our findings show the ePortfolio approach as implemented did enhance professional learning of instructors but 

only to a limited extent. Supervisor support contributed to a greater uptake while issues including understaffing 

and overloading of individual teaching hours clearly limited the success. The limited enhancement of learning 

activities overall might also be due to the fact that the ePortfolio approach was piloted for only four months. Yet 

the fact the ePortfolio approach increased professional reflection, awareness of one’s professional learning, and 

collegial discussions, at least for some instructors, is promising. This supports Goliath (2009) and Lamont (2007), 

who describe that conceptually, ePortfolios have the potential to enhance and promote self-regulated learning. For 

example, Jamie and Leslie would not have otherwise paid as much conscious attention to their personal goal-

setting and reflection. These findings suggest that institutes for vocational education can help employees identify 

a ‘need to learn’ (Kyndt and Baert 2013) by requesting they collect and document feedback on their performance 

and discuss this with their direct supervisor.  

6.3 Factors influencing the enhancement of professional learning 

In our study, the departmental culture encouraged some instructors to engage in more and different types of 

professional learning activities than they were used to undertaking on their own. These findings confirm that 

supportive workplace cultures can enhance professional learning (Fuller and Unwin 2011) but that individual 

factors should also be taken into account (Eraut 2004; Vermunt and Endedijk 2011). Our findings illustrate the 

complexity of the interaction between the individual and her/his environment, which seems similar to findings on 

the professional learning of K-12 teachers: 
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To understand and explain why and how teachers learn, we must consider how a teacher’s individual 

learning orientation system interacts with the school’s learning orientation system and how both of these 

systems together affect the activities …in which teachers participate and then are reciprocally affected by 

the changes that occur from participation in these activities (Opfer and Pedder 2011: 393-394). 

Additionally, while Opfer and Pedder refer to the learning orientation of the whole school, our study suggests that 

departments within a school also have a learning orientation system that impacts professional learning activities.  

Finally, some elements of the department culture we described seem to be related to the original 

trade/profession the instructors used to work in; vocational education might be unique in this respect when 

compared to the work of K-12 teachers and other professors in academia. Vocational instructors bring a wealth of 

experience and common practices from their previous profession/trade to their vocational educational 

departments. This carry-over confirms Bound’s assertion that “situated factors such as cultural norms, structuring 

of work and social practices are not developed in a vacuum. Rather, they interact in a dynamic relationship with 

social, economic and political contextual conditions” (2011: 109). To explain this observation, one could use 

Engeström’s (2011) theory of activity systems as follows: professionals in one industry such as public media 

employ a common activity system with defined roles, rules, a tight community, and a clear division of labor, tight 

deadlines, and concrete and publicly available products. Professionals in this activity system are accustomed to 

colleagues depending on each other’s work quality and products. This interdependence encourages learning 

activities such as collaboration and mutual consultation. Publicly available products create opportunity for 

learning from (un)solicited feedback. When the professionals enter the educational workforce, they seem to re-

enact the same activity system within the educational department that is their new workplace. Because the other 

colleagues in the department come from the same industry, it is easier for them to enact the activity system 

together. This example of the transfer of work-related cultural practices has not been reported in K-12 teacher 

learning or, to our knowledge, in university teaching. The relationship between departmental professional learning 

practices and the practices employed in the previous trade/profession should be further explored.  

7. Fostering instructor professional learning: Where do we go from here?  

In this paper, we argue that for vocational educational institutes to maintain relevance to industry and society, 

instructors have an urgent need to keep learning throughout their career. Because PD activities such as courses 

and workshops typically have limited impact on workplace performance, post-secondary administrators need to 

expand their understanding of how instructors learn. Section 2 describes how three separate strands of research 

show that professional learning is impacted by i) workplace factors including time, resources, space, and 

supervisor support, ii) cultural factors including openness to sharing resources and providing one another with 

assistance, and iii) individual willingness to learn. Based on this literature, we maintain that traditional PD 

opportunities for instructors need to be supplemented with alternative approaches to supporting instructor 

professional learning. These alternative approaches should include efforts to foster workplace conditions that 

enable workplace learning and raise awareness amongst instructors of a need to learn. 

