@ HAYUHAS APTEAD

AKADNEMHYECKOE H3AATEADCTBO

ISSN (p) 2411-7161
ISSN (e) 2712-9500

Ne 4/2025

HAYYHbIN }XYPHAN
«IN SITU»

MockBa
2025



AKAJEMUYECKOE USAOATENBCTBO «HAYHYHAA APTE/1Ib»

HAYYHbINA XXYPHAN
«IN SITU»

Yupepgureno:
0O6wecTBO C OrpaHUYEeHHOW OTBETCTBEHHOCTbIO «A34aTenbCTBO
«Hay4yHasa aptenb»

ISSN (p) 2411-7161
ISSN (e) 2712-9500

MepunoanyHocTb: 1 pas B mecsl,

ypHan pasmelyaetca B HayyHoW aneKTpoHHOW 61ubnmoTeke
elibrary.ru no sorosopy Ne511-08/2015 ot 06.08.2015

ypHan pasmelLeH B MeXK4yHapogHOM KaTanore
nepuoaunyeckux nsgaHun Ulruch’s Periodicals Directory.

BepcTka: Maptupocan O.B.
PenakTop/koppektop: MapTupocsH I.B.

Yupegutenb, nsgatenb U peaakuma
Hay4Horo xypHana «IN SITU»
AKagemmyeckoe M3a4atenbcTBo «HayyHan apTenb»:
+7 (495) 514 80 82
https://sciartel.ru
info@sciartel.ru
450057, yn. CanasaTta 15

MognucaHo B nevaTb 27.04.2025r.
dopmat 60x90/8
Ycn. ney. n. 11.80
Tupax 500.

OTnevaTtaHo
B peAaKLMOHHO-U3[aTeNIbCKOM OTAEeNe aKaeMUYECKOoro n3aaTenbCTaa
«HayyHas apTenb»
https://sciartel.ru
info@sciartel.ru
+7 (495) 514 80 82

LleHa cBobogHas. PacnpocTpaHsaeTcs No noAnucke.

Bce cTaTby NPOXOAAT 3KCMEPTHYIO NPoBepKy. TOUKa 3peHus pefakuuu He
BCerfa coBnajaer ¢ TOYKOM 3peHnsa aBTOPOB NyBAUKYeMbIX CTaTei.

ABTOpbI CTaTell HECYT NOJIHYHO OTBETCTBEHHOCTb 33 COAEPaHue cTaTeit 1 3a
cam ¢aKT ux nybankaumu. PefaKkumsa He HeceT OTBETCTBEHHOCTM nepes,
aBTopaMu U/MAnM TPETbUMM IMLAMM 33 BO3MOXKHbIN yLLep6, Bbi3BaHHbIN
nyb6anKaumen cTatom.

Mpn ncnonb3oBaHUN M 3aMMCTBOBAHMM MaTepKUanos, 0I'Iy6}1l/IKOBaHHbIX B
Hay4YHOM XKypHase, CCbl/IKa Ha XXypHan obs3aTenbHa

[nagHbIi pedakmop:

CykuacsiH Acatyp AnbbepToBuy, K.3.H.
PedakyuoHHbIli cogem:

A6uposa N'yamupa LlyxpatoBHa, 4,.T.H.

ABsa3oB Capaop»KOH IPKUH Yraum, 4.C.-X.H.
AracdoHoB Opuii AnekceeBny, 4.M.H.
AneiiHnkoBa EneHa BnagumupoBHa, 4.roc.ynp.
Anwues 3akup lNyceitH ornbl, 4.pun.arp.H.
Awpanos baxoaypaoH Mynotosuy, K.Gu.H.
babasaH AHXKena BnagucnasoBHa, 4.nea.H.
bauwesa 3uns BarusosHa, 4.¢u.H.

bynatoBsa Aiicbiny UnbaapoBHa, K.COLLH.
bypak /leoHna Yecnasosuu, K.T.H., PhD
BaHecaH Awot CapKUcoBmY, 4.M.H.

