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Marta 0HQGRQבD, Oleg Popov

A comparative analysis of university 
pedagogical centres´activities in  
Mozambique and Sweden

Abstract
Many universities around the globe consider raising the pedagogical competence of their 
teachers to be an important task. The common way of approaching this task is the crea-
tion within the university of a specialised centre in charge of staff pedagogical develop-
ment. This study attempts to provide an analysis of activities conducted by two pedagogical 
centres situated in two dramatically different contexts: one of the poorest countries in the 
world (Mozambique) and one of the richest (Sweden). A qualitative study was carried out 
based on a comparative policy document analysis, on-site observations and semi-structured 
interviews with two staff members from both centres. Cultural-Historical Activity Theory 
(CHAT) provided a theoretical framework for the analysis. The collective activity system is 
taken as a unit of analysis that connects psychological, cultural and contextual perspectives 
�(QJHVWU|P���������:H�IRXQG�WKDW�WKH�RIÀFLDO�UKHWRULF�RI�ERWK�XQLYHUVLWLHV�H[SOLFLWO\�IRFXVHV�
on the development of pedagogical competence for all categories of teachers. Therefore, as 
ZDV�H[SHFWHG��VLPLODULWLHV�ZHUH�LGHQWLÀHG�LQ�WKH�REMHFW�DQG�H[SHFWHG�RXWFRPHV�RI�WKH�FHQWUHV·�
DFWLYLW\��+RZHYHU��GXH�WR�VLJQLÀFDQW�GLIIHUHQFHV�LQ�KLVWRULFDO�SUH�FRQGLWLRQV��FXOWXUDO�FRQWH[WV�
DQG�DUWHIDFWV�XVHG�IRU�PHGLDWLQJ�DFWLYLWLHV�LQ�WKH�WZR�FHQWUHV�WKH�ÀQGLQJV�UHYHDOHG�PDQ\�GLI-
ferences in the corresponding collective activity systems. The study suggests that the imple-
mentation of pedagogical training at a university should carefully consider contextual, social 
and cultural factors shaping collective activity systems and if necessary construct compensa-
tory artefacts to ameliorate possible frictions in the developmental process.
Key words: University teacher, pedagogical competence, activity theory, context

Introduction
The pedagogical education of university teachers has become common practice in many 
countries around the world (Lindberg-Sand & Sonesson, 2008). Quality development in hig-
her education is linked to the quality of teaching and learning, which is connected to the 
teachers’ acquisition of a higher level of pedagogical competence. Ryegård, Apelgren & Ols-
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VRQ��������GHÀQH�SHGDJRJLFDO�FRPSHWHQFH�DV�D�FRQWLQXRXV�GHYHORSPHQW�RI�WHDFKLQJ�DQG�SHU-
sonal professional development, supporting and facilitating student learning in the best way. 
The focus of many pedagogical projects at university level is placed on teachers’ pedagogical 
competence development. 

However, different universities approach this issue in different ways. For example, it 
could be in the form of compulsory or voluntary attendance of pedagogical courses. Ac-
cording to Tågerud (2010) courses in the pedagogy of higher education are now offered by 
all Swedish universities. Many universities consider a ten-week course in higher education 
pedagogy compulsory for tenure track lecturers (Lindberg-Sand & Sonesson, 2008). 

This study aims to examine how the development of teachers’ pedagogical competence 
is framed and implemented in two universities located in two different contexts, i.e. Umeå 
University in Sweden and Eduardo Mondlane University (UEM) in Maputo, the capital of 
Mozambique. At Umeå University the Centre for Teaching and Learning [Universitetspeda-
gogiskt centrum] (UPC) provides pedagogical development activities. At the UEM the im-
plementation of pedagogical education is carried out by the Academic Development Centre 
[Centro de Desenvolvimento Académico] (CDA). 

In this study the following research questions were posed:

�� What are the contextual preconditions at Umeå University and at UEM concerning the 
development of pedagogical competence? 

�� What are the similarities and differences between activities carried out at UPC and CDA?