Based on our study, we can draw three conclusions. First, our findings suggest the interaction between 

cultures in the original trade/profession and vocational educational department is unique to the vocational 

education context and should be further explored. Second, the role of program chairs in vocational education is of 

crucial importance to instructor professional learning. Third, our findings indicate that instructor professional 

learning practices are not static and can and should be improved. Below, we will elaborate on each of these 

conclusions.  
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7.1 Interaction between the practices in the original trade/profession and the vocational educational department 

The context of vocational education offers a rather unique situation where professionals and tradespeople 

including accountants, welders, or landscape architects become instructors and continue to work together within 

the context of their department. Our study provided some indication that the socio-culturally shaped learning 

practices from the original profession/trade carry over into the post-secondary workforce, where instructors within 

a department seem to re-enact professional learning practices from their previous profession/trade. This 

relationship between departmental practices and cultural practices in the original trade/profession of instructors 

needs further exploration as it could provide important insight into the longevity of socio-culturally shaped 

practices once they transfer from the workplace into the educational institute.  

Our findings illustrate how, similar to professional learning in other professions, instructor learning is 

embedded in professional practices and cannot be understood by looking at organizational factors or individual 

factors separately from one another. While investigating how individuals enact workplace-learning conditions 

(Hoekstra et al. 2009b; Imants et al. 2013), researchers should pay attention to the interplay between the 

individual and her/his work environment (e.g., Vanthournout et al. 2014) and the wider socio-cultural context 

(e.g., Bound 2011). In this respect, the post-secondary vocational institute provides a unique and likely fertile 

research ground as it seems to offer a mosaic of reasonably heterogeneous professional learning practices, with a 

myriad of linkages to industry and professional associations.  

 

7.2 The crucial role of program chairs in post-secondary vocational education 

Our findings suggest that the program chair played a crucial role in the success of the ePortfolio approach. In 

vocational education, the program chair might be considered more of a ‘supervisor’ who influences the day-to-day 

work within the department than, for instance, the department chair in universities. The chair in universities is 

typically considered a first-amongst-equals with some influence on tenure and promotion decisions but no 

influence on the daily work of professors in that department (e.g., Fletcher and Roberts 2008). Our findings imply 

that those aiming to enhance instructor professional learning might need to provide department chairs with 

guidance to foster this in the workplace: for instance, by providing opportunities to learn about raising awareness 

of the learning potential of work-related activities, the cultural factors that support and hinder engagement in these 

activities, and the supervisor behaviours that would encourage professional learning. Committees hiring 

department chairs in vocational education could also focus on the role of the department chair as supporter and 

supervisor of instructor professional learning. Additionally, more research into the cultural differences between 

programs and vocational educational faculties could reveal trade/profession-specific diversity in the role 

definition of ‘the department chair as supervisor.’ 

7.3 Instructor professional learning can and should be improved  

Since the ePortfolio approach was piloted over a period of four months only, the impact on instructor learning was 

limited. Nevertheless, the fact that the approach increased professional reflection, awareness of one’s professional 

learning, and collegial discussions is promising. This finding suggests that instructor professional learning, as it 

happens on a daily basis, is not static and can, in fact, be improved. In its current form, however, the ePortfolio 

approach may not be sufficient to address instructors’ learning needs. While the approach encouraged collection 

of student feedback, personal and professional reflection, and regular documentation, it did not necessarily 

encourage experimentation with new/improved teaching strategies with sustained reflection and continuous 

improvement. To foster instructor learning more comprehensively, a version of the ePortfolio approach could be 

offered in conjunction with mentoring programs and classroom observation practices (Atkinson and Bolt 2010). 

For instance, instructors could be requested to include learning goals and a list of planned learning activities in a 
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performance management plan. The planned learning activities could include engagement in mentoring and 

classroom observation. Along with other types of feedback collected, the classroom observation feedback could 

be included into a dossier. A concerted effort that integrates elements of performance planning and assessment, 

professional learning plans, and formal and informal professional learning activities has the potential to enhance 

instructor professional learning as it happens on-the-job. The anticipated value of such an effort is that, in contrast 

to workshop and course offerings for a selected few, it offers a systematic approach to professional learning for all 

instructors throughout their entire career at the vocational educational institute. Given what we know about the 

limited impact of traditional professional development models and given the rapid changes in industry and society 

that require continuous instructor learning, further studies into and experiments with comprehensive approaches 

to supporting instructor professional learning are necessary and long overdue.  
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Online supplement 1: Interview questions 

 

1. Can you tell me how and to what extent you used the ePortfolio approach (process of collecting feedback, 

reflecting, documenting, putting it in Mahara)?  

 What type of feedback did you collect? 