Bacunbes ®egop Netposuy, 4.t0.H., uneH PAKOH
BenbuuHckas EneHa BacunbeBHa, 4.Gpapm.H.
BuHeBcKaa AHHa BayecnaBoBHa, K.nea.H.
Fabpycb AHApeit AneKcaHApPOBUY, K.3.H.
Fanumosa lNysanua A6KagUpPOBHa, K.3.H.
FetmaHckas EneHa BaneHTUHOBHA, 4.nej.H.
T'mmpaHosa lNysenb XamumaynnosHa, K.3.H.
lpuropbeB Muxaun PegoceeBuny, K.C.-X.H.
I'py3suHckana EkatepuHa UropeBHa, K.10.H.
F'ynues Urban Agunesuy, K.3.H.

Aatuii Anekceit Bacunbesuuy, a.m.H.

Aonros AMuUTpuiAi UBaHOBKY, K.3.H.

Aycmatos A6aypaxum [lycmaToBuy, K. T. H.
ExkkoBa HuHa CepreesHa, a.nej.H.

Ekwukees Tarep KaabipoBuy, K.3.H.

EnxueBa MapuHa KOHCTaHTUHOBHA, K.nea.H., npod. PAE
EdppemeHKo EBreHnii Cepreesuy, K.M.H.
3akupos MyHaBup 3aKMeBUY, K.T.H.

3apunos XycaH baxoguposuy, PhD.

UsaHoBa HuoHuna UBaHoBHa, A.C.-X.H.
KanyxuHa CeetnaHa AHaToNbeBHa, A.X.H.
KaHapeiikuH AnekcaHap UBaHOBMY, K.T.H.
Kacumosa funapa PapuToBHa, K.3.H.
KupakocaH CycaHa ApCeHOBHa, K.10.H.

Kup 6 *ymarynb Chamb6eKoBHa, 4.BET.H.
KneHunHa EneHa AHaTosbeBHa, K.OUNOC.H.
KnewmHa MapuHa leHHagbeBHa, K.9.H.,
Kosnos lOpwuii MaBnoBuy, 4.6.H., 3ac/1yeHHbI 3Konor PO
KoHapawmuxuH AHapeit bopucoBuy, 4.3.H.
KoHonaukosa Onbra MuxainosHa, 4.m.H.
Kynukosa TaTbAHa MBaHOBHA, K.NCUX.H.
Kyp6aHaeBa /lIunma XaMmaTtoBHa, K.3.H.
KypmaHosa /lunua PawnpgosHa, 4.3.H.
NapuoHoB Makcum Buktoposud, 4.6.H.
MansbiwkuHa EneHa BrnagumunposHa, K.u. H.
MapkoBa Hapexpa FpuropbesHa, a.nea.H.
Mewepsakosa Anna BpoHucnaBoBHa, K.3.H.
Myxamageesa 3uHdpupa PaHUCOBHA, K.COLL.H.
MyxamegpoBa lynuexpa PuxcubaesHa, K.nea.H.
Ha6ues Tyxramypopg Caxo60Buy, 4.T.H.

MeckoB ApKaanii EBreHbeBuY, K.MOJUT.H.
MonoseHs Cepreit UBaHOBMY, K.T.H.
NMoHomapesa J/lapuca HukonaesHa, K.3.H.
NounBanos AnekcaHap Bnagumuposuy, o.m.H.
MpowwnH UBaH AnekcaHapoBuY, A.T.H.
CarrapoBa PaHo KagblpoBHa, K.610/1.H.
CaduHa 3una 3abUpoBHa, K.3.H.

CumoHoBMY HUKonan EBreHbeBuy, 4.ncvx. H., akagemuk PAEH

CupuK MapuHa CepreeBHa, K.10.H.

CmupHos Masen NleHHaabeswuy, K.nea.H.

Crapues AHgpeii BacunbeBuy, 4.T.H.

TaHaeBa 3amdupa PaducosHa, a.nea.H.