This study brings into consideration issues related to the nature of social activities and the 
role of cultural context in shaping the development of teachers’ pedagogical competence. In 
this regard, cultural and historical dimensions of development presented in Cultural-Histori-
cal Activity Theory (CHAT) provide important insights for the analysis. 
Theoretical framework 

In Cultural-Historical Activity Theory, human activity development is conceptualised as 
a complex sociocultural and psychological process. According to Kaptelinin & Nardi (2012) 
9\JRWVN\�GHÀQHG�WKH�SURFHVV�RI�KXPDQ�GHYHORSPHQW�DV�WKH�DSSHDUDQFH�RI�QHZ�IXQFWLRQV�DQG�
DWWULEXWHV�WKDW�ÀUVW�HPHUJH�DV�GLVWULEXWHG�EHWZHHQ�LQGLYLGXDOV�DQG�WKHLU�VRFLDO�HQYLURQPHQW�
(inter-psychological) and then become appropriated by individuals (intra-psychological). 
CHAT also suggests that the historical process of human development is based on active 
transformations of existing environments and the creation of new ones, through human la-
bour in a collective and collaborative use of tools (Stetsenko & Arievitch, 2004). CHAT sees 
human activities as products of their history and culture (Daniels, Lauder & Porter, 2009). 
Any developmental activity assumes participants to be active agents in collective practices, 
communities and institutions (Engeström & Miettinen, 1999). 

An activity is considered to be the key source of development of both the social practice/
object and the subject. An analysis of activities therefore opens up the possibility to properly 
understand both subjects and objects, and technical tools as mediators changing the activity 
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(Kaptelinin & Nardi, 2006). Logically, this also concerns educational activities. Gutiérrez 
(2002) suggests that educational practices, constituted through the junction of cultural ar-
tefacts, beliefs, values, and normative routines, can be described as an activity system. Fol-
lowing this line of thought, we assume that CHAT can contribute to understanding activities 
designed to develop teachers’ pedagogical competence. In this study, the collective activities 
of pedagogical centres functioning in two different contexts are chosen as the units of analysis. 

Accepting that an important role is played by the context in pedagogical development, 
Gutiérrez et al. (1999) make the inference in their research that contexts are characterized 
E\�FRQÁLFWV��WHQVLRQV�DQG�GLYHUVLW\��:H�ZLOO�SD\�SDUWLFXODU�DWWHQWLRQ�WR�WKHVH�TXDOLWLHV�RI�WKH�
context. 

Figure 1 below shows the schematic structure of an activity adapted for the develop-
PHQW�RI�SHGDJRJLFDO�FRPSHWHQFH��,Q�SDUWLFXODU��LW�KLJKOLJKWV�WKH�LQÁXHQFH�RI�WKH�FRQWH[W�DQG� 
mediating tools on activities in pedagogical centres. 

Figure 1: Structure and context of the pedagogical development activity

,Q�WKH�ÀJXUH�DERYH��WKH�VXEMHFW��WHDFKHUV��QHHG�WR�GHYHORS�WKHLU�SHGDJRJLFDO�FRPSHWHQFH��RE-
ject) in order to enhance the quality of teaching and learning (outputs) through pedagogical 
courses supported by different means (mediating tools). According to Kaptelinin & Nardi 
(2006) mediating tools facilitate the coordination of individual contributions to collective 
DFWLYLWLHV�DQG�VLJQLI\�WKH�VRFLDO�VWDWXV�DQG�VSHFLÀF�UHVSRQVLELOLWLHV�RI�WKHLU�RZQHUV�

Methods
$�TXDOLWDWLYH�DSSURDFK�ZDV�FDUULHG�RXW��EDVHG�RQ�D�FRPSDULVRQ�RI�WKH�RIÀFLDO�GRFXPHQWV�WKDW�
guide and regulate the process of teaching and learning at Umeå University and UEM. Some 
documents were accessed online and the facilitators of the courses provided others. The main 
UHVHDUFKHU��WKH�ÀUVW�DXWKRU��KHUVHOI�DWWHQGHG�FRXUVHV�LQ�ERWK�FHQWUHV�LQ�RUGHU�WR�JDLQ�EHWWHU�

Subject 
(Teachers) Context

Object 
(Pedagogical competence)

Outcomes 
(Improved teaching and learning)

Mediating tools (Administrative guidelines, physical 
tools, curriculum and other pedagogical artifacts)
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understanding of the contents, methods and strategies used. Thus, notes were taken during 
the course, about aspects of interest. 

