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EXECUTIVE SUMMARY

Context

In the Government’s thrust to raise standards in education, the continuing
professional development (CPD) needs of teachers, and the ways in which
training and other activities might best be delivered, have received a high
profile. The Government’s CPD strategy (DfEE, 2001b) proposes a number
of initiatives which aim to provide teachers with more opportunities for,
access to and ownership of their own professional development. The strategy
also puts forward a partnership approach to implementation, working with
LEAs, schools, teachers, and other relevant organisations.

Aims and objectives

This study was carried out as part of the Local Government Educational
Research Programme. It set out to investigate the current and potential role
of the LEA in supporting schools to provide professional development for
their staff, as part of their efforts to raise achievement. The project examined
this at three levels: the LEA, the school and the teacher. The report captures
the current practices and processes of CPD as experienced by teachers
throughout England and Wales, and highlights the role of the LEA where
appropriate.

The broad aims of the investigation were:

¢ to identify strategies in use in schools and LEAs to support the
professional development of classroom teachers

4 to provide detailed examples of innovative practice that might
usefully be adopted by schools and LEAs wishing to make further
improvements in their current provision.

Methodology

The research took place between April 2000 and July 2001, and comprised
the following stages:

¢ areview of the strategies outlined in the available literature

¢  cxploratory visits and telephone discussions with LEA and school
staff

¢  a questionnaire survey, completed by 105 LEAs throughout England
and Wales, asking for information on approaches to professional
development and the nomination of schools with effective and/or
innovative practice
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¢ selection of 12 LEAs with different characteristics (size,
geographical location, etc.) and different approaches to support for a
questionnaire survey sent to 62 selected primary, secondary and
special schools. This was completed by the headteacher or CPD
coordinator from 42 schools

¢ case studies in 18 selected primary, secondary and special schools
within seven LEAs. Altogether, 81 staff with varying roles and
responsibilities were interviewed.

Main findings

Findings were examined at three levels: LEA, school and teacher, utilising
data generated from the LEA questionnaire, school questionnaire and case
study interviews with staff. The main findings are summarised below.

At the LEA level, the research highlights the significant role of the LEA in
supporting teachers’ CPD activities via: providing and facilitating CPD,
the role of the adviser, encouraging and facilitating networks and support
groups, and supplying information about CPD opportunities both within
the LEA and further afield. It was found that the LEA should not only
provide CPD that meets national priorities but should also use schools’
School Development Plans (SDPs) to inform their Educational Development
Plan (EDP), in the same way as schools predominantly use their SDPs to
prioritise and direct their training needs. Furthermore, LEA-provided CPD
was perceived as most appropriate when it met the needs of the school.
This was most likely when the LEA staff were in touch with, and receptive
to, the school’s needs and context and when there was coordination between
the LEA advisory team and the CPD coordinator/headteacher.

At the school level, headteachers were committed to developing
opportunities for CPD. In many schools there was an expectation that
teachers participated in CPD, and activities were more effective when there
was a supportive ethos and culture of professional development in the school.
Furthermore, the headteacher and/or the CPD coordinator piayed a
fundamental role in teachers’ CPD. They were identified as the gatekeepers
to staff’s participation in external CPD activities, receiving external CPD
information; suggesting/recommending CPD to staff; and ultimately
governing whether staff could participate in CPD. It was their role to bridge
the gap between individual and SDP needs. In addition, they monitored
staff feedback via formal/informal dissemination and evaluation forms,
However, long-term monitoring and evaluation processes did not appear to
be established. It would be appropriate for the LEA adviser to feed into
this evaluation process, to evaluate the effectiveness of CPD and its impact
in school. This process would also facilitate the provision of the most
appropriate CPD.
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At the individual level, CPD was seen as most effective when teachers
were able to choose and direct their own professional development. Tensions
sometimes existed between personal professional development requirements
and schools’ demands. Often teachers were participating in CPD to meet
national priorities and to meet SDP requirements, sometimes at the expense
of having a choice about developing their own particular interests and
expertise.

The research found that effective CPD requires challenging and up-to-date
content and must be relevant to classroom practice. The deliverer must
have appropriate expertise and background knowledge. It was also important
that clear, detailed and accurate information was provided to schools so
that informed choices could be made.

It was the view that effective CPD should impact upon teaching and learning.
However, it was not always easy for teachers to supply tangible evidence
of impact. The biggest impact on teachers was their increased confidence,
whilst the impact upon children’s learning was said to be reflected in
improved achievement levels, increased self-estecem and greater
collaboration. There is clearly a need for LEAs and schools to develop
systems for evaluating the short- and long-term impact of CPD activities in
order to ensure that they make a significant contribution to raising standards
of teaching and leaming.
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1. INTRODUCTION

The Government has demonstrated commitment to giving teachers training
and support for their professional development. There is no doubt that
continuing professional development (CPD) has a high profile, and there
are initiatives in place to promote CPD for teachers. During the lifetime of
the project, the General Teaching Council (GTC) was formed and the
Government’s CPD strategy has been launched (DfEE, 2001b).

This research study formed part of the Local Government Association (LGA)
Educational Research Programme, and began in April 2000. Its intention
was to identify strategies in place in schools and local education authorities
(LEA) to support the professional development of classroom teachers.

The report provides a description of teachers’ perception and experiences
of CPD across England and Wales. It is based on a survey of LEAs and
schools. A sample of schools was selected to provide greater insight into
teachers’ professional development and the role of the LEA. Illustrative
examples are drawn from case study schools.
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2. ABOUT THE PROJECT

2.1 Context

In the Government’s thrust to raise standards in education, increasing
attention is being paid to the continuing professional development (CPD)
needs of teachers and to ways in which training and other activities might
best be delivered. Recent developments in the education service in England
and Wales have placed increased pressure on schools and teachers to bring
about changes in classroom practices that will lead to improvements in the
quality of teaching and learning. These have included the introduction of
national policies such as OFSTED’s inspection of teachers, the National
Literacy and Numeracy Strategies, the publication of performance tables
and the emphasis on target setting and raising standards, all of which have
influenced the focus of professional development. More specifically,
National Professional Qualifications for Headteachers (NPQH) training for
headteachers and other strategies outlined in the Government’s White and
Green Papers have been aimed at CPD. Although there has been a strong
focus on monitoring and evaluating the quality of teaching with these
initiatives, relatively little has concentrated on the support mechanisms and
the CPD activities needed to effect changes in teaching practices.

The Green Paper (DfEE, 1998) states that the Government is ‘committed
to giving teachers the training and support they need to do their jobs weil
and to progress in their careers’. Much of the chapter on training reinforces
this approach: that teachers will have a contractual obligation to update
their skills and knowledge on a regular basis; that they will be given
opportunities to extend and develop their expertise and be given recognition
for doing so. The Paper indicated that training and development activities
would be provided within a framework that took account of three elements:

¢ national training priorities
¢ school priorities

¢  individual development needs.

It outlined that the Government would determine the focus of the national
priorities; school priorities would emerge from school development
planning; and individual needs would be identified through annual appraisal.

More recently, the Government published the Green Paper Schools: Building
on Success (DfEE, 2001c) as the new framework for raising standards for
all. As part of this broad framework, the Department for Education and
Employment (now Department for Education and Skills) launched its
strategy for teachers’ continuing professional development ‘Learning and
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Teaching’ on 1 March 2001, This was devised in consultation with the
General Teaching Council (GTC), which has a specific remit to promote
teachers’ professional development, as well as the teacher unions and other
organisations.

The strategy states that good professional development enables teachers to
build upon their skills and keep up to date with the changing demands that
are placed upon them. It also recognises that a professional development
culture within schools creates a more supportive and encouraging
environment. The strategy aims to provide more opportunities for teachers
to share good practice through professional development in other schools,
and to learn from colleagues’ expertise and experience. There is also an
emphasis upon teachers taking responsibility for their own professional
development, and funds will be provided so that teachers can choose and
direct their own professional development. In the light of this, the OFSTED
inspection framework will be revised to include a section on the professional
development of staff and the arrangements that the school makes to identify
and address these needs.

As part of the strategy, there will be:

»  a CPD website, providing teachers with up-to-date information. It
will also include case studies of good practice, course information,
opportunities to network, etc.

¢ aCode of Practice entitled “Good Value CPD’ (DfEE, 2001a) which
sets out what schools and teachers can expect from providers of
CPD, such as LEAs and higher education institutions (HEIs)

*  the appointment of more Advanced Skills teachers
+  encouragement of good practice sharing via Beacon Schools
*  opportunities for teachers to open an Individual Learning Account

*  encouragement of schools to seek Investors in People recognition.

An extra £92 million funding will be forthcoming over the next three years.
It will aim to:

«  provide new opportunities: sabbaticals and an early professional
development scheme

*  extend existing programmes: Best Practice research scholarships,
professional bursaries, and teachers’ international professional
development.

The Government’s focus on raising standards of teaching and learning via
the CPD strategy aims to take a partnership approach in its implementation
with LEAs, schools, teachers and other relevant organisations. The National
Foundation for Education Research (NFER) project is, therefore, timely in
examining the current and future role of the LEA in supporting teachers’
continuing professional development.
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2.2 Background and aims

The project was set up as part of the LGA Educational Research Programme
and was carried out by NFER. The investigation had two main aims:

¢  to identify strategies in use in schools and LEAs to support the
professional development of classroom teachers

¢  to provide detailed examples of innovative practice that might
usefully be adopted by schools and LEAs wishing to make further
improvements in their current provision.

The research investigated the current and potential role of the LEA in
supporting schools to provide professional development for their staff, as
part of their efforts to raise achievement. It explored the process by which
LEAs work with schools to set whole-school targets, to identify the training
and development needs arising, and to provide appropriate in-service training
and advisory support, which meets the needs of the schools, individual
teachers and classroom assistants.

The project examined a range of the strategies that schools used to improve
the quality of teaching, such as external and in-school training courses,
mentoring systems, classroom observations with feedback, video analyses
and action research. Perceptions of the effectiveness of the main strategies
identified will be described and analysed.

2.3 Methodology

2.3.1 Research design
The research involved:
+  areview of the strategies outlined in the available literature

«  exploratory visits and telephone discussions with LEA and school
staff

*  aquestionnaire survey of LEAs, asking for information on
approaches to professional development and the nomination of
schools with effective and/or innovative practice

« the selection of 12 LEAs with different characteristics (size,
location, etc.) and different approaches to support

«  aquestionnaire survey of nominated schools in the case study LEAs

case studies in selected schools within seven LEAs.

The review of the literature was ongoing. Strategies for supporting CPD
were identified from the review and used to inform exploratory visits and
telephone discussions with LEA and school staff and to generate the
questions for the questionnaire.
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2.3.2 The LEA survey

A short questionnaire was sent to all LEAs in England and Wales, asking
for information about their approaches to CPD and for the nomination of
schools with interesting and innovative practice. LEA personnel were asked
to provide information about:

«  the methods used to identify the CPD needs of teachers in each LEA
«  the CPD activities on offer to teachers in each authority
» the providers of the activities

+  the ways in which CPD activities were evaluated and monitored.

The questionnaire also provided an opportunity for LEAs to nominate a
maximum of six schools, in which they felt examples could be found of
effective or innovative practice in terms of the approach taken to providing
CPD for teachers. The nominations provided information to enable selection
of schools for in-depth case studies, planned for phase two of the research.

Survey administration

NFER link officers in alf 175 LEAS in England and Wales were sent a copy
of the questionnaire, along with a prepaid envelope for returns, in June
2000. A letter outlining the aims and methodology of the research project
was enclosed and the confidential nature of the survey outlined, in order to
maximise the quantity and quality of returns and to encourage LEAs to
provide detailed responses. The officers were asked either to complete the
questionnaire themselves, or to pass it on to an officer with direct
responsibility for CPD.

Timescale

The summer term is a notoriously difficult time to generate good response
rates to surveys; therefore a strategy was employed for chasing late returns.
The cut-off date had been set for 30 June, so telephone enquiries were made
during the last week of June and questionnaires were subsequently reissued
by either post, fax or e-mail. This approach generated a greater response
than would normally have been expected, although a small number were
retumed after the deadline date.

Response rate

Of the 175 LEAs in England and Wales contacted, 105 returned completed
questionnaires by the deadline; hence an overall response rate of 60 per
cent was achieved. Not only were all types of authority represented in the
returned questionnaire, but there was also diversity in terms of geographical
location and size (see Table 2.1).
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Table 2.1 Response rate
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All responses to the open-ended questions were coded in order that
quantitative analysis could be carried out. The analysis involved calculating
frequencies of particular responses to individual items. These frequencies
were analysed by the type of LEA as outlined above, but differences between
the types of LEA were not particularly illuminating, so most of the results
reported do not distinguish between types of LEA but present a more general
national picture.

School nominations

LEAs were asked to nominate up to six schools in the authority. For a
variety of reasons, not all LEAs in the sample felt able to nominate schools.
Some questionnaires had been completed by people new to the post who
did not have access to appropriate information, and others were reluctant to
suggest schools in the ‘interest of reducing the bureaucratic burden’.
However, 81 LEAs nominated between two and six schools, although
the majority nominated six. A total of 436 schools were nominated (see
Table 2.2).

Table 22 School nhominations

« EEtm s s s e %
Type of school Number nominated .
A B R

R e T T

Nursery 4
Primary 206
Middle 10
Secondary 139
6" Form 10

Special

S S

Further analysis was carried out on the information on schools, provided
by the LEAs, to identify the range of innovative and effective CPD activities
currently in place.
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Innovative and effective CPD

Many respondents gave in-depth details about the CPD activities operating
in each nominated school, but other LEAs offered ‘good CPD’ without
more explicit clarification. From the analysis, the patterns outlined in Table
2.3 emerged.

Table 2.3 Innovative and effective examples of CPD activities

Reason for nominating Frequency of responses
%&%m‘w»avamwwwxvmwwwwmwvmww*ww o S S S
!"33\.:

In-school CPD 212

b
P

E{R.f,

External CPD 147
Clear leadership 56
. Whole school 34
| Well-established CPD % 33
;§ Locally based : 30
%:% Part of a national strategy ? 11
% Recovering school % 13
o Curriculum-focused %"3 9
% Hidden curriculum ”ﬂ 7
%%* R

81 of the 105 LEAs in the sample responded to this part of the survey. Respondents could give more than one
response.

The information was used to select schools for the school survey and
influenced the selection of schools for the case studies.

2.3.3 The school survey

Twelve LEAs, representing a range of size, type and geographical location,
were selected. Nominated schools included secondary, primary and special.
A short questionnaire, focusing on professional development activities and
processes, was sent to headteachers of nominated schools. The questionnaire
asked for information on:

*  processes for identifying teachers’ CPD needs
*  available activities

*  providers

»  evaluation

*  monitoring

» effectiveness

+  examples of practice in their school.

Survey administration

Questionnaires were sent to a total of 62 primary, secondary and special
schools in 12 LEAs in England and Wales in September 2000. A letter
outlining the aims and methodology of the research project was enclosed
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and the confidential nature of the survey outlined. Headteachers were asked
either to complete the questionnaire themselves or to pass it on to their
CPD coordinator.

Timescale

Respondents were asked to reply within two weeks of receiving the
questionnaire. A few schools were reminded by telephone soon after the
deadline, in an attempt to increase the response rate.

Response rate

Forty-two questionnaires were completed and returned and a further four
were returned after the deadline. The content of the late-returned
questionnaires was not included in the statistical analysis but, where
appropriate, contributed to the qualitative analysis.

A response rate of over 60 per cent was achieved. Table 2.4 shows the
variety and range of LEAs and schools which completed the questionnaire.

Table 2.4 Schools in LEAs responding to the questionnaire
; Response detalls
| _ T
ﬁ Outer London Borough 2 3 § 2
% Metropolitan Borough ¢ 5 2 é 0
| Welsh § 7 0 § 0
. Counties . 4 1 g 1
| New Authorities 5 5 g 1
| Total 2 4

T

2

All responses to the open-ended questions were coded so that quantitative
analysis could be carried out, although the small number of questionnaires
limited the extent of the statistical analysis. Frequencies of particular
responses to individual items were calculated. Attempts were not made to
analyse responses according to LEA or school type, because the focus was
to identify a range of activities, support strategies and any impact on teaching
and learning.