Tepsues BenenuH Kpnbceres, 4.3.H., uneH PAE

Ymapos bexsoa TypryHnynatosuy, A.7.H.

Xaiipos Pacum 30/IMMXOH yrAabl, K.Nea.H.

Xam3aeB MHOM}KOH Xam3aeBuy, K. T. H.

XacaHos CaitauHabu CaiigMBanmeBuy, 4.c.-X.H.
YepHbiwes AHapeii BaneHTUHOBMY, 4.3 .H.

Yunapgse Meopruii BuasMHOBKUY, 4.3.H., A.10.H., uneH PAE
LUunkuHa EneHa J/leoHMAOBHA, 4.COLLH.

LLkupmoHTOoB AnekcaHap Mpokonbesuy, A.T.H., uneH-PAE
LLinaxos CraHucnas Muxaiinosuy, 4.¢pus.-mat.H.
LowwuH Cepreii Bnagumunposuy, K.10.H.

tOcynoe Paxumbax MaAMMbAHOBKY, AN. H.

fiIkoBuwmHa TaTbsAiHa PeAOPOBHA, A.T.H.

fAnrupos Asat Basuposuu, 4.35.H.

ApynnuH Paynb Padasnnosuy, a.3.H., uneH PAE



AKAJEMUYECKOE USAOATENBCTBO «HAYHYHAA APTE/1Ib»

Dwong Thuy Hudng, Nguyén Thi Thao
A REVIEW OF PROFESSIONAL DEVELOPMENT IN TERTIARY EDUCATION

Meredova S., Guyjova G.
EFFECTIVE TEACHING AND LEARNING: UNDERSTANDING THE RELATIONSHIP BETWEEN
PEDAGOGY AND PSYCHOLOGY

Nguyen Thi Cuc
THE PENETRATION OF ENGLISH VOCABULARY INTO CONTEMPORARY VIETNAMESE: A
PRELIMINARY STUDY

Saparmedova N., Sahetmyradova S.
THREE MODERN METHODS OF TEACHING FOREIGN LANGUAGES

Shodieva N.A.
THE USAGE OF COLLOQUIAL VOCABULARIES IN ABDURRAHMAN JAMI'S POETRY

Azimova U.A.
CPABHUTE/IbHbI AHAZIN3 MPOCTOrO BYAYLLEO BPEMEHM B TAAXUKCKOM U AHTTMACKOM
A3bIKAX

CyntoHoB A.A.
CPABHUTE/IbHbIN AHANN3 MOP®DOTOIMNMYECKUX OCOBEHHOCTEN HEKOTOPbIX
MEXOOMETU B TAQXKUKCKOM U KUTAMCKOM A3bIKAX

IOPUCMPYAEHLMA

CyxaH6epauesa 0., MomuHoB H.
NPOB/IEMbl HECOBEPLUEHHONETHUX B OPUANYECKOW NCUXONOTUN

NEAATOTUKA

Garryyev A., Yoldashov G., Guvanjova N.
THE INTEGRATION OF TECHNOLOGY IN EDUCATION

Myratdurdyyev N., Abayev M., Atayeva A.
THE ROLE OF PEDAGOGY IN EDUCATION

Nguyen Truong Dong, Thai Viet Hung
TEHOEHUWMW BbIBOPA BWAOB CMOPTA B [MPOTPAMME ®U3MYECKOIO BOCMUTAHMA
CTYOEHTOB

Vu Thi Huong Giang
BbIEOP YMNPAXHEHUA A1 PA3BUTUA OBLLEEA ®U3MYECKOM NOATOTOBKU Y CTYAEHTOK-
MEPBOKYPCHML, XAHOMCKOrO YHUBEPCUTETA TOPHOIO OEJTA UTEONOTUN

f'mnbmaHoBa A.P.
HPABCTBEHHO-NMATPUOTUYECKOE BOCITUTAHUE CTAPLLMX AOLWKOJ/IbHNKOB

[asnetwnHa 3.4.
O3HAKOM/EHWE JETEW CTAPLUErO AOLLKONIbHOIO BO3PACTA C HAPOAHbIMU TAHLAMM

44

49

51

56

59

61

64

69

73

74

76

81

85

87



Dương Thuý Hường
Highlight


AKALEMMYECKOE U3OATENBCTBO «HAYHYHAA APTE/1Ib»