In addition, semi-structured interviews were conducted with two course leaders at UPC 
and CDA respectively. The interviews were carried out via Skype at UPC and face to face 
at CDA. Issues related to curriculum organization, activities developed, research, and future 
perspectives were approached. The selection of the respondents was done by convenience 
and length of their experience of working at the centres. The interviews lasted from 45 to 
50 minutes. The answers were recorded and transcribed verbatim. The validation was done 
in two ways: for the group interviewed via Skype, the transcripts were sent by email for 
FRQÀUPDWLRQ��)RU�WKH�RWKHU�JURXS��WKH�LQWHUYLHZHU�DQG�UHVSRQGHQWV�OLVWHQHG�WRJHWKHU�WR�WKH�
DQVZHUV�JLYHQ�DQG�WKH�FRUUHFWQHVV�RI�WKH�UHSOLHV�ZDV�FRQÀUPHG��(WKLFDO�FRQVLGHUDWLRQV�ZHUH�
observed. All interviewees gave their permission to participate in the study as well as to use 
the information provided for research purpose.

These interviews complemented the data collected through the document analysis, which 
ZDV�GRQH�DW�WZR�OHYHOV��WKH�XQLYHUVLW\�DQG�WKH�FHQWUH��$W�WKH�XQLYHUVLW\�OHYHO��RIÀFLDO�GRFX-
ments were compared in terms of the demands made for development of pedagogical com-
petences, and how these competences were conceptualized and operationalized in both uni-
versities. At the level of the centres, we compared the curriculum documents describing the 
courses and contents offered as well as the course evaluation summaries. The latter was done 
only for two similar courses Assessment and Evaluation [UPC] and Students Assessment 
[CDA].

*RYHUQPHQWDO�SXEOLFDWLRQV�DQG�RIÀFLDO�VWDWLVWLFV�SURYLGHG�WKH�QHFHVVDU\�EDFNJURXQG�LQ-
IRUPDWLRQ�IRU�DQ�XQGHUVWDQGLQJ�RI�WKH�EURDGHU�FRQWH[W��7KURXJK�WKH�FRPSDULVRQ�RI�RIÀFLDO�
SROLF\�GRFXPHQWV��ZH�WULHG�WR�VHH�ZKDW�LV�FXOWXUDOO\�VSHFLÀF�DQG�ZKDW�DUH�JOREDOO\�DFFHSWHG�
WUHQGV��$OVR��IROORZLQJ�6FKULHZHU���������ZH�H[SHFWHG�D�FRPSDUDWLYH�DQDO\VLV�RI�WKH�RIÀFLDO�
documents to provide evidences for causal explanatory arguments of the pedagogical centres’ 
activities. The document analysis was done through consequent, iterative readings and com-
SDULVRQ�RI�WKH�RIÀFLDO�WH[WV�DQG�LGHQWLÀFDWLRQ�RI�FRPPRQ�DQG�GLIIHUHQW�SRVLWLRQV��

Findings 
Two broader themes became evident during data analysis through the CHAT theoretical lens, 
namely, factors affecting the activities of the centres related to mediating tools and the con-
WH[W�RI�DFWLYLW\��,Q�UHODWLRQ�WR�PHGLDWLQJ�WRROV��WKHVH�DUH�SUHVHQWHG�LQ�WZR�FDWHJRULHV��2IÀFLDO�
documents as mediating tools and Pedagogical tools and methods. In relation to the second 
WKHPH�WKH�IROORZLQJ�WZR�FDWHJRULHV�ZHUH�LGHQWLÀHG�$GPLQLVWUDWLYH�DQG�RUJDQLVDWLRQDO�IUDPHV�
and Local contexts of the centres’ activities.



69

2IÀFLDO�GRFXPHQWV�DV�PHGLDWLQJ�WRROV
7KH�DQDO\VLV�RI�RIÀFLDO�GRFXPHQWV�VKRZV�WKDW�ERWK�XQLYHUVLWLHV�DUH�FRQFHUQHG�ZLWK�WHDFKHUV·�
pedagogical competence. For instance, according to the pedagogical action plan of Umeå 
University, pedagogical development must be systematically enforced in order to safeguard 
its position as one of Sweden’s most attractive and strong providers of higher education 
�8PHn�8QLYHUVLWHW���������6LPLODUO\��DW�8(0��RIÀFLDO�GRFXPHQWV�XQGHUOLQH�WKH�LPSRUWDQFH�
of continuous, regular education and lecturers’ pedagogical actualisation in order to assure 
the high quality of professionals (UEM, 2008). 