2.3.4 Case study interviews

Respondents (to the returned school questionnaires) were asked to indicate
whether they were willing to describe their practice in more detail and to
continue their participation in the project as case study schools. Most
respondents agreed. This enabled schools to be selected to represent different
school types and range of CPD provision. Intotal, 18 schools were selected
across England and Wales. Table 2.5 reveals the composition of schools
that took part in the case study interviews during Spring 2001.
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As can be seen, the schools were from seven LEAs across England and
Wales. The types of LEAs invoived were: Wales, Metropolitan, Unitary,
County, Outer London. There were more primary schools in the case study
sample, as primary schools were nominated more frequently than secondary
or special schools by LEA respondents and more of them agreed to share
their practice with NFER researchers.

Staff of varying roles and responsibilities took part in the interviews, The
researchers asked to interview the headteacher, CPD coordinator and several
other staff who had been involved in CPD activities, within each school. In
total, 81 staff were interviewed: Appendices A2.1, A2.2 and A2.3 reveal
the range of interviewees and the responsibilities which they held by school

type (primary, secondary, special).

The roles and responsibilities were specified by staff at the time of interview.
In most cases, all interviewees (except all headteachers) had teaching
commitments as well as their specified roles. Furthermore, staff who
indicated that they were subject coordinators may have been a coordinator
for more than one subject within their school (this is not specified in the
tables). The interviewees also represented staff at different stages of their
teaching/school career, ranging from two years up to 35 years. Thus, insight
into the CPD experiences was drawn from a wide range of staff across the
spectrum, in terms of their school responsibilities, age and length of teaching/
school experience.

Most interviews were conducted individually with staff members; except,
in a few cases, where joint interviews were carried out by request. The
researcher initially explained the background to the project and that staff’s
responses would be confidential; no school nor individual would be named
in the research. The interview schedule comprised open-ended questions
which aimed to capture staff’s views and experiences of CPD in their school
and within their LEA. There were schedules devised for the headteacher/
CPD coordinator, and for other teaching staff. The questions asked all
interviewees to talk about the following:

e their views of CPD

*  their own CPD experiences

*  processes of involvement

*  conditions for effective CPD

*  support strategies in the school

*  support strategies in the LEA
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»  impact upon teaching and learmning
+ effective CPD
»  future CPD.

Staff could report their CPD experiences in general, or in relation to a specific
activity in which they had been involved. The interviews lasted
approximately 45 minutes; individuals and schools were thanked for the
time they had given up to be involved in the research. In addition, interviews
were conducted with three LEA advisers, to ascertain their views and
experiences of CPD activities within their area. The advisers were selected
because they were available on the day that the researcher visited their
area, and their responses were used to expand upon the findings elicited
from the LEA questionnaire.

2.4 Report structure

10

This report takes a thematic approach to examining the current and future
role of the LEA in supporting teachers’ continuing professional development,
capturing the current practices and processes that constitute CPD as reported
by teachers within schools. Each section is approached from three levels:
the LEA, school and teacher levels, using data from both the questionnatres
(LEA and school) and the case study interviews with the LEA advisers and
school staff. The report chapters address the following themes:

definition of CPD
types of CPD activities that teachers are involved in

processes of need identification, involvement and evaluation
of CPD activities

conditions for effective CPD

support strategies within school
support strategies from the LEA
impact on teaching and learning

future CPD activities.

* & & & >

At the end of each chapter, there is a summary of the main findings and,
where appropriate, implications for the role of the LEA are highlighted.
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3. DEFINING CPD

In the Teacher Training Agency/Market and Opinion Research International
(MORI, 1995) survey of CPD, over 4,000 respondents (teachers, INSET
coordinators and INSET providers) defined CPD as ‘activities whose main
purpose was the development of teachers’ professional knowledge,
understanding and skills so as to improve the quality of teaching and learning
in the classroom’. This description clearly focuses upon the impact that
CPD will have upon teaching and leaming. However, the DIEE strategy
for teachers’ CPD (DfEE, 2001b) reported that ‘for many teachers, their
image of CPD 1s still one-off events or short courses, often away from the
school, of variable quality and relevance, delivered by a range of external
providers’. This suggests that CPD is often recognised by teachers only in
terms of exiernal activities and that in-school CPD is often overlooked.

In the NFER study, in order to ascertain staff’s understanding of CPD and
as a start point to the case study interviews, staff were first asked what they
thought constituted CPD. The researchers further elaborated by asking
what kinds of activities they thought helped to develop teachers
professionally.

Table 3.1 shows the number of staff within the three school types (primary,
secondary and special) and their reported views of CPD. Four main themes
were elicited from the interviews: staff talked about their own (or
colleagues) CPD experiences, they gave examples of activities that they
felt constituted CPD, they expressed their general attitude and outlook
towards CPD, or they discussed challenges to undertaking professional
development activities.

Table 3.1 Defining CPD, by staff within the three school types
: R

i e e

i%% % Frequency of response by staff
%’9 : Primary [ Secondary § Special @
i Response categories g N=42 g N=15 3 N=16 ;

G B R e %mmwwﬁmwm%mﬂ'wmm 2

Reports of their own % . %;

¢ CPD experiences % 30 % 0 % 10
. Examples of CPD activities | 29 ; 7 . 5
| General attitude g 15 % 6 § 6
;;;« Challenges to CPD . 6 g 3 % 6

T e

]
fg‘éfféi’f@ﬁ%ﬁﬁﬁw

Most staff talked about their own CPD experiences or those of their
colleagues, referring to activities that they were currently, or had recently
been, involved in. A wide range of experiences was mentioned and these
will be reported in detail in Chapter 4, where staff’s responses to a series of
questions about their own CPD experiences are discussed.

11
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Staff also chose to talk about examples of CPD and the types of activities
that they felt helped teachers develop professionally. All staff from the
three school types mentioned a diverse range of activities, such as: meetings
(staff, cluster), lesson observations, mentoring, discussions with colleagues,
action research, INSET, workshops, LEA courses, diplomas, LEA adviser
visits. As can be seen, both in-school and external activities were reported.
These, of course, may have been CPD activities that staff had themselves
experienced, or their responses may demonstrate a broader understanding
of the types of opportunities that are available.

It was interesting that staff also chose to talk about their general attitude
towards CPD; more headteachers than other staff members mentioned these
global views. The main themes focused upon the approach, the process
and the outcomes of CPD activities (each of these themes is discussed in
more depth throughout the report). Firstly, it was reported that CPD should
focus upon the development of the whole school: it is not just teachers who
should be involved in professional development, but rather the whole school
community including caretaker and administrative staff. The school ethos
was viewed as central to providing professional development opportunities
for all staff members and fostering an environment where staff were
encouraged to develop.

Professional development is for everyone.  (Primary headteacher)

CPD is an important part of the school ethos and framework.
(Secondary headteacher)

Linked to this issue was whether CPD is about meeting the needs of the
individual and/or the school.

CPD needs to be tailor-made for the school.
{Primary, CPD coordinator)

[t was also reported that CPD is about staff becoming reflective practitioners,
self-evaluating their practice, and widening their perspective. The impact
of CPD upon teaching and learning also was often mentioned; CPD should
improve teaching skills, practice and confidence.

CPD is where staff can develop their skills and subject knowledge.
(Primary headteacher)

[CPD includes] everything that engages teachers in becoming
reflective practitioners. (Primary headteacher)

The fourth category of responses, mentioned to a lesser extent by staff,
referred to the challenges and barriers to undertaking CPD. These challenges
were mainly focused around the following three themes:

¢ time constraints
¢  delivery of CPD (style, practicalities/arrangements, content)

¢  budget/resource limitations.
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Comments about time constraints centred upon the lack of time within school
to get colleagues together, and to undertake CPD. One staff member reported
that she would have liked to take on extra studies, but she had a young
family at home. Thus, there was an assumption that time and commitment
outside school hours was required to undertake CPD activities. Staff also
briefly talked about effective CPD, with regard to the delivery: style, content
and practicalities/arrangements were mentioned. In particular, staff stated
that lecture style delivery was not very useful, that the content needed to be
appropriately targeted (e.g. towards special needs), and that the arrangement
of CPD activity was critical (e.g. after-school hours, near to school). Staff
also reported that budget limitations often restricted the choice of CPD
activities.

Staff responses to this first question, on the interview schedule, provided
an opening to the discussion of CPD. It was clear that staff preferred to talk
about their own experiences of CPD activities. A wide range of issues was
raised, and these were further discussed throughout the case study interviews.
The following chapters will explore these issues in more depth.

13
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4. CPD ACTIVITIES AVAILABLE

FOR SCHOOL STAFF

The CPD Strategy (DIEE, 2001b) is designed to ensure that teachers are
given more opportunities for relevant, focused, effective professional
development.

This section describes the kinds of CPD activities identified in the NFER
project as being available to school staff. The LEA survey data provided a
broad picture and the school survey highlighted activities that schools were
undertaking. The case study interviews provided more detail about some of
the activities, and examples are included.

From the surveys and the case study interviews, it was clear that an extensive
range and variety of CPD activities were available for school staff. The
first part of this chapter considers the types of CPD activities available.

4.1 LEA and school responses

14

Questionnaires to LEAs and schools asked respondents about the kinds of
CPD activities that were available to them. Their responses to predetermine
options are presented in Table 4.1.

Some activities were provided by the LEA, others were facilitated by the
LEA, but school responses did not distinguish.

4.1.1 Activities provided by the LEA

LEA respondents indicated that in-school training was the most frequent
CPD activity that they provided for teachers. One-off conferences, seminars
and workshops were the next most frequently cited activities. Other activities
provided by the LEA included observation, in-class support and networking
forums.

4.1.2 Activities facilitated by the LEA

LEA respondents identified their role in facilitating CPD activities and
indicated that higher academic and higher professional accredited courses
were the most common of these. One-off conferences were the third most
frequently cited activity that LEAs facilitated.
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Table 4.1 Representation of CPD activities available to teachers as identified by
LEA and school respondents
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Based on 105 LEAs and 42 schools. Respondents could give more than one response.

Respondents in the school survey cited one-off conferences as the CPD
activity that was most frequently available, followed by one-off workshops
and in-school training.

Although the most common of the activities facilitated by LEAs, higher
academic and professional accredited courses were cited least frequently
by LEA and school respondents.

Alternative providers were identified by survey respondents as higher

education institutions (HEls), further education (FE) colleges, private
consultants, and others (unspecified). Details are provided in Table 4.2
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In the school survey, respondents identified providers for different activities

as outlined in Table 4.3.

Table 4.3 Providers of CPD activities as indicated by school respondents
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4.2 Types of CPD activities undertaken in the
case study schools

As Table 4.3 shows, schools viewed themselves as significant providers
and this was reflected in the case study schools. In most primary schools,
the headteachers and the subject coordinators had a key role, while in other
schools the deputy, the SENCO and individual teachers also led activities.
Only two primary teachers said that they provided their own CPD in the
form of reading educational journals or researching on the internet.

In secondary schools, the CPD coordinators and staff involved in Improving
the Quality of Education for All (IQEA) (see Appendix 4.4) were deemed
to provide CPD activities while special school staff were able to draw upon
the headteacher and coordinators as well as a speech therapist, a nurse and
a dietician.

The LEA was an important provider in the case study schools, and a variety
of alternative providers were identified.

Interviewees varied in their length of service and number of years of post.
Appendices A4.1, A4.2 and A4.3 show the staff involved in different types
of activity. One respondent in the school survey suggested that CPD
activities should match the needs and experience of the teacher. For example,
the most effective approach for a newly qualified teacher (NQT) was a
good mentor and discussion time. However, the case study interviews
did not reveal a pattern of involvement in relation to teachers’ length of
service or number of years in post. Participation seemed to be linked to
school requirements and, in some cases, individual teachers’ needs (see
Chapter 5).

To provide more detail about the CPD activities available, interviewees
were asked about CPD activities in which they had been involved. They
talked about those that were most recent and those that they viewed most
positively.

Interviewees’ responses fell into different categories. They identified in-
school activities that were school focused and school based. For those
activities, staff worked on issues identified by the school and they were
undertaken within the school. Other activities were school focused but
were carried out elsewhere. Some activities were concerned with individual
teachers’ professional development and were not always linked to the school
focus. Another group of activities was where staff had a wider view and
were involved with other schools within the LEA, e.g. cluster groups and
feeder school groups.

Some activities identified were not frequently encountered in the schools
visited but were identified by individual schools or teachers and contributed
to professional development. Such activities included: using the internet,
attending evening classes, making a video, organising after-school clubs,
working with parent groups, exploring ideas for an MSc and reading.
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4.2.1 CPD activities that occur when there are no
children in school

The times that are available for CPD activities when there are no children
in school are the closure days and after school or during staff meeting times.

Closure days

Many schools saw closure days as providing valuable opportunities for
staff development (see also Harland et al., 1999).

Closure days were particularly appreciated for developing teamwork and
departmental expertise (see Table 4.4).
Table 4.4 CPD activities undertaken by teachers on closure days
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Based on three primary schools, three secandaij schools and two special schools

Primary teachers were disappointed that so many of their closure days were
used for Government or LEA initiatives rather than for school-identified
needs. In one primary school, however, the whole school had used the
closure day to evaluate a resource and to consolidate their team.

All three secondary schools mentioned CPD activities undertaken in the
closure days. These were considered to be particularly useful when
departments had the opportunity to work together on an issue that they had
identified for their focus. In one school, a ‘curriculum tour’ had been
organised.
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to meet with other departments, to look at their resources and their approach. %
This is arranged like a market. each department has a stall whereby they present
their resources and talk about their experience; it is useful to see what other %
subjects could adopt. (Secondary school teacher)

. R R R P S Vﬁ'ﬁ)ﬁiﬁ?ﬁ%“m"m‘bﬁm&‘si‘)"‘?&g&ﬁv"“%@fﬁﬁl‘%ﬁk¥W@%’$’WﬂW4’%WWﬂ

After-school meetings and staff meetings

In many schools, some staff meetings were given over to professional
development while other meetings focused on management and business
issues (see Table 4.5). In primary and secondary schools, after-school CPD
sessions were held on a regular basis — sometimes for a whole-school focus
and at other times for a departmental or subject focus. Some secondary
interviewees found the departmental focus more relevant than the whole-
school focus meetings.

Table 4.5 CPD activities undertaken after school/or during staff meetings
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Based on seven primary schools, two secondary schools and two special schools

On closure days and after school, two kinds of CPD activities were identified:
leading and attending staff discussion groups, and LEA advisers or
consultants working with the teaching team.
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Leading and attending staff discussion groups

It is worth noting that several primary school interviewees considered the
process of leading the discussion group or reporting back to staff meetings
to be part of their own professional development.

Examples included:

+  being a facilitator for other staff in their own school or in another
school

«  undertaking mentor training and having an input to courses for
NQTs

*  working with parents
+  replacing other curriculum coordinators who were unable to attend

an activity.

In a special school, one of the team integrated children into mainstream
education and another led training sessions about special educational needs
for teachers in mainstream schools.

LEA adviser/consultant working with the teaching team

LEA advisers had close links with most primary schools and they or
consultants were used to:

+ initiate a focused CPD activity linked to the school development
plan (SDP)

«  discuss colleagues’ work as part of the annual review process

»  provide literacy training in various forms, such as resources and
discussion opportunities.

Some primary schools used private consultants alongside LEA advisers.
This was usually when there was no adviser available in the subject area or
when the support was considered to be inadequate. Alternatively, some
consultants had a national credibility or reputation or were personally
recommended.

In secondary schools, advisers were brought in to:
= support numeracy across the curriculum

»  work with teachers on closure days.