GHAOAOIHA

40



AKAJEMUYECKOE USAOATENBCTBO «HAYHYHAA APTE/1Ib»

2. Ghazal, R. A. (2018). Multilingualism and Science: A Critical Look at the Role of English. International
Journal of Multilingualism, 15(4), 35-50.
3. Pennycook, A. (2017). The Global Spread of English and its Impact on Scientific Discourse. Language and
Education, 31(5), 450-467.

© Akmyradova A., Atayeva M., 2025

Dwong Thuy Hwong
Nguyén Thj Thao
Hanoi University of Mining and Geology

A REVIEW OF PROFESSIONAL DEVELOPMENT IN TERTIARY EDUCATION

Abstract
Professional Development (PD) in tertiary education plays a crucial role in enhancing teaching quality
and supporting the continuous growth of faculty members. However, given the wide range of academic
disciplines, faculty roles, and institutional contexts, there is no one-size-fits-all approach to PD. This paper
reviews key PD models commonly used in higher education, classifying them into three main categories:
traditional models, collaborative models, and technology-driven models. Each approach is examined in terms
of its strengths, limitations, and applicability within university settings. Traditional PD models, while
common, often provide short-term, one-off experiences that may lack long-term impact or adaptability to
specific institutional needs. Collaborative models, such as Professional Learning Communities and peer
coaching, emphasize ongoing engagement and peer-driven learning, fostering both individual and collective
development. Technology-driven PD models offer flexibility and broader access, but their success is
contingent upon institutional support and digital competence. This paper provides a comprehensive analysis
of diverse PD models and their relevance in a rapidly evolving educational landscape. The findings of the
study provide valuable insights for university leaders, academic developers, and policymakers, advocating
for a blended PD strategy that integrates traditional, collaborative, and technology-enhanced methods to
enhance faculty development and institutional advancement.
Keywords:
PD, tertiary education, collaborative learning, technology-driven PD.

1. Introduction

In the rapidly growing landscape of higher education, the Professional Development (PD) of academic
staff has become a vital component in enhancing teaching quality, student learning outcomes, and
institutional innovation. As universities respond to increasing demands for responsibility, digital
transformation, and pedagogy, the need for effective, sustainable, and context-based PD models has
increased. Unlike the school sector, where structured PD frameworks are often mandated, tertiary education
presents unique challenges and opportunities due to its diverse disciplines, autonomous work cultures, and
varied faculty roles. Consequently, PD in this context must be both flexible and strategically aligned with
institutional priorities.

This paper offers a comprehensive review of key PD models commonly applied in tertiary education,
categorizing them into three broad types: traditional models, collaborative and reflective models, and
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technology-driven models. Traditional approaches such as workshops, seminars, conferences, and formal
courses provide foundational learning experiences, while models like Professional Learning Communities
(PLCs), Lesson Study, Peer coaching and mentoring emphasize sustained collaboration and reflective practice.
In parallel, technology-enhanced PD, including online platforms, blended learning, and digital professional
networks, has introduced greater accessibility and adaptability to academic development. By analyzing
different approaches to professional learning, this study aims to provide insights into best practices for
enhancing educator competencies and fostering a culture of continuous improvement in educational
institutions