At national level in Mozambique, the higher education law in its article 3g (Boletim da 
República, 2009) stresses the need for teachers and researchers’ continuing education in or-
der to respond to the needs of modern society. At the university level, the Operational Plan 
�����������8(0��������XQGHUOLQHV� WKH�QHHG� IRU� WKH�GHÀQLWLRQ�RI� WKH�SURÀOH�RI�DFDGHPLF�
excellence. Further, the same document expects the creation of an instrument for teaching 
TXDOLW\�DVVHVVPHQW�DW�8(0��7KH�6WUDWHJLF�3ODQ�RI�8(0�VWUHVVHV�WKH�QHHG�WR�GHÀQH�´FOHDU�
WHUPV�RI�UHIHUHQFHµ�IRU�D�OHFWXUHU·V�DFWLYLW\�DQG�WKH�OHFWXUHU·V�SURIHVVLRQDO�SURÀOH��+RZHYHU��
WKH�GRFXPHQW�DOVR�H[SUHVVHV�FRQFHUQ�WKDW�´WKH�FXUUHQW�SURIHVVLRQDO�FDUHHU�UHJXODWLRQ�GRHV�QRW�
explicitly identify connection between pedagogical competence and career in the academy” 
(UEM, 2008, pp. 21-22). 

Further, we found that employment regulations at UEM do not clearly demand considera-
tion of pedagogical skills. At Umeå University there are clear rules and guidelines for teacher 
employment at the University (Umeå Universitet, 2006a; Umeå Universitet, 2006b). De-
monstration of teaching skills is a requirement for employment of all categories of teachers. 
Further, they should also take an introductory six-week course in higher education pedagogy 
and carry out a continuous compilation of their teaching portfolio.

A similar situation was found concerning the yearly evaluation of staff performance. In 
Umeå, pedagogical development, including attendance of UPC courses, is an important in-
dicator of professional growth and normally even included as a criteria for individual sa-
lary setting by the departments. In Maputo, the Guidelines on assessment of teacher’s and 
researcher’s performance (UEM, 2005) does not mention participation in university peda-
gogy courses as an indicator for teacher’s professional development during the year. Peda-
gogical courses are only requested when considering category promotion of junior teaching 
staff, for example, from probationers to assistant lecturers. 

7KXV��WKH�RIÀFLDO�SROLF\�DQG�JXLGHOLQHV�LQ�ERWK�XQLYHUVLWLHV�SURYLGH�IDFLOLWDWLRQ�IRU�WKH�DF-
WLYLWLHV�RI�WKH�SHGDJRJLFDO�FHQWUHV��+RZHYHU��LQ�8PHn��ZH�FRXOG�ÀQG�PRUH�FRQFUHWH�VXSSRUW�
for conducting staff pedagogical training than in Maputo. 

Pedagogical tools and methods
([SHFWHGO\��D�FOHDU�GLIIHUHQFH�EHWZHHQ�WKH�FHQWUHV�ZDV�LGHQWLÀHG�LQ�PDWHULDO�IDFLOLWLHV�PHGL-
ating pedagogical activities. CDA staff reported lack of classrooms, computers and out-of-
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GDWH�OLEUDU\��$W�8PHn�8QLYHUVLW\��WKHUH�LV�D�VSHFLÀF�URRP�IRU�83&�FRXUVHV��ZLWK�,7�UHVRXUFHV�
and an up-to-date library.

Related to the work methods, course participants in both centres appreciated interactive 
activities, like group work, discussions, group presentations and feedback from the facili-
tators. At UPC, participants requested more clear links in the discussions and presentations 
with the course literature. At CDA, participants were more focused on feedback from the 
IDFLOLWDWRUV�IRU�FODULÀFDWLRQ�RI�FRQFHSWV��UDWKHU�WKDQ�UHIHUHQFHV�WR�WKH�OLWHUDWXUH��

Course evaluations were used in both countries as mediators of learning. At UPC small 
evaluations were made after each day or after two days of the course. This elucidates the 
formative purpose of the course evaluation system used there – to continuously attune the ac-
tivities of the course to participant needs. At CDA the evaluations were made at the end of the 
course aiming to improve the next course. The type and content of the evaluation questions 
used in both centres were rather similar – enquiring about participants’ satisfaction and sug-
gestions for improvement. The main differences were related to more clear focus at UPC on 
gender issues, information technologies (IT) and literature used in the course, themes which 
were not mentioned in CDA’s evaluation instruments.