In special schools, advisers and consultants provided:

+  specialist training, such as in the use of Makaton or British Sign
Language (BSL), or on the needs of pupils with autism

«  subject-focused training adapted for special educational needs

training to use specialised machines to support children’s learning.

Overall, secondary school staff were less likely to involve advisers or
consultants in schoo! than special or primary schools
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4.2.2 CPD activities when children are in school

When teachers had non-contact time and when CPD providers were able to
offer CPD activities during school time, demonstration lessons and
observation in the school were possible and considered to be a valuable
part of professional development. Sometimes there were opportunities for
teachers to observe in different schools.

Non-contact time

Activities undertaken during the school day, when teachers were not
teaching, varied from informal discussion and support during break times,
to more focused and purposeful discussion, for example in mentoring NQTs
and students (see Table 4.6).

Primary teachers had less time away from the classroom than secondary
teachers. In some primary schools, the headteacher provided cover, or a
deputy with a lighter teaching load could release teachers to undertake their
coordinator duties. Timetabled non-contact time in secondary schools
provided opportunities for teachers’ professional development to take place.
Special schools had little time to enable staff groups to meet together,
although staff said informal discussions about children’s needs took place
on a continuing basis. Table 4.6 shows the kind of CPD activities undertaken
in non-contact time.

Table 4.6 CPD activities undertaken in non-contact time
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Demonstration lessons

Demonstration lessons were given by LEA advisers or consultants and
subject coordinators in some primary schools. In primary schools, they often
constituted part of the National Literacy Strategy training, in which case
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they were provided by the LEA adviser and supported by the language
coordinator. In other primary schools, subject coordinators gave
demonstration lessons for less confident staff. Occasionally, teachers gave
demonstration lessons in other schools, or other school staff observed a
demonstration lesson in the school of the interviewee, for example a lesson
taught by a mathematics lead teacher. Consultants gave demonstration
lessons in primary schools to support monitoring, to raise standards or to
initiate a focused activity.

Where advisers and consultants gave a demonstration lesson, it added to
their credibility as a training provider.

Secondary schools used demonstration lessons less often as professional
development activity. However, in one secondary school, where there was
a strong training focus, demonstration lessons were provided as part of the
initial teacher training programme in school and as part of NQT mentoring.
In another secondary school, they were used to share good practice.

In the special schools in the case studies, none of the interviewees suggested
that demonstration lessons were part of their professional development
activities, although one subject coordinator had used a video to share practice
with others. She explained that:

e S e

A AR R R R e

.
g}

when staff were not always convinced that a change in practice was appropriale,
in her coordinator role she decided to use a video of her own lesson to
demonstrate how things might be organised. The speech therapist was available
to help make the video. The staff then watched the video and were able to see
the effects of changes in practice so that they had a clearer picture of what her
intentions were.
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Observation

In addition to demonstration lessons, observation of fellow teachers was
often part of a CPD activity (see Table 4.7).

Different models of observation could be identified:
»  acoordinator observing the class teacher with his/her own class
»  aclass teacher observing the coordinator with his/her own class

«  aclass teacher observing the coordinator teaching the class
teacher’s class.
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Table 4.7 CPD activities in which observation played a part
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Based on e:ght primary schools, two secondary schools and one spec:al school.

Other CPD activities when children were in school

Other activities identified by primary teachers as taking place when children
were in school included: working with different year groups, exchanging
classes and scrutinising children’s work across year groups. These activities
allowed teachers to extend the range of their teaching experiences.

One teacher also suggested that listening to children contributed to her
professional development because it enabled her to understand them better
and therefore to adopt suitable teaching strategics.

[n both primary and secondary schools, developing and writing policy and
other documents were seen to contribute to professional development.

4.3 School-focused but externally based
activities

CPD activities were usually related to the SDP, but some required support
from outside agencies and/or attendance by staft at a different venue.

4.3.1 Special projects

All school types had special projects with a clear focus on teaching and
learning. In addition, primary and secondary schools organised activities
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Table 4.8
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to develop subject expertise (see Table 4.8). IQEA was one example that
illustrated the partnerships developed by HEIs and LEAs. This type of
provision encourages action research/reflection/enquiry on school-based
issues. Details of the projects and teachers’ comments are included in
Appendix A4 4.

Special CPD projects in which schools were involved
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4.3.2 Further professional study

About a quarter of the interviewees in the case study schools were
undertaking further professional study leading to first degrees, diplomas
and higher degrees (see Appendix A4.5).

Even though distance learning programmes for teachers are marketed online,
only one interviewee mentioned a course with a distance learning
component. This was provided by an HEI at some distance from the school.
This teacher was supported by the LEA but, even so, found the commitment
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challenging because it entailed studying in the evening after a day teaching.
Those on the Leamning Support Assistant (LSA) course commented that it
was very time-consuming: even if some of the work was undertaken in the
classroom, it was still in addition to their normal duties. Most participants
appreciated courses that had a practical approach and the opportunity to
relate ideas to their school environment. Discussion and sharing ideas with
other practitioners was also an influential part of their diploma or degree.

In one primary school and one special school, an HEI delivered lectures in
school once a week. All but one of the staff interviewed were involved at
different stages of a Master’s programme which:

*  supported teachers in changing direction (for one teacher it provided
her with the opportunity to pursue a route toward becoming an
educational psychologist)

*  broadened teachers’ view of education

*  helped teachers to take on additional responsibility that required
additional skills.

4.3.3 Management and leadership

Almost half of the interviewees were part of the senior management team
(SMT) or had a post of responsibility such as head of department, subject
coordinator or key stage manager. Nevertheless, there was a tendency for
them to identify CPD activities that focused on teaching and learning rather
than on management training. Eight headteachers, five deputies and two
teachers in the 18 case study schools mentioned CPD activities relating to
management or leadership (see Table 4.9).

Table 49 Management and leadership identified by school staff
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(Table 4.9 continued overleaf)
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Table 4.9 (continued)
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Primary schools

Preparation for OFSTED was considered by one primary headteacher to
offer good training for headship. The need to write policies when s/he was
new to the post had enabled the school to develop a strong staff team.
OFSTED training was valuable to help the headteacher know what was
expected of, and required by, an inspection team.

Other primary headteachers worked with the LEA to deliver management
training. One had attended a leadership course and was now part of a trial
for training senior management teams within the LEA, and another led
training for other headteachers on formulating the SDP, calculating costs
and prioritising CPD.

Two headteachers were involved in an action research project, ‘Heads You
Win’. It aimed to develop leadership skills, extend understanding and use
of action research methods, and provide opportunities to develop and
disseminate effective practice in a local context and on a broader scale.
One headteacher undertook an in-depth study of the role of the headteacher,
and in particular her role in her own school.

Another headteacher had used business contacts to develop the management
systems in her school. She had contacted and visited a local supermarket
to observe the systems they had in place and used a representative from a
chain store to provide training in interview techniques.

Primary deputies identified LEA activities such as deputy support groups,
deputy conferences and involvement with NPQH. One of the most
frequently mentioned opportunities was the support headteachers provided
by working closely with them in school.

Only one teacher in a primary school commented that management training
was part of her professional development. It was a selected element of her
MA which she felt would give her the opportunity to develop her middle
management skills.
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Secondary schools

Two secondary schools used NVQs to support management training. One
school developed the management teams at different levels, with the SMT
working at level 4 and the middle management working at level 3. In another,
the deputy headteacher and CPD coordinator felt that she would benefit
from understanding what was involved in the qualification being undertaken
by non-teaching staff.

Special schools

Special school headteachers identified the LEA and LPSH as contributors
to their management development. One special school deputy gained insight
into headship by deputising for the headteacher, as well as from the deputy
headteacher support network within the LEA. He had also attended a one-
day course and an after-school session on performance management and
the role of the deputy head.

4.4 School involvement in LEA-wide CPD
activities

Primary, secondary and special schools identified LEA-wide activities and
initiatives in which they were involved.

4.4.1 LEA networks

Headteachers in all sectors were appreciative of:
»  local networks and informal contacts
*  pyramid and cluster group activities

*  strategic management groups.

Primary subject coordinators and secondary heads of department identified
useful networks and support groups including:

*  LEA courses for subject coordinators across the LEA; in primary
schools, the focus was often on literacy and numeracy

*  LEA-organised key stage support groups and courses.

In four of the LEAs in the case study areas, cluster group activities linked
schools in a close geographical location or linked primary schools to a
secondary school. This enabled teachers to develop skills as part of their
professional development. In one school, the CPD coordinator talked about
a project which developed direct links for children in liaison between primary
and secondary schools. The primary children were required to work on a
science activity in a book, which they took with them to continue work in
their secondary school. Originally teachers had met together three times a
year, but now they met more often and shared subject knowledge. This had
led to extending the idea to different subject areas.
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Other support groups emerged when teachers engaged in an activity focusing
on a shared inierest. For example, NQT induction activities encouraged
professional dialogue between mentors and NQTs. A steering group for a
research project encouraged teachers to share experiences, and self-help
groups had developed and been maintained over a period of time.

4.4.2 Other CPD activities

Survey respondents and interviewees mentioned a range of other CPD
activities.

Conferences

One-off conferences featured highly as CPD activities in the responses to
the LEA and school surveys. In the case study schools, however, only four
headteachers, two deputies and five other teachers mentioned conferences
as contributing to their professional development. This amounted to 11 out
of 81 interviewees. Sometimes conferences were part of a wider programme
of study and sometimes they were a stimulus for participation in a special
project. Two secondary headteachers and one primary school deputy
mentioned residential conferences. Other interviewees referred to courses
but did not use the term ‘conference’.

Individual teachers mentioned a range of other activities that contributed to
their professional development. Details are given below.

Study abroad

Some primary headteachers and teachers, and one secondary teacher, had
travelled abroad as part of a special project.

One headteacher mentioned that her deputy had undertaken study abroad
as part of the Teachers’ International Professional Development (TIPD)
programme. The deputy, when interviewed, talked mainly about CPD
activities in school and then went on to explain about a study week in Canada.
The suggestion for participation in this initiative had come from the
headteacher. The deputy headteacher commented that overseas study had
been possible for her because she did not have family commitments.

The study involved identifying a clear focus and objectives; she selected
boys’ achievement in literacy at KS1. She was required to plan and evaluate
her study/project and to produce a report for the LEA director. The
experience had enabled her to:

+  work with teachers from another country
«  develop links within the LEA and across LEAs

»  implement ideas in school - she is now working on family literacy
issues in the local area

« develop e-mail pals and pen pals.
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Going abroad had had an impact on her teaching, by giving her:
*  amore positive approach to teaching

*  increased respect for adults and children

*  recognition that celebration and using praise were important

* a wider perspective about teaching and education.

Using video

One primary school planned to make a CPD video linked to a training
package to focus on teaching and leaming. The intention was that teachers
would watch and evaluate lessons on the video, share their views with other
teachers, and come up with their own ‘inspection report’.

Another primary school had found the National Numeracy Strategy training
video a valuable resource.

A third example was:

B e e B e B e s e S o

i

a language coordinator who had been in post for about a year. She had to
demonstrate practice to advisers, to convince the teachers that the Literacy
Hour could be incorporated into their existing framework. The video was shown
to teachers, and the language coordinator was there to answer questions about
her practice. This had given her confidence and made her more secure in her
own knowledge base. She felt that it was successful because she had put it into
practice. She had used the video with different groups and each time had given
her greater confidence.
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Individual school CPD activities

In some cases, individual school personnel identified specific CPD activities
but they did not describe them in detail. One primary headteacher had used
a private IT company to provide EXCEL training. The school now used
EXCEL to produce data- tracking sheets for English and maths.

Other primary schools had developed e-mail links with other schools and
used the internet to access information and to keep up to date.

One teacher attended a practical activity funded by the Arts Council and
provided by the National Orchestra, which had enabled her to develop a
music scheme in school. She hoped, as a follow-up, to work with the
National Orchestra in school.

Depending upon their role and responsibility in school, other teachers
attended activities on first aid and child protection. Governor training was
available for teacher governors. One secondary teacher felt that her
involvement with the teacher union contributed to her professional
development.
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4.5 Sum

mary

L O s L b s e

¢ Interviewees represented a range of length of service and number of years
in post, but no clear picture emerged to suggest that teachers at different
stages of their career are more or less likely to become involved in
professional development.

¢  Similar CPD activities were identified by secondary, primary and special
schools, although staff in secondary schools felt that closure days were
particularly useful. Primary schools were more likely to use demonstration
lessons and observation of colleagues.

¢  Cluster groups and networks were appreciated by teachers in all types of
schools but particularly by secondary headteachers, heads of department
and primary subject coordinators.

¢  Primary schools focused on literacy and numeracy CPD activities, and
ICT training was in evidence in both primary and secondary schools.
Special schools focused on developing their special educational needs
expertise.

#  Most of the activities described by interviewees had a teaching and learning
focus. Even the management teams who undertook some management
training identified activities that were related to teaching and learning.

¢  Study abroad, use of videos and govemnor training were mentioned by a
few interviewees.

¢  There was a wide range of activities available for teachers and they had a
varied focus. The school, usually, had a leading role in determining the
focus and the nature of the activity. The LEA played a significant part in
supporting school strategies, and in providing and facilitating CPD
activities.

o
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5. PROCESSES

This chapter identifies and discusses the processes that govemn teachers’
participation in continuing professional development (CPD) activities. Three
core processes will be addressed in turn: how CPD needs are identified,
school procedures for teachers participating in CPD activities, and how
CPD is evaluated.

5.1 Need identification

This section will discuss the process of need identification as revealed by
the LEA questionnaires and interviews, the school questionnaires, and the
case study interviews with staff.

5.1.1 LEA findings

LEA questionnaire respondents were asked to indicate the methods used in
their authority to identify the CPD needs of teachers. LEAs made a response
to this question by choosing from a list of predetermined methods provided
in the questionnaire (see Table 5.1). Only one LEA in the sample did not
respond to this question.

Table 5.1 Range of methods used by LEAs to support CPD needs of teachers

Frequency
of response

F:

Methods nsed

R O B S T

e

T

Applxcatlon of national policies

. 102

% Response to Education Development Plan targets and actions % 102
%«% Consultation with link advisers % 97
ﬁ"i’; Response to special requests made directly to LEA %f 94 -
%:i Liaison with school staff development coordinators § 89 %
Review of School Development Plan targets and actions g 85 -
% Questionnaires to teachers % 43 :
% Other methods (meetings, discussions) g 16

% No response from LEA . 1

;‘s‘“" Total i @
o s

Based on 105 LEAs. Respondents could give more than one response

When these national frequencies were analysed by the type of LEA, the
numbers involved and the results obtained were neither surprising nor
illuminating. For example, new authorities were least likely to use liaison
with school staff development coordinators as a form of identifying CPD
needs. This may be because the relationships required to make it an effective
method of identifying need were not in place at that time.
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The most popular methods were the application of national policies and
response to Education Development Plan (EDP) targets and actions (102
responses each). For example, at the time of the NFER study, LEAs nation-
wide were commonly providing literacy and numeracy training to address
the National Literacy and Numeracy Strategies (see Chapter 4).

Interviews with LEA advisers provided insight into the role of the LEA in
responding to the EDP targets and action, as part of the need identification
process. The EDP was seen as a tool to identify the package of courses that
should be provided by the LEA. Two LEA advisers reported that the EDP
should ideally be drawn up in consultation with schools and informed by
their School Development Plans (SDP), as this allowed a local flavour to
be incorporated into the overall principles and requirements. Reviewing
the SDP targets and action was also a frequent response in the LEA
questionnaire (85 responses). Thus, the EDP and the SDP were key tools to
identify the national and local school requirements. These Plans were then
used to inform the CPD activities provided by the LEA to schools, via their
programme of courses.

Consultation with link advisers, liaison with staff development coordinators
and LEA responses to special requests were also common responses in the
LEA questionnaire. These methods provide a more direct and immediate
way of identifying CPD needs, operating via interactions between the LEA
(advisers) and schools (CPD coordinator), rather than via documentation.