2. The Concepts of Professional Development

Professional Development is a multifaceted and ongoing process that aims to enhance individuals'
knowledge, skills, and practices in their professional roles. PD is crucial for teachers to stay current with
advancements in pedagogy, subject knowledge, and instructional technologies. It also fosters their ability to
respond effectively to the evolving needs of learners and educational institutions. Various scholars have
defined PD from different perspectives. Day (1999) describes it as "all natural learning experiences and those
conscious and planned activities that are intended to be of direct or indirect benefit to the individual, group,
or school, which contribute to the quality of education in the classroom" (p.4). This definition highlights both
formal and informal learning opportunities and their impact on teaching and learning outcomes. Guskey
(2000) defines PD as "those processes and activities designed to enhance the professional knowledge, skills,
and attitudes of educators so that they might improve the learning of students" (p.16). His definition
underscores the connection between teacher learning and student outcomes, emphasizing that the ultimate
goal of PD is to improve educational quality. Kennedy (2014) provides a broader perspective by categorizing
PD into nine distinct models, each with specific theoretical and practical implications. She emphasizes the
complexity of PD, noting that its design and delivery must align with contextual goals and the power dynamics
between teachers and external stakeholders. Darling-Hammond et al. (2017) define PD as "structured
professional learning that results in changes in teacher practices and improvements in student learning
outcomes" (p.2). This definition emphasizes the structured and intentional nature of PD, along with its dual
focus on teacher practices and student achievement.

Definitions of PD offered by various scholars highlight both shared goals and unique perspectives. A
common thread among these definitions is the central aim of PD: to enhance teaching practices and, in turn,
improve student learning outcomes. Scholars like Guskey (2000) and Darling-Hammond (2017) emphasize
this outcome-driven approach, underlining the importance of linking PD directly to student achievement.
Others, such as Day (1999) and Kennedy (2014), offer broader views that reflect the complexity and diversity
of PD in practice. Day (1999) acknowledges that professional growth can occur through both formal and
informal experiences, recognizing the many ways educators learn. Meanwhile, Kennedy’s framework
highlights the importance of aligning PD approaches with specific educational contexts, reinforcing the idea
that effective professional learning must be adaptable and responsive to individual and institutional needs.

3. Models of Professional Development in Education

PD models have been widely studied, with scholars emphasizing the importance of structured and
collaborative learning approaches (Guskey, 2002; Desimone, 2009). PD models can be categorized into three
main types: traditional, collaborative, and technology-driven.

3.1. Traditional Models of Professional Development

Traditional PD models, such as workshops, conferences, and seminars, have long been used to enhance
educators’ skills and knowledge. These models typically involve structured, expert-led sessions that provide
theoretical and practical insights into specific teaching methodologies or subject areas. Workshops and
seminars offer educators opportunities to gain new knowledge within a short time frame, and they are
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effective in introducing new concepts. Course-based PD, such as degree programs, enhances content
knowledge but requires substantial time and financial investment (Avalos, 2011). Conferences foster
networking and knowledge exchange, though their long-term impact depends on implementation strategies.
However, traditional models often lack sustained follow-up and practical application. They can be passive
and may not lead to long-term changes in teaching behavior (Guskey, 2002).

3.2. Collaborative Models of Professional Development

Collaborative PD models focus on peer interaction, shared learning experiences, and ongoing support
among educators. These models foster deeper engagement and provide opportunities for collective
problem-solving and reflection. Professional Learning Communities (PLCs) involve educators working
together to analyze student performance, refine teaching strategies, and reflect on instructional practices
(DuFour & Eaker, 1998). PLCs foster a sense of community, promote sustained inquiry, and align closely with
school goals. They support job-embedded learning and collective responsibility for student outcomes.
However, effective PLCs require time, trust, and strong leadership. Without a collaborative culture, PLCs may
become superficial or dominated by a few voices (Hargreaves & Fullan, 2012). Lesson study, a model
originating from Japan, allows educators to collaboratively design, teach, and analyze lessons for continuous
improvement (Lewis, 2002). Peer Coaching and Mentoring models involve experienced educators providing
guidance, feedback, and support to their peers. Peer coaching allows for real-time reflection and adjustment
of teaching practices, leading to improved classroom effectiveness (Hargreaves & Fullan, 2012). Mentoring,
particularly for new faculty members, helps ease the transition into academia and fosters a culture of
professional support. Peer coaching allows for contextualized learning and continuous feedback. However,
success depends heavily on the quality of the mentor-mentee relationship and institutional recognition of
mentoring efforts.