Administrative and organisational frames
The two centres clearly differ in relation to administrative placement and degree of academic 
IUHHGRP��83&� LV�D� UDWKHU� VHOI�VWHHULQJ�FHQWUH�ZRUNLQJ� LQ�FRRUGLQDWLRQ�ZLWK� WKH�2IÀFH� IRU�
Human Resources [Personalenheten]. CDA belongs to the Faculty of Education without any 
ÀQDQFLDO� RU� DGPLQLVWUDWLYH� DXWRQRP\�DQG� WKRURXJKO\� FRQWUROOHG�E\� WKH� IDFXOW\��7KH\� DOVR�
differ in the activity orientation of the centres. UPC’s target group are teachers and adminis-
trators. CDA’s target group are teachers and students. 

,Q�UHODWLRQ�WR�WKH�FXUULFXOXP�GHYHORSPHQW�RI�WKH�FHQWUHV��WKH�ÀQGLQJV�VKRZHG�VRPH�GLI-
ference and some similarities. UPC delivers more than 20 courses, many of them ICT based, 
DQG�SURYLGHV�GLYHUVLÀHG�LQWHUQDO��ZLWKLQ�XQLYHUVLW\��DQG�H[WHUQDO�SHGDJRJLFDO�FRQVXOWDQFLHV��
The current process of restructuring the courses at UPC is about reducing the number of 
courses, not the contents. This process has been initiated internally by UPC staff in order to 
optimise the curriculum. At CDA, the current restructuring of the courses has been instigated 
by central university administration. It prescribes an increased number of courses delivered 
from 4 to 14 in one year, most of them with new contents, but without any improvement of 
material conditions for the centre concerning, for instance, an information technology com-
ponent.

Similarities were found in the contents of some courses and also the methods and stra-
tegies used in their implementation, for example, in the Assessment and Evaluation course 
[UPC] and the Students Assessment course [CDA]. Also, some similarities were found in the 
ways the courses are led and administrated. In general, all teachers at both centres can teach 
any scheduled course. There are two course leaders, a main and a co-facilitator. However, 
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at Umeå University the main course teacher is always from UPC. At CDA, with the current 
dramatic increase in the number of courses, the course leader can come from any faculty or 
department at the university. This poses, according to the interviewees, a challenge to the 
maintenance of the established interactive dialogical method of course delivery at CDA. 

Regarding research activities, we found that at both centres few research articles are pu-
blished yearly. This is done mainly by the staff members involved in PhD programmes. 
However, UPC organises an annual pedagogical research and development conference at the 
university, as part of its assignment, where proceedings are peer reviewed. Reports from the 
VWDII�LQWHUYLHZHG�UHYHDOHG�WKDW�ERWK�FHQWUHV�ZLVK�WR�LPSURYH�LQ�WKLV�ÀHOG��

The local contexts of the centres’ activities
7KH� ÀQGLQJV� VKRZHG� VLJQLÀFDQW� GLIIHUHQFHV� FRQFHUQLQJ� WKH� FRQGLWLRQV� DQG� VRFLR�FXOWXUDO�
contexts where the two centres function. One illustrative example of such differences is how 
university infrastructure supports the centres’ activities. Libraries at Umeå University pro-
vide top world-class service for students and researchers. UEM has a modern library building 
EXW�&'$�FDQQRW�FRXQW�RQ�JRRG�VHUYLFH�DV�WKH�OLEUDU\�VHUYLFHV�DUH�PLQLPDOO\�HIÀFLHQW��7KH�
same is true for the Internet connection, which is not reliable at UEM.

One important contextual factor for the pedagogical centres’ activities is who attends the 
courses. In Umeå it is a rather broad audience that includes researchers, PhD students, senior 
and junior teaching staff from different faculties and centres. This opens an opportunity for 
multi-level exchange of experience and productive discussions. In Maputo, the major group 
of participants in CDA courses are junior teachers. Senior staff, particularly PhD holders, 
very seldom attend any CDA activities. This limits the learning opportunities during the 
group work. 

Staff pedagogical education is aimed at supporting different kinds of academic practices 
at the university. At Umeå University this includes PhD supervision, on-campus and distance 
teaching, using traditional approaches and a variety of modern multimedia tools. Thus, UPC 
designs and provides a broad selection of courses to meet these needs. In Mozambique, 
teaching is the main activity of the university; it is done on-campus and with very limited 
technical possibilities for using the Internet and multimedia. This is what CDA activities are 
oriented towards – classroom teaching/learning with rather large groups of students. 