In the LEA interviews, advisers spoke about the relationship between their
teams and schools. One adviser saw his role as using data from classroom
observations, working with schools on their planning and delivery, and
through joint evaluation to identify needs. Another adviser described a
review process whereby the LEA audited a school to identify and celebrate
good practice.

There is also a central role played by the school in the need identification
process. One adviser explained:

Schools are better able to undertake this task, as they have a
clearer understanding of the relationship between school and
individual needs. They can identify need, match need and see how
it affects their practice. It is the responsibility of the CPD
coordinator and the leadership group within the school to
undertake this task. They need to be approachable.

The CPD coordinator was viewed to be in the best position to identify the
particular needs of the school and individual staff members, and to request
CPD accordingly. Tt was the school’s responsibility to identify and match
CPD needs appropriately. These comments essentially highlight the need
for effective communication and coordination between the school and the
LEA, so that CPD needs can be identified and addressed appropriately.
This issue appears central to facilitating all the methods reported above.



Processes

5.1.2 School questionnaire findings

Respondents were asked to indicate how their school identified teachers’
CPD needs. Schools in all LEAs made a response to this question by
choosing from a list of predetermined methods provided in the questionnaire
(see Table 5.2a).

Table 5.2(a) Range of methods used by schools to |dent|fy teachers’ CPD needs

Frequency
ﬁ of response
R B o e e o e o gWWWWWW i
Application of national policies ;f 42
Review of School Development Plan § 42
. Response to OFSTED Inspection/Action Plan % 37
#

= Performance Management Process : 31
% Suggestions from LEA Link Adviser % 24
%% Response to LEA EDP . 23
§ Involvement with Investors in People § 16
: Other z 22

m

P
Based on 42 schools. Respondents cou!d give more than one response.

Where ‘other’ methods were indicated, 22 schools mentioned a total of 30
strategies (see Table 5.2b). The most common methods indicated by schools
were the application of national policies and review of the SDP (42 responses
each). These findings are similar to the most frequent LEA responses,
discussed in the previous section. Schools also indicated that they used the
outcomes of their OFSTED inspection and the Performance Management
process to identify CPD needs.

Table 5.2(b) Other methods of |dent|fy|ng CPD needs
e,
: Frequency

ﬁa‘
ﬁﬁs Other methods of response
:??" L A &”“.&W‘Wﬁ%i’?m G

-s.&&:x.%&\-‘%

% Individual staff needs/interest P" 7
gé Regular career interview/discussion % 6
§§ New staff induction : 4
4 Department improvement plans o 2
‘% Active link to a network of schools ? 2
;f In-house training to ensure course continuity g 1
}?}E Everyday need, e.g. first aid, child protection g 1
3’% Line management suggestions %‘ 1
. Training for IT % 1
© Involvement in initiatives § 1
%fé Local/town initiatives % 1
. Audits carried out by consultants . 1
. Other— unspecified %

- Total ;;?

AR

Based on 22 schools. Respondents could give more than one response.
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5.1.3 Case study interviews

In the case study interviews, staff were asked a series of questions to ascertain
their experiences of CPD activities. These included: need identification
processes, procedures for staff’s participation in CPD; how staff found out
about activities; how easy it was to organise, and what happened upon
completion.

Table 5.3 shows the range of need identification processes reported in the
case study interviews and the frequency of mention by school type (primary,
secondary, special school).

As can be seen, there are a wide range of need identification processes that
reveal the CPD needs of the school as a whole, and those of individual staff
members.

School Development Plan

The headteacher, deputy headteacher and/or CPD coordinator in all the
schools mentioned the importance of the SDP to prioritising and directing
their training needs. However, in some schools all staff interviewed reported
this, indicating a wider awareness and focus upon the school’s development
needs and priorities.

Two schools (one primary and one secondary from different local authorities)
indicated that they had become involved in IQEA (Improving the Quality
of Education for All), an initiative based upon teaching and learning styles,
as it matched the aims of their School Development Plan and the school’s
philosophy. Their responses illustrate how the SDP had directed the school’s
involvement in a specific initiative:

Became involved with IQEA initiative as it matched two out of
three aims of the SDP. It suited the school philosophy, as they [the
school] wanted to develop teaching and learning.

(Secondary headteacher)

The SDP is used to prioritise areas for CPD and it is also one of the major
factors that determines staff involvement in CPD activities (see section
5.2). An emerging theme, which seems to underpin the school’s ethos and
empbhasis placed upon the importance of professional development, is the
fundamental role of the headteacher: his or her views of the importance of
professional development are embedded within the school culture, and this
emphasis is incorporated within the SDP:

The SDP highlights training issues and priority areas that will be
costed out and drive the budget. PD is a priority area and an
integral part of school development. (Primary headteacher)
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Table 5.3 Need identification processes reported in the case study interviews

R
§ Frequency of response
. . by school type
% %ﬂf’ﬁ/ﬁ%ﬁ&ﬁ-ﬁw S e e
Need identification % Primary :Secondary
.. processes . Details i N=12 N=3
%%ﬂémﬁﬁ%ﬁ%v@ “‘.’?”?;g&% Wmm%ﬁm%mfaﬂmﬁwwhvmwwm~ A i
. School Development ? * prioritisation/ %
Plan % identification of CPD g
©  needs of schools a 12 3
-+ directs CPD .
Appraisal ;“ . 11 appralsal g
§ * staff reviews %
.+ professional . 8 2
% development .
Z  interview .
Performance g %
Management § » formalised appraisal 7 3
mterviews g
i Lesson/subject * classroom %
- monitoring ©  observations % 6 1
- - analysisof results
.. OFSTED Report : + inspection report . 5 B
. | identifies need §
| Linkswithother ¢ » visitstoidentify | .
.. schools ¢ effective CPD in other%
. schools . 4 -~ 2
% © + meetings to identify ¢
o . INSET needs :
: oo s SO SRS S
o Staff meetings/ . bramstormmg of CPD . 3 2 1
rdJscussmns o pnontles
%?y} Government = « identification of %
] . national priorities/ 3 1 1
gg £  CPDneeds %M
% ; ¢ e N-:r:-:a: ey
g{% Questionnaires . - distribution to 1dent1fy§f§ 3 B |
. % need .
NQTAppraisa] % + identification of é 1 _ -
7 }? training needs :
W Twm nﬂdenhal/ % « staff identify what ? _ ] _
. . needstobedone %: _
.« indicate CPDneed | ‘ | - .
. » the LEA directs CPD I
2 pnontles and needs j
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Appraisal and Performance Management

Appraisal and Performance Management were the next most frequently
cited ways of identifying CPD needs within schools. The appraisal process
tended to comprise one-to-one staff reviews, discussions or interviews.
These tended to be fairly informal, where staff discussed their strengths
and weaknesses usually with the headteacher or someone from the senior
management team.

One primary school provided an example:

S e e T

Staff undertake a vearly professional development discussion with the §
headteacher. Before the discussion, they complete a questionnaire which asks %
a range of questions regarding their working experiences. In particular, it
asks staff how they would like to develop professionally, change their §;
responsibilities, objectives they would like to set themselves, their career
aspirations and so on. Questions concerning the school s objectives {e.g. targets
for SDP, vision for development of the school building) are asked, and an
evaluation of school issues and targets is also requested. This questionnaire .
then forms the basis of discussion in the one-to-one appraisal with the §
headteacher, and it also informs the School Development Plan .

T o e e e

This process appears useful as it enables individual staff to focus upon their
own CPD needs as well as the overall priorities of the school. Alongside
the appraisal process, staff mentioned Performance Management as a more
formalised process of need identification. A few concerns were expressed
that this process would be tied to performance-related pay.

Monitoring

Staff in the three school types also mentioned lesson/subject monitoring as
a fairly common way of identifying CPD needs. Staff reported being
observed whilst teaching, and having their pupils’ performance results
examined, in order to identify CPD areas that required further development.
Typically, this process would be conducted or overseen by the subject
coordinator.

Need for CPD is identified by in-school monitoring; teachers are
observed and given feedback from their lessons. This can be
stressful, but now the school is moving toward specialist teaching
where subject coordinators will lead on lessons. (Primary teacher)

Other methods
Other approaches to need identification mentioned less frequently were:

»  issues identified from OFSTED reports

+ links with other schools, where collaborative meetings helped to
identify common needs

+  staff meetings, where discussions yielded CPD needs

*  questionnaires.
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It was also interesting to note the frustrations expressed by a few of the
interviewees that the school did not play as big a role as they would have
liked in identifying and prioritising their CPD as, in their view, the
Government dictated this. Similarly, staff in one special school mentioned
that the LEA directed the CPD prioritics.

Key players

Throughout the interviews, key people within and connected to the
school were identified as playing a major role in identifying CPD needs
(see Table 5.4).

Table 5.4 Key players in the need identification process reported in the case
study interviews

Frequency of reSponse )
by school type

{ﬁ Key players in g
. identifying need Details .
@ﬁ“m>mwmwmw ;émmmwmm@mem .
fés Individual  » individuals identify
22 identification their own needs g 9 2
% ;o self- evaluation .
: Subject coordinators/ % * identify traamng needs§ 6 1
. heads of faculty N observations
oFFenesne St
. LEA adviser g « reviews/ visits to help §
% school identify CPD
é direction ’
g * identify objectives in }
. preparation for @ 6 -
# » pbservations %
L :
g * aware of school .
g needs/local context §
" Headteacher ) g + identifies CPD g 3 2
. priorities .
: CPD coordinator  § » pulls all the %
f;i = information together 2 1
o 4 . . £
% % to 1dent1fy key .
@: . -’?é_ pnonnes _ W&
%* Senior management . » identify trammg needs% 1 2
m team ¢ ofallstaff 2
% Lme manager ﬁ * discuss career o _ 2
Jg ) § development W;?%m
fﬁ Governors % * identify pr10r1ty areas §} - ! 1
. Staff Development i draw up pohcy, § _ 1
% Commlttee 0 allocate funds 7
°9’§ Consultant adee e brmg in extemal 2 B
g & 1
. consultant =
w — e o . T
O R ~
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As can be seen, staff frequently mentioned that they identified their own
CPD needs and sought training accordingly. The subject coordinator/head
of faculty was also identified as influential to this process by carrying out
classroom observations, having discussions with staff about their training
needs, and viewing lesson plans, which highlighted areas that needed to be
developed.

LEA advisers were also seen to aid the need identification and prioritisation
process. Primary and special schools mentioned their involvement through
visits to the school to undertake reviews or classroom observations.
Additionally, LEA advisers often visited the school to identify objectives
that needed to be specifically addressed and covered in their delivery of a
specific CPD activity. Or the LEA adviser would use this background to
inform the LEA programme of courses to be offered. Either way, this process
was viewed as most useful when the LEA adviser was seen to have an
awareness of the school’s need and the local context.

The subject coordinator [communications] has discussions with
staff about their professional development. They identify needs;
look at SDP and subject development plans.

(Special school teacher)

LEA provides termly reviews to help schools identify their CPD
direction. They offer staff evaluation and advisory support. There
is a good relationship with adviser. (Primary headteacher)

LEA adviser discusses needs in advance of training; they [LEA
advisers] identify objectives and come up with ideas to fit what is
happening. (Primary teacher)

LEA advisers are aware of national and local context — this leads
to targeted training. (Primary deputy headteacher)

The headteacher, CPD coordinator and the senior management team were
also seen, to a lesser extent, to be involved in the identification of school
CPD priorities. However, there was a stronger involvement by the
headteacher and the CPD coordinator than specifically mentioned in this
context: these were the key people who reported consulting the School
Development Plan to identify the CPD needs of the school.

As suggested earlier, it seems clear that a lively school culture and a positive
attitude towards professional development stem from the enthusiasm of
the headteacher. Both heads and other staff cited the influence of the
headteacher upon the school’s attitude to professional development.

Learning is a high priority in the school and, personally, for myself,
I relish change and being at the forefront of education, as this is a
powerful tool for development. Involvement has snowballed...CPD
is a priority and non-contact time is offered. Professional
development is a priority area — it is an integral part of school
development. (Primary headteacher)
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In several schools, this enthusiasm for CPD permeated throughout the school
and was at the heart of the school’s professional development culture. The
attitude of the headteacher appeared fundamental in determining the prionity
that the school placed upon CPD and the type of activities that they become
involved in.

5.2 School procedure

This section discusses the school procedure for staff participation in CPD
activities. The questionnaires (LEA and school) did not ask respondents to
provide information about the school procedure. However, the case study
interviews reveal an in-depth insight into the process of staff awareness
and factors that determined their participation in CPD (see Table 5.5).

Table 5.5 School procedure to become involved in CPD activities reported in the
case study interviews

S o s 2
%ﬁg : Frequency of response
i : - by school type

%g gﬁ e

= g 5 anary Secondary |

%@ Procedures Details . N=12 N=3

& mwmmWWWWMWWWWWXM%W%WMWM%Wf -----

% 1. Finding out about CPD activities
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- LLEA book circulated © » staff view CPD
. courses on offer

* express an interest in
particular CPD

e T 2
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. Suggest and
recommend CPD
activities

LEA advisers %
z
Subject coordinator é * highlights/suggests

CPD for staff

* box containing course
information accessible !
to all in staff room

* school notice board

Courses }advertised

Individuals * instigate own CPD
exploration — find out
about courses, e.g. in
magazines, word of

mouth

e

3

S
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{Table 5.5 continued overleaP
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Table 5.5(continued)
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. . by school type
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It should be noted that the procedures for staff to apply to participate in
CPD activities were in fact clearer for external activities, offered by the
LEA, than for in-school CPD.

The roles of headteacher and the CPD coordinator were central to staff’s
participation in CPD activities. Ultimately they were the ‘gatekeepers’ to
the school’s involvement in CPD activities; they were most likely to receive
the LEA book of activities and other course information from universities
or organisations. They then either distributed this information amongst
staff, so that the full range of CPD activities could be viewed and preferences
expressed, and/or they selected and recommended CPD activities to staff.
The research indicates that both of these procedures were taking place within
the schools.

The CPD coordinator and headteacher talk together and agree
which courses/activity staff should do. (Primary CPD coordinator).

I look through the red book, identify courses and see if they would
have any merit for that person that wants to be involved or point
them in the right direction if they have not already seen it. They
usually take up the course. In the past, it has been a democratic
decision, the book had gone around the school and teachers could
choose. Now, they need to fit in the scheme of things and funding.

(Primary CPD coordinator)

The headteacher and the staff development officer look at courses
that are relevant for the school, having looked at the staff audit,
and suggest that teachers need to do particular courses — focused
and targeted. (Primary CPD coordinator)

When the LEA course information was distributed, staff had an opportunity
to view all the external CPD activities that were on offer and to indicate a
preference for particular activities. This was a fairly popular approach within
the three school types. Other, less frequently mentioned methods were via
the LEA adviser or subject coordinators, who suggested and highlighted to
staff the specific activities which they felt would most meet their needs.

Information from LEA is circulated to staff. Individuals identify
their particular interest in a course or training and apply on the
pink course application form. The CPD coordinators then identify
and prioritise the applications.

(Special school deputy headteacher)

Staff are given a list of LEA activities every half year; they make
Sfour choices and prioritise those which they think will be most
helpful and valuable. (Special school nursery nurse)

It was interesting 1o note comments regarding the appropriateness of the
LEA courses. Primary and secondary school staff only occasionally
indicated that LEA courses were not always suitable to the current CPD
needs of the school. However, staff in the special schools commented that
this was often the case for them and that, on the whole, the LEA courses
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were not specialised enough to meet their needs. As an alternative, they
sought more appropriate courses from specialist organisations:

Often LEA courses are ineffective, as they do not address the
specialist training that the school requires.
(Special school headteacher)

The LEA often cannot provide specialist courses. Thus, specialist
training links are needed with organisations such as Mencap and
the Autistic Society. (Special school headteacher)

LEA courses often are not orientated toward special needs.
(Special school teacher)

LEA courses tended to be most effective for special schools when the LEA
advisory team were aware of, and receptive to, the school’s needs.