3.3. Technology-Driven Models of Professional Development

The rapid integration of digital technologies into education has given rise to technology-driven PD
models, which offer flexible and accessible learning opportunities for educators.

With advancements in digital learning, technology-driven PD has become increasingly common. Online
courses and webinars provide flexible learning opportunities through platforms like Coursera and EdX. E-
coaching and virtual mentoring offer real-time feedback from experts worldwide (Knight, 2011). Social media
and Professional Learning Networks (PLNs) enable educators to engage in ongoing discussions, access new
research, and share best practices. While these models offer accessibility and scalability, they require self-
discipline and digital literacy for effective implementation. Table 1 below shows the synthesis of different PD

models.
Table 1
An Overview of Professional Development Models
PD Model Type || Description || Examples || Strengths || Limitations |
. . Clear objectives, expert One-size-fits-all, limited
Traditional Expert-led, structured ||Workshops, seminars,{| . ) o P L. .
. . guidance, institutional customization, often passive
Models learning sessions. formal courses o .
recognition learning
. Peer interaction and PLCs, peer coaching, ||Active engagement, Time-intensive, facilitator-
Collaborative . . . . e
Models shared learning mentoring, lesson professional dialogue, dependent, needs institutional
experiences. study cultural change alignment
Flexible learning usin Online courses, . . Requires digital literacy, risk of
Technology- . g 3 . . Accessible, cost-effective, 9 & . . 4
X digital tools and webinars, e-coaching, shallow learning, limited
Driven Models scalable, self-paced .
platforms. PLNs contextualization

4. The Application of Professional Development Models in Tertiary Education
PD in tertiary education is increasingly recognized as a critical factor in enhancing teaching quality,
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academic leadership, and institutional effectiveness. While PD has long been emphasized in school settings,
its application in higher education requires context-based models that account for the diverse roles,
workloads, and disciplines of academic staff. Traditional PD models such as workshops, seminars,
conferences, and course-based learning have formed the foundation of many institutional strategies.
However, evolving educational demands and technological advancements have prompted a shift toward
more collaborative, reflective, and technology-integrated approaches. An effective application of PD in
tertiary education demands a balanced integration of various models to address both individual faculty needs
and broader institutional goals.

Traditional PD models retain certain advantages in the university context. Workshops and seminars,
for instance, offer focused, short-term learning on specific topics such as curriculum design, assessment, or
digital tools. They are relatively easy to organize and can engage a wide audience (Desimone, 2009).
Conferences provide exposure to cutting-edge research and enable faculty to connect with peers globally,
thus fostering academic networks and scholarly engagement (Kennedy, 2016). Course-based PD, such as
postgraduate certificates in teaching and learning, allows for deeper engagement and credentialing, which
can support career development (Avalos, 2011). However, these models often lack sustained impact due to
their episodic nature and limited opportunities for contextual application, particularly when they are not
embedded in day-to-day academic practice (Garet et al., 2001). Furthermore, faculty may experience time
and workload constraints that hinder participation, reducing the long-term effectiveness of these traditional
approaches.

In contrast, collaborative and reflective models such as Professional Learning Communities (PLCs),
Lesson Study, Peer coaching and mentoring have emerged as more sustainable and context-responsive forms
of PD. These models promote continuous learning, peer interaction, and reflective dialogue, which are
essential for meaningful pedagogical change (Vescio et al., 2008). PLCs, for example, allow university
departments or cross-disciplinary groups to engage in collective inquiry around student outcomes,
curriculum innovation, or inclusive teaching practices (DuFour, 2004). Similarly, peer coaching and mentoring
foster reciprocal learning relationships, which can be particularly beneficial for early-career academics
navigating complex institutional environments (Trowler & Knight, 2000; Hobson et al., 2009). Lesson Study,
though less common in higher education, offers a structured and evidence-based process for improving
teaching through collaborative lesson planning and analysis (Lewis et al., 2006). Despite their promise, these
models require significant institutional support, including time allocation, leadership confirmation, and
capacity-building for facilitators to ensure effective implementation.