 What did you do with the feedback you collected? 

 What did you think of the student questionnaire? Did it provide you with helpful feedback? 

 Did you use the feedback to improve your work? If you feel comfortable, could you give me an 

example of how you did this? Feel free to say that you don’t feel comfortable. 

 Did you document your professional growth in Mahara? 

 Have you used the ePortfolio approach as much as you wanted to?  

 

2. How did you experience using the ePortfolio approach (process of collecting feedback, reflecting, 

documenting, putting it in Mahara)? 

 Did you find the approach helpful for your development in the professional roles you have at the 

institute? 

 Did the approach help you identify areas for future growth?  

 What aspects did you find helpful for your development? 

 What aspects didn’t you find helpful for your development? 

 How did you like the ePortfolio tool Mahara?   

 Are you continuing to use the approach this semester?  

    

3. When we designed the approach, the plan was for everyone to meet with his/her supervisor and discuss 

the contents of the portfolio. Were you able to do this?  

 If yes, the purpose of the conversation would be for you and your supervisor to discuss together 

opportunities for support and professional growth. Did you feel the conversation helped you do this?  

  

4. Do you feel you received enough support in developing your ePortfolio? 

 Did you find the introductory two half-days helpful?  

 What did you find helpful/unhelpful? 

 Did you request and/or participate in additional support sessions?  

 If yes, why? If not, why not? Did you access support from peers or your supervisor?  

 

5. What conditions do you believe helped you in creating your ePortfolio? 

 If they can’t come up with anything, ask them about time, resources, personal attitude, culture in the 

program, etc.  

 

6. What conditions hindered you in creating your ePortfolio? 

 If they can’t come up with anything, ask them about time, resources, personal attitude, culture in the 

program, etc.  

 

7. What are your recommendations for the second pilot phase of the ePortfolio approach?  
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Online supplement 2: Additional interview questions for program chairs 

 

1. What do you believe is the purpose of the ePortfolio approach we’ve asked you to engage with?  

2. How do you evaluate the success of the ePortfolio approach in your program?  

3. What supports did your staff access?  

a. Did your staff find the introductory two half-days helpful? 

i. Yes/No  

ii. Why?/Why not?  

b. Did your staff request/participate in additional session(s) with DTAD support people? 

i. Yes/No  

ii. Why?/Why not?  

c. Did your staff seek support from you?  

d. Did your staff seek support from their peers? 

4. Overall, what aspects helped and/or hindered your program in adopting the ePortfolio approach? 

 

5. Did you receive the findings from the leadership survey? If yes,  

 Did all your staff provide feedback? 

 Did you find the type of feedback you received useful? 

 Did you document your reflection on the results of the leadership survey? 

 Do you have suggestions for improvement of the leadership survey?  

 

6. Did your staff discuss the contents of their portfolios with you?  

 

7. If yes, how did you experience the discussions with your staff?  

 

8. If yes, did the conversation offer you insights into how you might support your staff’s professional 

growth?  

 

9. Did you discuss your own ePortfolio with your own supervisor? Without being too specific, how did you 

experience the conversation with your supervisor? 

 Did you feel comfortable sharing your documented growth? 

 If yes, what did your supervisor do that helped you feel comfortable?  

 Did you and your supervisor discuss areas of potential growth?  

 What recommendations, with regard to the use of this survey, would you have for supervisors in 

the future? 

 

10. What type of support do you foresee program leaders needing upon wider implementation of the 

ePortfolio approach?   
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Online supplement 3: Matrix for cross-case analysis 

 

 Leslie Kris Jamie Jordan Morgan Jean Sidney 

Learning 

activities 

Documenting for 

next time; 

formal PD 

Informal, 

verbal student 

feedback 

 

Formal student 

feedback; trend 

analysis of 

feedback 

Frequent, informal 

verbal/written 

student and peer 

feedback; 

documenting for 

next time; action-

oriented 

collaboration with 

colleagues; 

experimenting in 

combination with 

feedback and 

reflection 

Formal student 

feedback 

Verbal, 

informal 

student 

feedback; 

documenting 

for next time; 

reflection; 

meaning-

oriented 

feedback from 

peers; 

discussing 

teaching 

situations with 

colleagues 

No learning 

activities 

undertaken 

 

Enhanced 

learning 

activities 

Enhanced goal 

setting; group 

discussions of 

goals for next year  

Increased 

amount of 

feedback 

collected; some 

additional 

documentation 

for next time 

Increased 

awareness of 

goals  

 