LEA courses are often good, as the advisers know the staff and
the population of the children. (Special school teacher)

There are problems with LEA courses as they are not specialist
enough. However, they [the advisers] are approachable and aid
with information finding. (Special school teacher)

LEA put on a wide and varied programme — of high quality. The
advisory team really listens to the feedback to analyse the courses
and conferences that are needed in the future. They also keep in
tune with school needs and demands. They are quick in developing
Government initiatives. (Special school CPD coordinator)

The CPD coordinator and the headteacher also played a key role in
organising the CPD activities for staff and made the ultimate decision as to
whether activities were appropriate. The MORI survey of CPD findings
(1995) was summarised as: ‘Continuing professional development (CPD)
currently in place in most schools appears to operate on an ad hoc basis
with no real linkages across school development planning, personal
development planning and teachers’ appraisals.” This highlights the
difficulties in implementing a balance between school and individual
teachers’ CPD needs. However, the NFER project reveals that the CPD
coordinator decided whether the CPD activity would meet the needs of the
school, the aims and priorities identified in the SDP, and the needs of
individual staff. Staffin all school types frequently cited the importance of
the headteacher and the CPD coordinator in the procedures for CPD
participation. Two of the three secondary schools mentioned that the head
of faculty might also perform this role alongside the head and CPD
coordinator.

The CPD coordinator highlights courses available and helps
teachers to bridge initiatives between their own demands and the
school. [He/she] makes sure that staff have opportunities for
financial support by prioritising needs.

(Special school CPD coordinator)
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Staff can make a preference, approach the CPD coordinator;
involvement will depend upon the school priorities in the School
Development Plan. (Primary teacher)

The headteacher is sent the LEA portfolio of courses; the
university also sends out a timetable of courses. If these are not
appropriate, then the headteacher will seek elsewhere, e.g. IiP
[Investors in People], NAHT [National Association of
Headteachers]. CPD needs to fit with the school s priorities.
(Primary headteacher)

Once needs have been identified, she will approach the CPD
coordinator; there is then a balance between school and personal
needs — if you can justifv doing a course, you usually get to do it.
The CPD coordinator fills in the application. She will also make
suggestions about the course. (Primary SENCO)

Once CPD activities were identified, some schools reported using an
application form (for external and internal courses) which required staff to
indicate why they were applying for the course and how it would impact
upon teaching and learning. Such forms appear valuable to focus the
perceived usefulness and benefits of the CPD: how it will meet the needs of
the school and teachers’ individual needs. For example, one special school
asked staff to identify two or three targets that they hoped to be able to put
into practice after the course, and whether they would be willing/able to
provide a post-training session. Typically, the headteacher and/or the CPD
coordinator would sign off this form. This decision tended to be mediated
by several factors. The main mediating factor was whether the CPD met
the school’s priorities, as identified in the SDP (see Table 5.5).

In choosing CPD activities, staff were often mindful of the school’s priorities
and needs, as these would ultimately decide whether they would be allowed
to participate. Occasionally they needed to justify the relevance of the
course.

1t is the culture of the school to think in terms of the SDP. If it fits
into SDP, then it is readily organised.
(Primary deputy headteacher)

Teachers decide what they want and it needs to reflect what the
school needs. They can meet personal needs as long as they can
show that it is going to move the school on. They approach the
CPD coordinator, who decides if their needs can be met within
the school or by a course. (Primary CPD coordinator)

Funding and staffing issues were linked to the focus upon the SDP. There
were often difficulties with the suitability and availability of supply cover.
Furthermore, staff commented that they still needed to prepare lesson plans
for supply staff. This appeared less of an issue in schools where the
headteacher covered lessons, or where staff in small, team-orientated schools
arranged for one another.
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Supply cover is an increasing problem because teachers are not
available — recruitment and retention issues.
(Primary headteacher)

Supply is not an issue as the headteacher acts as supply cover to
keep costs down. (Primary headteacher)

If CPD fits in with SDP, then it’s OK. CPD coordinator controls
the funding, has an overview and distributes funding — linked to
SDP. (Secondary teacher)

Courses are always linked to SDP, which is the highest priority.
Course refusal may happen if supply cover cannot be arranged.
(Primary CPD coordinator)

5.3 Evaluation/feedback
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This section discusses what happens following CPD, as revealed by the
LEA questionnaires, the school questionnaires and the case study interviews
with staff.

5.3.1 LEA findings

LEA respondents were asked to select from a list the methods used for the
evaluation of CPD activities. The four categories of evaluation listed were:

*  self-report questionnaires
. structured verbal feedback
. informal discussions

*  progress reports.

Overall, the most frequent mecthod of evaluation was self-report
questionnaires (667 responses), followed by informal discussions (548
responses), then structured verbal feedback (437), with the least favoured
method being the progress report (304).

However, certain methods of evaluation were deemed more appropriate for
certain activities. For example, the most popular method of evaluation for
action research was progress reports (47 responses), whereas the most
popular method for evaluating observation of colleagues was structured
verbal feedback (62 responses). Further details of the responses elicited
from this question are given below in Table 5.6. Where frequencies were
analysed by type of LEA, Welsh respondents preferred structured verbal
feedback and progress reports for all types of CPD activity, while counties
tended to prefer self-report questionnaires, especially for one-off
conferences, action research and higher academic and professional courses.

LEAs were invited to give details about other CPD activities and evaluation
methods. Other methods of evaluation referred to: follow-up course
evaluation, publications/website, and reviews of in-school development.
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Structured |  Informal
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Based on 105 LEAs. Respondents could give more than one response.
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LEAs were also asked to provide information about ways in which they
collected and used the evaluation data to monitor and evaluate the
effectiveness of CPD activitics. The question was open-ended and therefore
generated numerous responses, which were coded and analysed. Many
LEAs simply gave further information about the methods used for evaluating
CPD activities, whilst others described the way the evaluation data were
used to improve CPD provision. Their comments are reported according to
those two broad categories.

Further methods for evaluating CPD

Many LEAs used evaluation data to inform bigger, authority-wide
evaluations. In response to the open-ended question, 45 respondents
indicated that the evaluation data were used for purposes of feedback. In
these cases, the LEA synthesised the evaluation data and then reported the
results to the CPD provider, the INSET coordinator or professional
development groups, thereby allowing each group to interpret them for their
own purposes. Twenty-three respondents indicated that the evaluation data
were used to inform discussions in meetings or consultative groups, such
as networking forums. A further 20 LEAs indicated the data were used in
annual reviews, for example in LEAs’ annual reports on the achievements
of each school; progress was measured against performance indicators
identified during the evaluations of CPD activities year-on-year. A further
15 responses described how evaluation data had been used for other reporting
purposes, such as case study evaluations describing effective CPD practice.
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Use of evaluation data

Respondents outlined a number of strategies to use evaluation data to
improve the effectiveness of future CPD. Sixty six LEAs indicated that
course providers used data to revise the focus and content of future activities
on offer to teachers. The data served a range of other purposes: for example,
to revise certain EDP/SDP targets, to follow up particular issues highlighted
by evaluations and to monitor subsequent alterations.

5.3.2 School questionnaire findings

The school questionnaire asked respondents to give details about how
teachers gave feedback on the quality of the CPD activity. This was an
open-ended question and generated a variety of responses that were coded
into the categories outlined in Table 5.7.

Table 5.7 Methods of evaluating CPD activities
Paeaaans R
Evaluatmn activity

R

Frequency

S e

e P A e o A T s R R R

i
-
% Evaluation forms
i
-
.

Formal discussions/meetings or presentations
Report to CPD coordinator
Informal discussions

. Other

3 g FETR Y

€ S I e

i R

Based on 42 schools. Respondents could give more than one response.

The most frequent method of evaluation was evaluation forms (23
responses), followed by formal discussions/meetings or presentations
(17 responses).

Respondents were further asked to provide information about ways in which
they used to monitor and evaluate the effectiveness of CPD activities. This
question was open-ended and generated a variety of responses that were
coded into the categories shown in Table 5.8.

In some schools, the evaluation feedback was not used at all, whereas in
other schools, it was reported that teachers cascaded their experiences to
the rest of the school staff. Furthermore, where individual teachers had
attended an activity with inspiring speakers, the speakers were then invited
to contribute to whole-school activities. In one unusual example, the
feedback was used at the governors’ team-building weekend. However, no
further details were given about this activity.
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Table 5.8 Use of feedback about the effectiveness of CPD

I e ;
Frequency

feedback is used

How
e S R e e
For planning future CPD - 15
To feed into SDP i 10
For dissemination and feedback to staff %‘ 10
To have an effect on school policies . 9
# For management reviews i 7
. %
iz As feedback to providers z 4
o . .
%% For annual reviews % 3
i =
:é For reports . 1
- For miscellaneous purposes | 5

Ba.sed on 42 schools Respondents could give more than DRe response.

In many cases, schools commented or implied that the feedback should be
available for all staff to view in a central place, and that the feedback was
not as systematic or rigorous as the coordinators would have liked.
Respondents highlighted that the quality of CPD activities was variable
and that the monitoring process should be more structured and organised
by systematic recording or by ensuring that the CPD activity was used to
identify further action required.

Even though evaluation forms were the most frequently used strategy for
monitoring the effectiveness of CPD, they were not always considered to
be effective. For example, respondents claimed that evaluation forms were
often not completed and, even when they were, the approach was not always
successful as it was too bureaucratic. Other respondents gave details about
a school response form, which was displayed for all staff to see as an example
of an effective feedback strategy. In another case, staff were required to
grade activities on a formal, brief paper to ensure quality and value for
money, while a small school of three teachers mentioned that they relied on
anecdotal staff room chat.

Several respondents described how teachers were asked to fill in school-
designed evaluation forms to indicate how worthwhile (or not) courses had
been and their intention to implement ideas at class/school level. Itis clear
that, in these schools, there was an expectation that the CPD activity should/
could have an impact on teaching and learing.
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5.3.3 Case study interviews

Staff were asked in the case study interviews about any follow-up to CPD
activities (see Table 5.9).

Once again, staff mainly focused upon externally provided CPD activities,
i.e. what happened on their return to school after attending a course or
conference.

Evaluation/ feedback following CPD reported in the case study
interviews

Table 5.9

Frequency of response
by school type
R R Rre

Seeoildary
=3

Details
e S
« complete evaluation
form

+ evaluate CPD to
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Table 5.9 reveals that the completion of an evaluation form following CPD
was a popular practice within all school types. Several schools provided
examples of their evaluation forms. These tended to address: delivery,
content, relevance/applicability, whether the course met the stated objectives,
whether it was cost-effective/should be attended again. They also requested
an evaluation concerning its potential impact on teaching and learning. The
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evaluation form appeared a useful tool, as it tended to be kept in staff’s
professional development portfolios, and it was reported that this could
then be referred to in order to assess any impact upon teaching and learning,
or to inform future CPD activities. Typically, the CPD coordinator would
maintain this information, but one school reported that the LEA adviser
used this feedback to keep in touch and up to date with the school’s training
needs:

On return they fill in a sheet and note whether it was worthwhile,
if there are any further developments and whether the info needs
to be cascaded to other staff. A copy is kept for professional
development portfolios. (Primary teacher)

After attending the activity, [staff] tick categories about the quality
of the CPD; then after six months they have to say what effect it is
having. (Secondary teacher)

On return from CPD activities, staff also reported that they tended to give
feedback within staff meetings, or informally via chats with colleagues.
However, once again CPD coordinators played a central role in this school
process: they kept staff records, maintained records of attended courses/
evaluations, and monitored all information/feedback to inform future CPD
activities:

The CPD coordinator manages individual and school balance of
CPD; they keep track of who has done what activity, allowing
monitoring of who is doing CPD, who doesn t and who needs to
do some. (Special school CPD coordinator)

Six months later [following CPD), staff are asked for feedback
about how they are using it in the classroom. The CPD coordinator
uses evidence to reinforce attendance on future courses. There is
a form to fill in, to identify additional training required. The CPD
coordinator keeps track of good and weak courses. There is a
personal file for future records for each individual. Twice a year,
there is a summary of courses and areas that have been covered —
identifies global issues, impact upon teaching and learning and
additional needs. School INSET is monitored through the forms.
(Secondary CPD coordinator)

Clearly, a distinction needs to be made between evaluation of CPD activities
and evaluation of their impact upon teaching and learning. Staff tended to
report upon what happened, on their return to school, following external
CPD. The MORI survey of CPD (1995) reported that few schools had any
systematic means of evaluating CPD. They explained that 69 per cent of
teachers reported that there were measures in place to evaluate the
elfectiveness of CPD activities, but, in fact, few specific measures could be
specified. The most common response was feedback with either the GEST
(Grants for Education Support and Training)/INSET coordinator, mentoring
with other staff, debriefing and feedback sessions. MORI argues that these
methods are dissemination rather than evaluation.
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In the NFER project, it was reported that schools’ evaluation forms tended
to ask staff how they perceived CPD would impact upon teaching and
learning. The CPD coordinator would then refer to this information to
assess the impact or to inform future CPD. A few staff reported that they
were asked, three to six months later, to evaluate how the CPD activity had
impacted upon their teaching and Jearning. However, it is not clear how
this impact would be systematically assessed or evaluated in the long term.

The OFSTED Annual Report (1995/1996) (OFSTED, 1997) stated that long-
term evaluation of INSET was generally weak, and that it needed to be
more systematic with closer attention to value for money. It suggested that
the development of an up-to-date directory on the range and quality of INSET
providers would be a useful tool. This would then provide schools with
reliable information on which to base their choice of providers in a
competitive environment. Although there have been changes in professional
development requirements since the mid 1990s, and although short-term
evaluations are in place, it would seem that less attention has been given to
long-term evaluations.

5.4 Summary of processes and implications

T e
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This chapter has identified and discussed the processes that govern
participation in CPD activities by schools and individuals. Throughout
the process, key themes have emerged with regard to the cycle of need
identification, participation and evaluation of CPD activities. The SDP
clearly had a key role in this process: it was used to identify and prioritise
CPD (by schools and staff), and determined whether staff participated in
chosen CPD activities or not. Thus, a cycle was formed which ultimately
hinged upon appropriately identifying and meeting CPD needs, via the
SDP.

The CPD coordinator and/or the headteacher played a central role. They
were identified as the ‘gatekeepers’ to staff’s participation in external CPD
activities; they received the CPD activities on offer and made suggestions
to staff. They ultimately decided staff participation in CPD activities,
usually based on whether it would meet the aims of the SDP, and whether
funding (dependent upon SDP priorities) and supply cover were available.

Evaluation forms were a popular method to follow up staff’s participation
in external CPD activities. Staff tended to evaluate aspects such as the
delivery, content and impact that they perceived it would have upon teaching
and learning. These forms tended to vary in format and structure: they
need to be more systematic, rigorous, and available for all staff to view.
Feedback via formal or informal dissemination to colleagues was also a
common approach.
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¢ Evaluation feedback was utilised by LEAs to inform authority-wide
evaluations, and course providers so that the focus and content of future
CPD could be revised. Within schools, the CPD coordinator and/or
headteacher would maintain, review and monitor this information to inform
future CPD participation. Long-term monitortng and evaluation processes,
however, do not appear to have been established.

¢  The findings suggest the following implications for the role of the LEA
and the school in order for CPD to be successful, beneficial and purposeful:

s
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6. EFFECTIVE CPD

This chapter identifies and discusses the views of, and conditions that
constitute, effective continuing professional development.

6.1 What is effective CPD?

52

This section will discuss perceptions of effective CPD, as revealed by the
LEA and school questionnaires, and the case study interviews with staff.

6.1.1 LEA questionnaire

When asked to provide views about the most effective approaches to
supporting the CPD needs of teachers to improve pupil achievement, a
range of responses was given. All 105 LEAs responded to this open-ended
question, providing a total of 239 responses. The most frequent response
(56 responses) highlighted the importance of CPD activities that were
directed and owned by teachers themselves:

Participants are not in receipt, i.e. do it with teachers not to
teachers.

Another important feature for ensuring the effectiveness of CPD provision
was the use of collaborative approaches such as networking, mentoring,
observations and teacher placements (46 responses).