Teaching at Swedish universities is normally done in both the Swedish and English langu-
ages and academic work in general is conducted in these two languages. Therefore, many of 
the UPC courses are also delivered in English and Swedish, because there are many interna-
tional PhD students, teachers and researchers at the university. At UEM, Portuguese is the 
only language of instruction. All CDA activities are conducted in this language. 

General ideological discourse in society always affects educational activities. In Sweden 
the dominating topics in the social sphere are gender and equality. UPC staff have to consi-
der these issues when working with course curriculum. Course facilitators in Mozambique 
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unavoidably will consider issues of poverty and development which dominate discourse in 
the public sphere. 

7KH�HFRQRPLF�VLWXDWLRQ�DW�WKH�XQLYHUVLW\�GHÀQHV�WKH�SRVVLELOLWLHV�IRU�WKH�FRPSHWHQFH�GH-
velopment of the centres’ staff. In Umeå every UPC staff member has 20% of their working 
time allocated for individual competence development. In Mozambique CDA teachers do 
not have time formally allocated for this purpose. They have to teach 100% if they are not 
involved in masters’ studies or a PhD program abroad.

Discussion
The study focused on a comparative analysis of two university pedagogical centres’ activi-
WLHV��RQH�ORFDWHG�LQ�0R]DPELTXH�DQG�DQRWKHU�LQ�6ZHGHQ��:H�IRXQG�WKDW�WKH�RIÀFLDO�SROLF\�
of both universities explicitly demands the development of pedagogical competence for all 
categories of teachers. Using the CHAT conceptual framework, we can say that similarities 
ZHUH�LGHQWLÀHG�LQ�WKH�2EMHFW�DQG�H[SHFWHG�RXWFRPHV�RI�ERWK�FHQWUHV·�DFWLYLW\��VHH�ÀJXUH�����
However, the results of the comparison revealed many differences in the collective activities 
of the university pedagogical centres. Our analysis suggests that reasons for these differences 
could be found, primarily, in the artefacts mediating the centres’ activities and the contexts 
where the centres operate. 

7KH�VWXG\�LGHQWLÀHG�VRPH�FOHDU�WHQVLRQV�EHWZHHQ�PHGLDWLQJ�WRROV�DQG�WKH�REMHFW�RI�DF-
WLYLW\� LQ� WKH�0R]DPELFDQ�FRQWH[W��7KH� UKHWRULF�RI�RIÀFLDO�GRFXPHQWV� LV�QRW� VXSSRUWHG�E\�
instrumental tools for the sustainable implementation of university pedagogy courses. This 
is in contrast to the situation in Sweden. Lindberg-Sand and Sonesson (2008) point out that 
in Sweden teaching competence is brought forward as a central aspect of quality program-
mes in higher education. Policy on the development of teachers’ pedagogical competence 
is aligned with the regulations of teacher employment at the university. However, at UEM, 
novice teachers are not requested to show pedagogical skills for their employment. Policy 
and practice alignment is rather weak. This situation becomes understandable if we look at 
contextual pre-conditions. In Sweden, there is hard competition for any position available 
at the university. Therefore, it is possible to make sophisticated selection criteria, including 
the demonstration of pedagogical skills. On the contrary, in Mozambique, where availability 
of competent people for any position is very limited a selection is made primarily based on 
professional/subject knowledge.

&+$7�HPSKDVL]HV�WKH�UROH�RI�PHGLDWLRQ�RU�´DX[LOLDU\�VWLPXOXVµ�DV�H[WULQVLF�VWLPXOXV�RI�
human action that comes from outside in order to control the behaviour (Engeström, 1999, p. 
29). In the case of UEM, the inclusion of a pedagogical dimension in the terms of reference 
for teachers’ employment and in the regulations for annual assessment of teachers and re-
VHDUFKHUV·�SHUIRUPDQFH�FRXOG�EH�VXFK�DQ�´DX[LOLDU\�VWLPXOXVµ�IRU�SHGDJRJLFDO�GHYHORSPHQW��

&'$�DQG�83&�DUH�LQÁXHQFHG�E\�WKH�VSHFLÀF�DFDGHPLF�FRQWH[WV�WKH\�EHORQJ�WR�EXW�DOVR�
exercise collective agency aiming to change these contexts. This is not a friction-free process, 
but the staff interviewed were still enthusiastic about their mission.
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