Discussions about 

PD with 

colleagues from 

other departments  

Enhanced 

reflection; some 

thought about how 

to improve their 

work  

Increased 

awareness of 

documentation  

 

No learning 

activities 

undertaken 

 

Individual 

beliefs and 

attitudes 

about 

learning 

Belief: sees value 

in PD 

 

Attitude: positive 

attitude towards 

learning, would 

like more 

feedback 

Belief: finds 

informal 

feedback 

important 

 

Attitude: 

prefers to 

receive student 

feedback in 

person 

Belief: sees value 

in feedback; 

feedback is not 

useful when there 

are few responses 

 

Attitude: job 

takes priority 

over PD 

Belief: feedback 

and experimenting 

are important 

ways for her/him 

to improve 

 

Attitude: one must 

always keep 

improving 

Belief: feedback is 

not useful or 

statistically 

relevant when there 

are few responses 

 

Attitude: job takes 

priority over PD 

Belief: people 

learn in 

different ways 

 

Attitude: 

willing to learn 

but in their own 

way 

 

Belief: 

feedback 

cannot assess 

performance 

with validity 

 

Attitude: not 

interested in 

PD; at end of 

career; prefers 

individual work 
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Context 

(out of 

departmental 

control) 

 

NOTE: cells 

were merged 

for 

individuals 

who are in 

the same 

department 

Institute 

curriculum 

changes take 

priority over 

ePortfolio 

 

Material context: 

small department; 

participant hardly 

sees colleagues 

due to being off-

campus 

Gov’t 

curriculum 

changes take 

priority over  

ePortfolio 

 

Material 

context: small, 

understaffed 

program 

 

Institute curriculum changes take 

priority over ePortfolio 

 

Material context: department shares 

office bank, has monthly meetings for 

curriculum collaboration; small 

program with additional professional 

and institutional demands outside 

 

 

No curriculum 

changes; technical 

issues with student 

feedback 

 

Material context: 

small, understaffed 

program with 

professional and 

institutional 

demands outside of 

teaching 

No curriculum changes 

 

 

Material context: colleagues are 

dispersed, 2 per office 

 

 

 

 

Culture 

NOTE: cells 

were merged 

for 

individuals 

who are in 

the same 

department 

A close 

department with 

many informal 

interactions; one 

colleague was  

enthusiastic about 

ePortfolio 

approach 

No shared 

understanding 

of the 

ePortfolio 

approach 

within the 

department 

Open, small department, frequent 

communication and collaboration 

between colleagues; interdependent 

curriculum; one colleague provided 

peer support for the ePortfolio 

approach; supervisor meets with staff 

annually to discuss performance 

(PMP) 

Staff were 

overworked and 

overwhelmed; 

mostly focused on 

getting work done 

Little to no collaboration or 

shared goals for improvement; 

individualistic approach to 

learning/PD 

 

Supervisor 

support 

Open relationship 

with supervisor; 

believed 

supervisor knew 

how people were 

doing so didn’t see 

a need for formal 

or additional 

performance 

assessment 

Collaboration 

between 

participant & 

supervisor in 

addressing 

departmental 

issues 

 

Believed 

supervisor was 

familiar with 

what instructors 

were working on; 

supervisor holds 

monthly meetings 

with staff for 

collaboration and 

communication 

Believed 

supervisor was 

familiar with what 

instructors were 

working on; 

supervisor holds 

monthly meetings 

with staff for 

collaboration and 

communication 

Some interactions 

between participant 

and supervisor in 

addressing 

departmental issues 

Supervisor 

encouraged 

staff to meet 

with him/her 

regarding 

teaching 

performance 

 

 

Supervisor 

encouraged 

staff to meet 

with him/her 

regarding 

teaching 

performance 

 

 

Supervisor 

actions 

regarding 

ePortfolio 

approach 

Dedicated 

meetings to go 

over ePortfolios; 

looked at staff 

ePortfolios but no 

formal meeting 

Only allowed 

staff not in 

class to attend  

orientation; did 

not disseminate 

information 

well 

Did not meet or 

request to meet 

with participant 

regarding 

ePortfolio 

Did not meet with 

participant 

regarding 

ePortfolio 

Met with staff as a 

group to address 

ePortfolio issues 

but did not meet 

individually 

Encouraged 

meetings about 

teaching 

performance 

 

Encouraged 

meetings about 

teaching 

performance 

 

 