Technology-driven PD models further expand the scope of faculty development by offering flexibility,
personalization, and scalability. Online learning platforms, webinars, and digital communities of practice
provide asynchronous, accessible learning opportunities tailored to faculty interests and availability (Dede et
al., 2009). Blended models, which combine face-to-face learning with digital components, have been
particularly effective in promoting sustained engagement and contextual application in higher education
(Owston et al., 2008). Moreover, social media and online professional networks enable academics to connect
globally, share resources, and engage in continuous learning beyond institutional boundaries (Trust et al.,
2016). Nevertheless, disparities in digital literacy, limited institutional support for online PD, and a lack of
structured design can undermine their impact. Effective use of technology-driven models in tertiary
education requires alignment with pedagogical goals, robust instructional design, and recognition of informal
learning pathways.

In summary, the effective application of PD models in tertiary education depends on a strategic and
integrated approach that aligns with the complex roles and needs of academic staff. Traditional models offer
foundational learning opportunities, while collaborative, reflective, and technology-driven approaches foster
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deeper, sustained engagement. Institutions must adopt a holistic view of PD that blends multiple models,
supports institutional culture, and provides structural conditions, such as time, leadership, and resources,
that enable faculty to engage meaningfully in their professional growth. Only through such an integrated
approach can PD in higher education contribute to improved teaching quality, student outcomes, and
institutional innovation.

5. Conclusion

The paper has highlighted the evolving landscape of PD in tertiary education, underscoring the need
for a multidimensional and responsive approach to faculty learning. Traditional models such as workshops,
seminars, conferences, and formal courses continue to offer structured and accessible formats. However,
their limitations, particularly in sustainability and contextual relevance, have prompted a growing interest in
collaborative, reflective, and technology-driven alternatives. Models like PLCs, Lesson Study, Peer coaching
and mentoring emphasize professional collaboration, inquiry, and practical application, aligning well with the
complex pedagogical and institutional demands of higher education. Likewise, technology-enhanced PD
offers increased flexibility and reach, although its effectiveness depends on thoughtful integration and
adequate support systems.

The effective implementation of professional development in tertiary education requires careful
attention to the unique characteristics of each institution such as its culture, workload expectations, and the
diverse disciplines of its academic staff. Since no single PD model can meet all needs, a well-balanced
combination of strategies is necessary. This blend should be supported by strong institutional leadership,
adequate time for participation, and continuous evaluation to ensure its relevance and impact. To truly
improve teaching quality, student outcomes, and drive innovation, universities must adopt a holistic
approach to PD, one that integrates professional learning as a core, ongoing part of academic life. Future
efforts should aim to build a strong culture of ongoing learning while exploring professional development
practices that are practical, adaptable, and suited to the specific needs and challenges of higher education
institutions.
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EFFECTIVE TEACHING AND LEARNING: UNDERSTANDING THE RELATIONSHIP
BETWEEN PEDAGOGY AND PSYCHOLOGY

Abstract

Pedagogy and psychology are two intertwined fields that greatly influence educational practices and
outcomes. Pedagogy, the art and science of teaching, draws extensively from psychological theories and
principles to enhance the learning experience. This article explores the relationship between pedagogy and
psychology, focusing on how psychological insights contribute to effective teaching methods, learning
strategies, and student development. It examines key psychological theories and their applications in the
classroom, including behaviorism, cognitive psychology, and social learning theory. Furthermore, the paper
discusses the role of psychological assessments, motivation, and emotional well-being in education. The
integration of pedagogy and psychology not only improves instructional practices but also supports the
holistic development of students, fostering academic success and personal growth.
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