Other examples of effective practice included: those that resulted from
good communication and coordination (27 responses), for example teacher
secondments to LEA advisory services, links with HEI, and effective local
partnerships. Tailoring activities to schools’ need (25 responses) was also
felt to be a very effective approach.

Although cited as examples of effective approaches to CPD for raising
achievement, the responses showed that nationally led CPD (11 responses)
and CPD activities based on OFSTED information (six responses) were
considered less effective than the more personal approaches described
above. Working with schools and involving teachers directly when shaping
the type of CPD provision on offer were generally viewed more favourably.

Key issues emerging from the questionnaires were that effective CPD
activities need to:

»  be clear and identify needs at both school and individual levels
*  ensure that the timing of activities enables access

» include courses over a period of time
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*  allow time for courses to have an impact on teaching and leaming
»  take place in-school/classroom

*  encompass a varicty of approaches

*  have the support of the headteacher and school network

* involve whole-school self-review

*  share good practice

*  encourage teachers to take on board what they need

*  have follow-up courses in school

*  provide a balance of theoretical underpinning and practical
intervention.

These issues can be grouped into a number of themes:

*  the identification of CPD needs (individual, school)

*  the delivery of CPD (accessibility of venue, style and approach)
» the impact upon teaching and learning

* the role of the school (their approach, follow-up, support).

The LEAs provided information about what they considered to be effective
CPD, but it was more difficult to establish which support strategies they
employed (in response to this question). One LEA respondent, however,
made explicit the implicit responses of many, by indicating that CPD
activities were effective when the LEA.:

*  responded to stated needs

* tatlor-made specific programmes for schools or consortia
»  provided full and fair information

*  kept schools informed about initiatives

»  acted quickly

*  operated a structured but flexible programme so that extra courses
could be slotted in, in response to Government initiatives that
occurred after planning the main programme.

These support issues imply that the role of the LEA should be to help identify
CPD needs, and to respond with CPD activities that meet such needs, keeping
up to date with requirements and initiatives.

6.1.2 School questionnaire

The final open-ended question in the school questionnaire asked respondents
to identify the most effective strategies to support CPD to ensure that there
was an impact on teaching and learning. Respondents tended to identify
the nature of effective CPD rather than the strategy that supported it (see
Table 6.1). However, the case study interviews invited staff to discuss how
CPD was supported by the school and the LEA (see Chapter 7).
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Table 6.1 Effective CPD by schools
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As can be seen, schools most commonly thought that CPD was effective
when it was tailored to meet the needs of the teacher, when it was self-
directed, and when activities were targeted. Respondents wrote that CPD
activities should address the needs of the school and the individual, in terms
of their personal and professional development. These issues have clear
implications for the need identification processes (see Chapter 3).

The importance of a whole-school ethos, focusing upon whole-school
development opportunities and the quality of the deliverer/delivery, were
also frequent responses:

The development of the school as a centre for lifelong learning ...
CPD is not just for teachers but for all staff, therefore creating an
atmosphere of learning expectation.

It was acknowledged that the nature of the activity and experience of teachers
have an impact on the effectiveness of CPD activities. For example, one
respondent suggested that the most effective approach for a newly qualified
teacher was a good mentor and adequate discussion time.

Other respondents identified, to a lesser extent, that CPD activities need to.

+  be properly funded, as funding on an annual cycle does not allow for
the school to take a long-term strategic view.

» take place during the school day, and ideally on a training day, so
that colleagues can work together.

*  involve providers working with children, as this approach was
considered to be more realistic and practically relevant than lecture-
style CPD.
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The core themes that emerged were that the most effective approaches to
professional development activities were those which were:

*  practical

* local

»  classroom-based

*  ongoing

*  cost-effective

*  in conducive surroundings

+  led by a respected person with recent and relevant classroom
practice.

As can be seen, these issues largely focus upon the delivery of the CPD:
venue, style, and competence of deliverer. Similarly, findings emerged
from a study by Lee (2000) in which teachers of varying length of service
were asked in a survey, amongst other questions, what factors were seen to
contribute to effective CPD. The research revealed that CPD needed to be
relevant and realistic, and to provide opportunities to share ideas and good
practice. CPD was also viewed as effective when it was hands-on, when
there were sufficient resources, and when it was well delivered. Conversely,
teachers suggested that CPD was ineffective when it had inappropriate or
irrelevant content, and when it was poorly planned and badly focused.

6.1.3 Case study interviews with staff

Staff, with varying roles and responsibilities in schools, were asked their
views about the characteristics of effective CPD, and to complete the phrase
‘Effective CPD is when ...’. Table 6.2 reveals the nature and frequency of
responses by primary, secondary and special school staff who were
interviewed and who responded to the question. As can be seen, a wide
array of responses was given, capturing issues which revolved around
individual staff (professional, personal), the classroom (impact upon teaching
and learning), the school (ethos, approach), the provider (deliverer, delivery),
and other issues (time, resources, supply cover, support).

The most popular response (reported by 20 staff) related to the professional
benefits of CPD, that is, when teaching skills were improved and when
teachers became more confident and competent professionally. It was also
mentioned, in this context, that CPD was effective when teachers wanted
to keep up to date with developments and strove to improve their teaching
skills:

Effective CPD is when teachers are empowered, self-confident so
that they can deliver effectively and are involved in determining
what it is, (Secondary teacher)

CPD is effective when there is a willingness from staff to take
part and rethink, re-evaluate practice and develop.
(Primary headteacher)
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Table 6.2 Effective CPD, by staff within the three school types
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Also at the individual level, comments were made regarding the personal
attitude and enthusiasm that was needed for CPD to be effective.
Enthusiasm, interest and a deliberate choice to undertake CPD were seen
as important characteristics. There was a perception that staff should want
to better themselves and be committed to doing so.

CPD is effective when the person involved is committed and
motivated (Special school teacher)

Overall, the second most popular view was that effective CPD was when it
impacted upon teaching and learning in the classroom. Ultimately, this
should result in improvements to children’s learning. Staff often mentioned
that this impact should be direct, and that visible changes in children’s work,
ability and behaviour should result. However, as one secondary teacher
clearly expressed (see quotation below), the impact was often difficult to
attribute directly to a particular CPD activity; it was more often an instinctive
feeling that improvements had taken place (see also Chapter 8):

Effective CPD should have a direct and measurable impact on
the pupils but very often has more of a ‘feel’ factor. Sometimes it
can be measured, but sometimes yvou just feel that it has had an
impact. (Secondary teacher)

Seeing changes in children s work and ability. (Primary teacher)

Overall, a high number of comments were made about the role of the
provider. Staff reported that effective CPD depended upon the delivery of
the training with regard to its content, whether it met the identified need, its
style and the logistics. Details of teachers’ views are given below.

Content: cffective CPD is when the content is focused, challenging,
informative and appropriate. Staff want to be able to see how they can use
this new knowledge to inform their teaching; thus, it needs to be applicable
to the appropriate key stage and/or target group:

It is effective when it doesn t waste time,; when it is geared to the
appropriate key stage. (Primary teacher)
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Meeting need: effective CPD should be tailored to meet the training needs
of the individual, school and Government priorities:

CPD is effective when it is tailored to individual needs. It needs
to take account of people s experience, different backgrounds and
prior knowledge. (Secondary teacher)

CPD is effective when it encompasses Government initiatives, the
school, and individual pupil s needs. (Special school teacher)

Style: effective CPD is when there is a range of interactive delivery styles,
activities and practical learning:

CPD is effective when there is variety, when it is interesting, when
there is a range of activities on offer during the course, when time
flies and when it is fun, e.g. ice breakers/silly games to put everyone
in the mood. (Special school teacher)

Logistics: effective CPD is when the venue is accessible, the training is
held at a convenient time, and staff are made to feel comfortable:

[CPD is effective when)] it is af the right time (twilight teachers
are less receptive) with some space to do it in, in a conductive
atmosphere. {Primary teacher)

To a lesser extent, the school itself was reported as contributing to effective
CPD through its ethos towards CPD, and its approach to identifying and
following up training. Firstly, staff reported that CPD was effective when
the school ethos encouraged professional development, providing
opportunities for all staff, and where the school culture created a non-
threatening environment where staff could try out different CPD activities
and see what worked for them:

CPD is effective when it is a key feature within the school. CPD
is as effective as the head makes it effective; when there is
importance within the school culture. (Primary teacher)

Secondly, staff reported that CPD was effective when the school adopted a
whole-school approach, where colleagues worked together to identify and
address professional development needs (individual and common goals),
and where activities were followed up within the school.

Finally, with reference to the other issues in Table 6.2, staff reported, to a
lesser extent, that CPD was effective when there was adequate non-contact
time, resources, support and supply cover.



Effective CPD

6.2 Conditions for effective CPD

This section discusses the conditions that constitute effective CPD, as
revealed by the case study interviews with LEA advisers and staff within
the schools. This aimed to find out the factors that need to be in place, in
order for CPD to be effective.

6.2.1 LEA findings

In the interviews, LEA advisers were asked which conditions they felt made
for effective CPD. All three LEA advisers spoke of the importance of the
school ethos and culture of professional development, where teachers were
seen as learners and part of a lifelong learning organisation. One adviser
felt that this emphasis upon a learning culture for all would be more likely
to result in an impact upon teaching and learning. Another adviser spoke
about the importance of team work, and that it was the role of the headteacher
to encourage staff to work together as a team, and to be able to offer
constructive criticism to one another. This climate of trust was seen as an
essential condition for effective CPD within and between schools.

The LEA advisers indicated that their role was to work with schools,
consulting with the CPD coordinator, and providing a variety of CPD
activities that were appropriate. Other suggestions of initiatives that would
create conditions for effective CPD were:

*  Performance Management; this would help staff to develop and
improve under guidance

*  partnerships with higher education

+  participation in Investors in People as a way of encouraging and
sustaining professional development.

6.2.2 Staff findings

In the case study interviews, staff were asked which conditions they felt
made for effective continuing professional development. The researcher
suggested that such conditions might, for example, revolve around the
personal or professional conditions that needed to be in place.

Staff of varying roles and responsibilitics within the schools responded to
this question. Responses can be grouped into conditions at four levels:

* individual level (personal, professional)

*  school level (need identification, ethos)

»  provider level (deliverer, delivery; logistics, content, style)

* LEAlevel

*  other conditions that could potentially operate at various levels
(time, resources, supply cover, linkages).

Table 6.3 reveals the frequency of responses by school type (primary,
secondary, special school).
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The findings are similar to the results reported in the previous section
(effective CPD is when...), yet they provide more detail, as staff tended to
discuss and evaluate their own CPD experiences. The suggested conditions,
at the various levels, will now be discussed in turn.

Individual level

Staff in all school types most frequently mentioned the importance of the
individual and his or her enthusiasm to participate in CPD. The individual’s
willingness and eagerness to better themselves were central to the personal
conditions required for effective CPD. This may have been connected to
personality, but nevertheless it was the motivation and commitment of the
individual to want to improve.

Ideally, staff should have a choice as to their participation in CPD; they
have got to want to do the activity. Numerous staff commented that if they
were forced to participate in CPD then it would be ineffective. The DfEE
CPD strategy (DfEE, 2001b) reported that funding for national strategies
means that teachers’ own development priorities are not always taken into
account, and that teachers’ access to and experience of professional
development largely depends upon their school culture and circumstances
(variability in resources and priorities). They indicate that one of the aims
of the CPD strategy is to provide funding to allow teachers to choose and
direct their own professional development. The NFER project findings
certainly indicate that teachers’ choice is an important aspect and condition
for effective CPD:

Teachers need to perceive that there is a need, i.e. they have got
to want to do it. If teachers are forced, it is not effective, there is
resistance. (Secondary teacher)

You 've got to want to do the CPD. The school can send you and
then you are not involved. So there needs to be a willingness to
learn. (Special school teacher)
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Sometimes, personal circumstances, such as a young family, prevented
teachers from wanting to participate, as they perceived that this commitment
would involve personal compromises.

Professional motivations were also seen to contribute to effective CPD;
staff wanted to become better teachers, to improve their practice, and
ultimately to benefit the children. Once again, this drive had to come from
within; staff must want to develop professionally and to improve their skills,
in order for CPD to be effective:

Staff want to put their training needs forward because they want
to be better teachers. Sometimes it is to develop new or additional
responsibilities. They want to do it to feel more comfortable and
reassured about what they are doing. The resistant staff feel they
have ‘been there and done that’, and they have an insular view of
teaching ... they have a lack of ambition for promotion.
(Secondary headteacher)

School level

The case studies revealed that the school facilitated effective CPD in two
ways: through the ethos of professional development created within and
throughout the school; and through the need identification processes used
to select and/or provide relevant CPD. These issues will be addressed in
tum.

In addition to comments reported earlicr on the significance of the school
ethos, other examples were given. It became apparent that this ethos was
perceived to stem from the headteacher, reflecting his or her philosophy
and enthusiasm for CPD. Staff reported that they saw headteachers as role
models because they participated in professional development themselves,
and encouraged it throughout the school.

One secondary headteacher stated:

Ethos of the school is important — it is seen as an efficient and
effective learning environment and is part of lifelong learning.
There is an expectation that teachers are learners too....
Professional development helps them to renew their growth
continually.

This view illustrates the importance placed upon teachers as learners, that
headteachers want to invest in their staff. Furthermore, several headteachers
mentioned that they recruited new staff who would become part of this
culture:

When I interview new staff, I look at people who are willing to re-
evaluate, take on new ideas, put into practice. The downside is
that by giving them a useful course of PD they then get promotion
so staffing becomes a problem, particularly in shortage areas.
(Primary headteacher)
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One aspect of this ethos was the view that CPD was for development, rather
than failure. Such non-threatening environments were further characterised
by supportive colleagues and a trusting team environment.

Some teachers have felt threatened but there has been a change of
philosophy and they are now willing to develop, whereas at one
time teachers didn 't want to change. (Primary CPD coordinator)

School ethos was important and in their school there was an
expectation which resulted from their close-knit community and
team work. (Primary teacher)

The role of the school in the need identification process was seen as a
condition for effective CPD. It was reported that Performance Management
would formalise this process. After the needs were identified, the school
would either provide the training, or seek out relevant CPD activities.

Schools experienced difficulties in identifying appropriate CPD to meet
their needs, as there was often no, or inaccurate, information about the
course. Schools need clear and accurate information about courses so that
they can make an informed choice:

I look at different providers and I am fairly choosy — there are so
many training courses that it [CPD] needs to be cost effective.
Often there are problems in that the information accompanying a
course is often not provided. (Special school headteacher)

More often, the school provided its own CPD activities, as the best way of
meeting its identified needs. Whole-school approaches were viewed as
particularly important;

School provides CPD, and whole-school approaches are favoured
as these meet need. They [staff] valued training in school because
it met their needs. Whole-school approaches enabled them to
discuss it so they got feedback and were involved in discussion.
This generated a consistency in approach. (Primary headteacher)

Provider level

All school types reported that effective CPD depended upon conditions
regarding the deliverer and the training delivery process: content, style,
and logistics (see Table 6.3).

[t was pointed out that deliverers must have an appropriate knowledge base
and background. Thus, they must be competent and confident in the subject
of their training. It was also reported that the deliverer must be enthusiastic
and able to engage his/her audience.

In terms of the CPD delivery, three aspects of this process were mentioned:

the content of the activity, the style of the delivery, and the logistics. CPD
was deemed most effective when the content of the activity encompassed:
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»  clear aims, objectives and expectations

»  appropriateness for applicability to the key stage or target group e.g.
all special schools reported that the CPD should be specialised,
focusing upon special needs issues, rather than including special
needs as the afterthought

«  information which is interesting, challenging and added something
new

+  sessions which are inspiring, useful, and could be practically
implemented in the classroom.

In particular, several staff said that LEA courses were often effective as
they were relevant, practical, applicable to teaching, and appropriate to their
particular school and children:

LEA literacy updates are good as they are visual, clearly set out
the objectives and are applicable to the classroom and there are
not too many handouts. (Primary teacher)

Comments on the delivery style were also fairly popular. Most often, staff
talked about the importance of practical and interactive learning styles.
These styles were viewed as most effective because they made the CPD
more interesting and memorable:

Courses are best delivered when there is a combination of talking,
providing an activity and feedback. Practical hands-on activities
are favoured. _ (Primary teacher)

There must be variety in their delivery, including practical
involvement as more is learned via activities.
(Special school teacher)

Fewer schools mentioned the importance of the arrangements, practicalities
and comfort. Those who did referred to the accessibility of the venue,
seating arrangements, break times, and the overall comfort. All these
components were seen to contribute to the overall enjoyment:

The venue is important: if there is a comfortable venue it helps
teachers to feel valued and they go away thinking they’ve had a
nice time. (Primary headteacher)

It can often be difficult to switch off from school and be relaxed;
courses need to recognise this by allowing a short while for tea/
coffee, and time to chat before starting the course.

(Primary teacher)

LEA level

Only two schools mentioned the role of the LEA and the value of an
approachable and supportive advisory team. However, the role of the LEA
in terms of course content and implications for accompanying course
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information has already been highlighted. LEA advisers who had a good
relationship with a school were more likely to devise courses which met
the specific needs of the school and thus were more effective.

Other conditions

Schools also referred to resources, supply cover, time and linkages. Mostly,
schools reported that an adequate budget was essential in order for CPD to
take place. One CPD coordinator spoke of the restrictions placed upon the
funding streams which dictated the choice of activities. Adequate time to
undertake and consolidate CPD was also mentioned; schools reported that
appropriate non-contact time was essential to prepare for and implement
CPD before momentum was lost. Furthermore, time was needed to prepare
lessons in advance for the supply cover. Lack of supply cover, due to lack
of resources or availability, had prevented several staff undertaking CPD.
Some schools reported that they had used their supply money to recruit a
full-time teacher; this increased non-contact time and CPD opportunities.
Finally, one school reported that links with their feeder schools were essential
for effective CPD.

6.3 Summary and implications for role of LEA

T

¢

This chapter has identified and discussed the views of, and conditions that
constitute, effective CPD. A key finding was the importance of the school
ethos that created an expectation that all staff participated in professional
development activities, thus creating a learning culture for all. The
headteacher, and a supportive team environment, were fundamental to
encouraging whole-school opportunities and expectations. At an individual
level, teachers felt that CPD was more effective when they were able to
direct and choose their own professional development.

CPD was viewed as effective when the deliverer was competent, and had
appropriate background knowledge and expertise, and when the content
was challenging, appropriate (to key stage) and up to date. With regard to
delivery style, a varied style including practical demonstrations and
discussions was favoured.

Teachers considered CPD to be effective when it impacted upon teaching
(skills and practice} and children’s learning: practical and interactive
activities were perceived most likely to facilitate this.

Other requisites were: accessibility of venue, convenience, adequate non-
contact time, resources, support and supply cover.
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¢ The findings suggest that the LEA can facilitate and maximise the
effectiveness of CPD by:
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7. SUPPORT STRATEGIES

Previous chapters have highlighted CPD activitics undertaken by teachers,
the procedures that are in place to enable them to participate and the
conditions that contribute to the effectiveness of CPD. This section
considers the role of the LEA and the school in supporting teachers’ CPD.

The DfEE CPD strategy (DfEE, 2001b) highlights a number of organisations
which have a key contribution to make to ‘focused, practical development,
especially where they establish continuing partnerships with schools and
teachers’. The LEA is one such organisation.

Derrington (2000) points out that LEAs are required to offer educational
services to schools and to provide performance data and focused support
to schools on national priorities such as literacy, and to help spread best
practice.

Larger authorities tended to provide support for all curriculum subjects.
Smaller authorities were limited to providing support for the core subjects.
Some LEAs concentrated professional development programmes on
strategic EDP priorities rather than operating on a trading model. This
was criticised by some as providing a fragmented service and failing to
meet wide curriculum needs. However, questions were raised about the
financial security for those offering full curriculum services and the viability
for unpopular courses, which could be cancelled at short notice. This could
lead to customer dissatisfaction and may effectively jeopardise future use
of the service.

7.1 LEA strategies to support CPD activities

Chapters 4 and 5 show the role played by the LEA in supporting CPD
activities. To explore the support strategies in place, interviewees were
asked about their experiences of the support they had for CPD from the
LEA. Case study school interviewees reported that the LEA provided
training, advisory support, information, funding, partnerships and resources.

7.1.1 Training

All the case study schools identified the LEA as having a role in providing
training, including in-school support, courses and conferences, and support
for NQTs’ induction year.

¢ In-school support

In-school support from the LEA was usually through the links that had
been established with the adviser (see Chapter 4).
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¢ Courses and conferences

The LEA provided courses and conferences for school staff. These were
often subject orientated. In the primary schools, there was a focus on literacy
and numeracy in response to the introduction of the National Literacy and
Numeracy Strategies. There were also opportunities for subject coordinators
to attend coordinator courses and for deputies to become involved in deputy
headteacher conferences.

One secondary school suggested that courses were available in all subject
areas, but in another school, a teacher felt that there was a shortage of
opportunities in her subject area.

Special school interviewees indicated that courses and conferences were
organised and provided by the LEA. One LEA provided a wide and varied
programme of high quality, at a local destination which avoided the need
for participants to travel great distances. However, in another LEA, courses
were not used because they were too generic or because they did not focus
on special educational needs.

4 NQT induction

The LEA provided support for NQTs in primary and secondary schools
during their induction year. This was not mentioned by interviewees in
special schools.

7.1.2 Advisers and advisory team

In most cases, the work of advisers or advisory teams was the most highly
appreciated because they provided training opportunities within the school
and the LEA. They were mentioned in all school types, but headteachers,
deputics professional development and subject coordinators, who had the
most contact with advisers, provided the most detail. Examples have been
given in Chapters 4 and 5.

7.1.3 Information

LEAs fulfilled their statutory duties by collecting and disseminating
information. LEAs provided information about CPD opportunities in LEA-
wide course booklets. In some LEAs, this was supplemented by flyers to
remind participants and newsletters to keep subject coordinators up to date
with initiatives. Some LEAs also provided details about courses on offer
from other providers.

School staff said that the LEA was involved in establishing and encouraging
local networks, subject and coordinator networks and discussion groups as
well as facilitating links between schools. Advisers’ knowledge about the
local context enabled schools to disseminate their own good practice as
well as to identify schools where they might go to observe good practice.
The advisers’ role was seen to be crucial in sharing knowledge across
schools. Their local specialist knowledge contributed to successful and
effective CPD. One example included establishing paired monitoring in
the LEA. The LEA adviser had identified individual teachers in different
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schools who had similar needs and focus. She put them in touch so that
they could support and monitor each other in the classroom.

In addition, one teacher in a special school received a support pack for her
teacher/govemor role from the LEA.

It was clear that advisers were most effective where there was a genuine
consultation between schools and advisers, and in the role of a critical friend.
As Chapter 5 showed, CPD needs were identified, negotiated and met by
LEAs which enabled support over a period of time.

7.1.4 Funding

Headteachers were most likely to comment on funding as an aspect of the
support offered by the LEA for CPD. Although they were appreciative of
the funding available, they did not provide detailed information. In two
LEAs, headteachers talked about the service level agreement that enabled
them to choose from a range of CPD activities, as appropriate for their
school. In another school, teachers mentioned that funding enabled them
to participate in special projects or to undertake higher academic study.

In another primary school, where funding was decreasing this year, the
headteacher had to look carefully at the LEA options available and to make
difficult decisions about his CPD budget and provision for staff. A deputy
headteacher felt that funding was a problem in a small LEA.

Staff'in one secondary school, where the LEA had reduced in size considered
that there had been a reduction in LEA support for CPD. Special school
interviewees commented on the LEA role in funding CPD activities,
including support for degree students.

Some headteachers said that delegated funding, which gave schools different
options of buying services from the authority, had resulted in schools’
looking closely at the quality of the provision before they made their choices.
There was a feeling that there was less funding for activities than in previous
years. One teacher commented that the lack of funding for supply cover
detracted from the positive elements of participation in professional
development activities. When supply teachers or funding were available,
disruption to children’s learning and extra pressure on other teachers were
reduced. Another teacher was concerned that if enough schools did not
buy into the LEA package, small schools would have problems in providing
professional development activities for their staff.

7.1.5 Partnerships

One of the key issucs identified by interviewees was the kinds of partnerships
that existed between the school and the LEA. They recognised that the
LEA provided a valuable link between Government initiatives and their
implementation by schools. As one CPD coordinator commented, the LEA
‘interprets the whims of the Government into something more manageable’.
This was endorsed by staff in a special school.
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Another headteacher felt that the partnership between the LEA and school
was particularly beneficial because the adviser provided in-school support
and enabled the school to share its good practice with other schools.

The personal element of the adviser—school partnership was important and
CPD was most effective when the advisers were consistent, credible and
able to bridge the gap between the demands of the LEA EDP and the school
SDP.

A deputy headteacher felt that his involvement with the LEA made him
feel part of a bigger team, which gave him a wider view of the education
system.

Partnerships between schools, LEA and HEIs had been established. In one
case, the LEA had a facilitating role. An interviewee commented that at
one stage there seemed to have been an equal partnership, based on funding
and delivery of the teaching, but now the HEI seemed to be taking on the
LEA role in providing activities.

One special school interviewee described the LEA role as a facilitator for
CPD activities. In contrast, another special school interviewee commented
that because advisers were cheaper than consultants, the school only used
consultants when there were no other options.

7.1.6 Shared resources

A number of deputies, coordinators and teachers reported that the LEA
provided access to resources. This support strategy had a direct impact on
teachers’ professional development and classroom practice. The resources
available included:

*  access to a series of long-, medium- and short-term lesson plans:
although useful in their present form, the coordinator was looking
forward to being able to access them on a CD so that she could
make adjustments to fit the school’s needs

»  materials for schools with a lack of appropriate resources

*  opportunities for schools to take children to the professional
development centre, to work with an adult as part of a wider LEA
training package

»  the LEA internet site
»  booklets about aspects of teaching

+  resources which teachers could borrow.

7.1.7 Other support provided by the LEA

LEA support strategies identified by schools and teachers included:

. a technician to help with the production of a video for training
purposes
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. support for governors

. a variety of activities offered to schools
. up-to-date information

. internet access.

Most of the interviewees in the case study schools identified the strategies
in place in the LEA to support their professional development but also
highlighted where they felt improvement could be made. The most
frequently mentioned areas referred to the quality of advisers and of courses.

7.1.8 Quality of advisers

Several schools reported that if the advisers were good, the school would
buy into the LEA provision. Schools were generally willing to use the
adviser’s local knowledge and, in most cases, positive relationships between
advisers and schools had been established. Many interviewees, especially
in small authorities, felt that they knew their advisers and were able to
contact them easily. One school reported that this relationship helped to
balance the support and threat clement of the annual review. One teacher
commented that she did not really enjoy being observed by the adviser but
the feedback helped to identify an action plan to develop her practice, which
made her feel more confident.

Another school questioned the quality of the adviser in terms of consistency
and credibility of advice. One school challenged the credibility of an adviser
whose written feedback talked about Year 2 children in a school whose
intake started with Year 3. In another school, although the adviser provided
continuity and consistency, the headteacher felt that one person did not
always have credibility in all subject areas.

7.1.9 Quality of courses

Primary school interviewees commented on the variability in the quality of
courses and said that schools were becoming more selective in picking out
appropriate elements. As one headteacher explained, ‘we cherry-pick the
courses and conferences we want’. Other primary schools were critical of
the course details, which did not always match what was provided, and, in
those cases, the participants felt that funding had been misspent and time
had not been well used. Where advertising outlined clear course objectives,
which were met in the course, teachers participating were satisfied.

Two primary teachers criticised courses comprising group discussion and
plenary feedback, as this did not take forward their professional development
in the classroom.

7.1.10 Other challenges

Overall, school staff were very aware of the support they received from
their LEA. Only two primary headteachers had very little to say about the
LEA support for their staff CPD. One headteacher felt that she organised
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much of the professional development in her school herself, because she
had previously been involved as a CPD adviser in another authority. The
other headteacher realised that her school now had less support, because it
was LEA policy to support weak schools and her school no longer fell into
that category.

Other comments from primary headteachers focused on the gaps that
emerged when professional development activities did not link the LEA
EDP and the school SDP. Advisers were a vital link in that they knew the
school, but often schools developed priorities, unaware of the LEA EDP
identified priorities. LEA and school priorities were not always compatible.
There was a need for flexibility so that school needs were met. In one
LEA, the interviewees wanted time to consolidate the outcomes of one
LEA initiative before having to move on to the next.

Secondary school staff were less likely than primary school staff to comment
about the support from the LEA. In two secondary schools, most of the
support was considered to come from within the school.

Five interviewees felt that the LEA did not have much of a presence in their
professional development, offering neither financial nor practical help. Five
others stated that the LEA was less supportive following reorganisation
into a smaller LEA. Consequently they felt that the role of the LEA had
changed from providing CPD activities to supporting school CPD activities
by generating lists of experts and opportunities. In the scaling down, the
LEA had become ‘lean and mean’ and headteachers felt that the existing
informal networks within the LEA were stronger than the support offered
by the authority.

Special schools appreciated the advisers or advisory teams when they were
accessible, when they responded to requests quickly, and when they knew
the school and the children so that they provided appropriate resources and
courses. Even if they did not have the expertise themselves, advisers were
available to help plan and organise an appropriate activity for the school.
However, some interviewees felt that advisory support was not always as
good as it could be, especially when they did not know who to contact, and
when the quality of advisers’ CPD provision varied. Where advisers were
good, they were used by schools; if schools were dissatisfied with the quality
of provision, they tended to look elsewhere. Advisers had arole in listening
to and being in tune with school needs, so that they were able to provide
appropriate courses in the future.

In one LEA special school, staff commented that they did not always feel
supported by the LEA because the courses provided were not specialised
enough to meet their needs; but in another LEA, this had been overcome by
the advisers helping to arrange more specialist support and training.
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7.2 Support strategies from the school

Interviewees mentioned a range of support strategies in place in school for
their professional development.

7.2.1 Primary schools

Interviewees in primary schools felt that the school was very supportive
of their professional development. Only one teacher thought that school
support was limited. The responses of interviewees are indicated in
Table 7.1. They could identify more than one strategy.

Table 7.1  Support strategies identified by prlmary school staff
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The most frequently cited response was linked to school staff who supported
CPD. (See Table 7.2). It was through them that teachers derived support
from the attitude, ethos, culture and expectations developed within the
school. Other strategies identified also stemmed from the commitment of
these school staff. The commitment of headteachers to developing their
staff was reflected by organising time for teachers to do things and
encouraging teamwork throughout the school (see Chapter 5).

Table 7.2  Staffin prlmary schools supportmg teachers’ CPD
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As Chapters 5 and 6 show, the culture created by the headteacher and
expectation of CPD in the school supported teachers’ professional
development.

Monitoring was another support strategy used in primary schools. This
was appreciated in that it allowed teachers to identify their own professional
needs and also aided identification of weaknesses in children’s learning,
which might then be addressed through the teachers’ professional
development.

Monitoring procedures included:

auditing provision

- discussing teaching

- tracking children’s progress

- identifying teachers’ CPD needs

- documenting professional development progress, through
evaluation forms (see Chapter 5).

Time allocation: Teachers appreciated the time made available for them
to undertake professional development activities. For one, this was day
release with supply cover; for others, it involved releasing the subject
coordinator to provide support. In one school, the deputy had a ‘floating’
role so she was able to provide cover when teachers focused on professional
development. In other schools, the headteacher covered classes because of
the lack of available funding or availability of supply teachers. One teacher
appreciated the flexibility in her school, which meant that when meetings
clashed with her CPD or other events, meetings were changed so that she
could complete the CPD activity after school and also take part in the
meeting. Teachers also commented that there was a need to include planning
time for CPD and to allow time for the CPD to make an impact or have an
effect.

Teamwork: A number of interviewees felt the teamwork within the school
enhanced, supported and facilitated their professional development. For
some, it was the opportunity to have a professional dialogue with colleagues;
for others, it involved planning in supportive year group teams.

Staff meetings: Many staff meetings were used for professional
development, mainly to disseminate information and ideas gained from
external CPD activities. Interviewees commented on the quality of the
dissemination, indicating that it reflected the ability of the member of staff
reporting back as well as the quality of the activity (see Chapter 4).

Tensions sometimes arose in primary schools where teachers shared their
expertise within the school and in other schools. It was noted that while
teachers were providing demonstration lessons, the learning of their own
class was disrupted. In one school, parents were displeased with the impact
it might have on their children.
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7.2.2 Secondary schools

Lack of time prevented one headteacher from being asked about support
strategies within the school. All other interviewees mentioned at least one
strategy (see Table 7.3). One teacher commented that the very fact of being
out of the classroom gave teachers a break from the children. However,
this absence also interrupted the continuity and security of the class, which
could have a negative effect, especially on difficult children. Because this
teacher did not want this negative spiral to happen in his class, he did not
undertake many CPD activities.

Table 7.3 Support strategies identified by secondary school staff
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School staff were the most frequently mentioned support strategy in
secondary schools. The CPD coordinator was mentioned by eight teachers.
In all three case study schools, coordinators were part of the senior
management team. CPD coordinators were perceived to be the people with
whom to discuss CPD needs and as the gatekeepers for participation in a
CPD activity.

Allied to the CPD role, coordinators had systems to support other staff in
identifying appropriate activities and evaluating their impact on teaching
(see Chapter 5).

As in primary schools, secondary school respondents also mentioned the
high profile of professional development and an expectation that it was
part of the teaching package. Colleagues, including headteachers, were
said to support professional development, and the allocation of time enabled
participants to complete CPD activities.

Only two interviewees commented on funding. One headteacher highlighted
the school’s contribution to IQEA (see Appendix A4.4), and one teacher
was aware that she had been unable to undertake an activity because of
financial limitations.

Appraisal and performance management were said to be supportive by two
interviewees, but they did not provide further details. Two other interviewees

appreciated that the school provided information about CPD activities.
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One teacher showed how the creation of career development points within
the school supported his professional development. He explained that:
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as part of the school improvement plan, career development posts had been
created. Each year the governors funded a number of career development
points to give all staff the opportunity to work on an area for a limited time
(one or two years). It gave members of staff the opportunity to have a whole-
school viewpoint and presented them with new challenges. It was effective
because it was a temporary challenge which allowed for personal flexibility
and gave staff an opportunity to decide if it was where their career should
progress. Sometimes, it led to retention difficulties as staff had enhanced their
curriculum vitae and were able to move on.
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In another secondary school, the LEA and an HEI supported the induction
year but the school had made adjustments to improve the provision for the
NQT in their school. In the school there was:
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the view that NOTs and initial teacher training students brought in an attitude
that professional development was about developing people. NQTs had ten
per cent release time. This worked out at almost three periods of release time
each week throughout the year. The CPD coordinator considered this was a
fragmented use of time and that it was equivalent to six days’ release in a
block. The NQTs were allocated supply cover for six days, which enabled them
to develop a block programme of shadowing within the school, visiting other
schools as well as time lo develop their ideas.
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7.2.3 Special schools

In special schools, one headteacher, a teacher and a special needs support
assistant were not asked about the strategies in place in school to support
professional development. Three special school staff said that they felt
supported for their CPD activities by the scheol but did not provide tangible
examples. Table 7.4 shows the responses.

Table 7.4  Support strategles identified by the special school staff
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As with the primary and secondary schools, the school staff were cited as
support strategies for CPD activities. The CPD coordinator was specifically
mentioned by two teachers.

Funding was mentioned by five school staff: a headteacher, two CPD
coordinators and two LSAs. The LSAs were appreciative of the funding
made available by the school for whole-school professional development.
It included paying LSAs to attend some of the closure days.
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It was clear that all types of school had strategies in place to support CPD
activities, both from the LEA and within the school.

The LEA provided and facilitated training through in-school support,
courses and conferences, and NQT induction. The advisers and advisory
terms were central in the LEA support strategy and contributed through a
range of activities. Another support strategy focused on collecting and
disseminating information about CPD activities and in establishing links
to develop networks.

Some LEAs offered support through funding and established service level
agreements. Concerns were raised where funding had been, or was about
to be, decreased.

Schools valued the partnerships they had with the LEA and shared resources.

The quality of the advisers working with the schools was important and
was reflected by the schools’ uptake of LEA provision.

In all types of schools, support strategies for CPD centred around the ethos
and culture of the school. This played an important part in effective CPD
and was reflected in the role adopted by school siaff. The CPD coordinator
had a key role to play. Allocation of time and funding support also
contributed to professional development.

HERE e
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8.

IMPACT OF CPD ACTIVITIES ON
TEACHING AND LEARNING

The CPD strategy (DfEE, 2001b) suggests that teachers should be selecting
CPD activities that will have an impact on their teaching. Little is said
about the kind of impact that could be expected or how it might be evaluated.
MORI (1995) found that little was known about the ‘nature and extent of
CPD activity let alone the evidence of its efforts’. Flecknoe (2000) and
Keating (2001) identify difficulties in judging the impact of professional
development activities, other than at an easily measurable level.

This NFER project attempted to discover whether CPD activities had an
impact on teaching and learning and, if so, how teachers measured any
impact on children’s learning.

8.1 Evaluation of impact

78

The questionnaire for the LEA survey included two references to the impact
of CPD activities, though respondents were not specifically asked about
this. One LEA respondent was keen to point out that

however good the provision, it is how the school makes sense of it
in a considered, coordinated way which makes the difference in
terms of effectiveness

and another wrote

how, when and where CPD is delivered is less important than its
effectiveness in terms of pupils’ learning and quality of teaching.

Other respondents commented on the cyclical nature of CPD activities. It
was important for CPD to have an impact on teaching and learning as part
of the cycle. One respondent explained that there was a need to ensure that
action plans and targets for improving practice were put in place as a result
of CPD.

Another respondent highlighted that any impact should be reflected in raised
standards in the quality of teaching and learning.

8.1.1 School views

In the school survey, respondents were asked about the methods used to
evaluate the impact of CPD activities on teaching and learning. In some
schools, there was an expectation that the CPD activity should or could
have an impact on teaching and learning. Table 8.1 shows how the impact
of CPD activities was ¢valuated.
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Based on 42 schools. Respondents could give more than one response.

Respondents who identified other methods of evaluating the impact of CPD
activities provided examples which included:

*  interviewing pupils or completing questionnaires about teaching and
learning to identify children’s perceptions of how they learn

*  using children’s work in books as evidence of impact on teaching
and learning

*  researching into classroom-based practice, for example investigating
the effects of inclusion

* identifying good practice.

Respondents who cited classroom observations went on to refer to the impact
of the CPD activity on the quality of teaching and learning in the classroom.
One respondent wrote that it might be reflected in ‘pupil participation/
enjoyment/ engagement/improved behaviour and concentration.’

Action research was identified as having an impact. One respondent
explained that this was because ‘we look at, share and reflect on changes
and how they impact on teaching and learning’.

8.1.2 Case study schools

To explore some of the ideas presented in the surveys, all but three
interviewees in the case study schools were asked about the impact of CPD
activities on their teaching and children’s learning.

Interviewees identified ways in which they thought their professional
development had an impact on their teaching, but found it more difficult to
comment on the effect they thought it had on children’s learning. Many
interviewees assumed that any effect on their teaching would have an impact
on children’s learning. Teaching and learning were perceived to be
interlinked, but for ease of analysis they have been separated in this section.
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Interviewees’ immediate response when asked whether their professional
development activity had an impact on their teaching varied from ‘/ hope
50’ to ‘yes, loads’ or ‘yes, an astonishing effect’ and in most cases they were
able to give examples that supported their claim. This supports the MORI
survey (MORI, 1995). Headteachers tended to talk about whole-school
impact, while classroom teachers tended to give details about any impact
on them and in the classroom.

8.2.1 Headteachers’ views on impact of CPD activities
on teaching throughout the school

Headteachers were all committed to the professional development of their
teachers.

You don't get school improvement by working hard. You get it
through better teaching and effective learning. Professional
development is bound to have an impact. (Secondary headteacher)

Other primary headteachers were more cautious, and one suggested that
improvement was not ‘just about CPD, but attitude, subject coordinators’
leadership and teachers’ personal willingness to take ideas on board’.

Another primary headteacher was aware that not all professional
development had an impact. It was her view that the impact varied according
to the quality of the CPD experience. Another primary headteacher pointed
out that some CPD activities had been undertaken too recently to see any
impact on teaching and learning, and another felt that there had been an
impact but could not say what it was.

Keating (2001) identified teachers’ increased confidence as a result of
completing a course. This view was supported by the NFER study, in which
headteachers remarked that professional development in their school had
led to more confident teachers who were more informed about their
specialism. Teachers had increased awareness of what made them more
effective as well as being more positive role models for children. More
specifically, headteachers commented on a change in teaching attitude and
climate within the school and a greater range of teaching styles and strategies
being utilised.

In primary schools, the changes were identified as leading to

+ amore ‘open door’ approach throughout the school. Teachers were
less anxious about being observed by colleagues and were therefore
more likely to share ideas and to welcome each other into their
classrooms

«  greater consistency and continuity throughout the school
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* amore structured and focused teaching style with more thorough
planning and assessment

*  greater awareness of children’s learning
*  enhanced displays
*  closer liaison with other schools

* improved documentation, such as lesson planning and record-
keeping by subject coordinators.

In one secondary school, teachers were (said to be) more prepared to take
risks in trying out new ideas and different teaching styles and were more
confident to talk about their practice. Another headteacher was aware that
(because the majority of the staff had been involved in a CPD activity)
there was now greater consistency in teachers’ expectations of pupils
throughout the school.

Special school headteachers identified greater confidence in their teachers,
stemming from CPD activities which had enabled teachers to deal with the
children’s increasingly complex needs.

The second change was a greater range of teaching styles. In both primary
and secondary schools, headteachers felt that the CPD activities their staff
had undertaken had led to a greater range of teaching styles being used and
different strategies developed to enhance the teaching in the schools.
Primary headteachers who felt that there had been an impact identified
that:

*  children were regrouped and were now working in a more
collaborative way in the classroom

»  there was a greater focus on practical work in the classroom
*  lesson structures were adapted so that there was now more pace

»  different schemes and resources had been established throughout the
schools.

One secondary headteacher felt that teachers were using more teaching
strategies, but did not elaborate. Special school headteachers did not identify
this as part of the impact of CPD in their schools.

8.2.2 Teachers’ views about the impact of CPD activities
on their teaching

From the interview data, it was possible to group responses into different
categorics. Table 8.2 shows the range and frequency of responses in the
case study schools and from the interviewees.
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As Table 8.2 shows, teachers’ views were similar to those expressed by
headteachers. The most frequently cited impact in all three phases was
related to changes in teaching style. For some, this included a greater variety
of style being adopted and for others, it meant adopting a different approach
for different activities. Some teachers became facilitators, so that children
had greater control over their learning; others became more structured, with
detailed and focused planning and clearer assessment.

Primary schools identified shorter lessons with greater pace and more
collaborative work for children.

The development of teachers’ confidence was considered to be another
impact that professional development was having across the phases. In
primary schools, teachers felt more able to share ideas with other staff and
to implement changes in organisation in the classroom and in the school.
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Secondary schools identified that teachers’ greater confidence led to the
ability to take part in professional discussion and allowed them to adopt
different teaching styles.

In special schools, the increased confidence led interviewees to be more
analytical in their approach to teaching and so they were able to extend the
opportunities available for children. As one coordinator explained, her role
mn providing INSET for the staff had developed her confidence in working
as part of a team, had given her an extended vocabulary, and had enabled
her to develop resources to use with the staff and children and to contribute
to changing the expectations and culture of the school.

Details of the other areas of impact identified in the case study interviews
are listed below.

Development of resources

This was particularly the case in the primary schools, which had been
involved in literacy and numeracy. As a result of literacy and numeracy
training, primary teachers said they were now using:

. big books

. games

. mental maths

. a different reading scheme

. a new handwriting approach.

Practical impact in the classroom

Linked to changes in, and development of, resources, teachers found
practical clements of professional activities particularly useful, especially
when they were able to use the ideas in the classroom with immediate effect.
Primary school teachers provided the most examples of where they had
found the practical elements of their professional development useful. For
example, one teacher, who attended a practical art course that focused on
techniques adopted by famous painters, used those techniques with her class
to produce skilful reproductions of well-known paintings.

Planning and assessment

In primary schools, planning and assessment were said to have improved
by becoming more structured, with clearer learning objectives. Assessment
was more focused in primary and special schools.

Personal growth

Areas of personal development were also considered to have been
strengthened by CPD activities in some schools of all types. Interviewees
said that they were now able to identify their own strengths and weaknesses
more easily, and that they had changed their attitude towards teaching and
adopted a new outlook, as well as developing their own skills. For one, this
was reflected in adopting an action research approach to her teaching.

83



Continuing Professional Development: LEA & school support for teachers
#

84

Teachers recognised that it was easier to identify the impact of their
professional development activities on teaching when these addressed visual
or skill-based issues. The art activity described is one such example.
Enhanced computer skills were also easily demonstrated.

Primary and special school teachers identified the impact on the whole
school more readily than secondary school teachers. The literacy coordinator
in one primary school commented that liaison with other schools had an
impact on her work because it enabled her to be inspired by ideas and see a
different approach. It also gave her confidence and an opportunity for
professional dialogue, which resulted in increased enthusiasm. For some
teachers, changes in the school ethos and culture were attributed to
professional development activities. In other schools, improved
documentation, changes in organisation and involvement in whole-school
projects occurred after teachers’ participation in professional development
activities.

8.2.3 Monitoring the impact of CPD activities on
teaching

Headteachers and CPD coordinators were asked whether the impact of CPD
activities had been monitored. Most interviewees said that this was done
informally, but others identified monitoring through:

«  the work of the CPD coordinator, who kept track of CPD activities
+  monitoring by subject leaders/coordinators and heads of department
«  processes which were part of a larger CPD project

+  tracking children. For example, in one primary school, teachers’
participation in the National Literacy Strategy activities led to the
development of a pupil tracking sheet. This demonstrated that
previous areas of weaknesses identified in children’s learning had
been addressed by teachers attending National Literacy Strategy
training activities provided by the LEA and the language coordinator
in the school.

»  professional development evaluation forms, which not only kept
track of individual teachers’ profiles, but also enabled the CPD
coordinator to evaluate the impact within the school after
completion of the professional development activity (see Chapter 5)

»  reports to governors, which were based on observation in school.
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8.3 Impact of CPD activities on children’s
learning

Even though interviewees found it more difficult to identify the impact on
children’s learning than the impact on their teaching, they still felt that
there was one. Headteachers identified a whole-school perspective, and
teachers tended to focus on the children in their own classroom.

8.3.1 Headteachers’ views on the impact of CPD on
children’s learning

Nine of the 12 primary headteachers commented on the impact teachers’
CPD activities had on children’s learning throughout the school. They were
cautious about making strong claims because they felt that there were other
contributing factors. However, two primary headteachers felt confident
that the impact could be seen in:

*  children’s work, which demonstrated greater knowledge and
understanding

*  the quality of the displays in the classroom

» the ability of children to talk more confidently and knowledgeably
about their work.

Another three primary headteachers suggested that children’s National
Curriculum levels were improving in their school. One attributed this to
teachers’ greater confidence in awarding level 3 in science. Another
headteacher pointed out that it felt as though children had improved, but
that 1t was too soon to see an effect on the National Curriculum assessment
scores, and improvement was difficult to pinpoint in areas that were not
assessed.

Other comments referred to evidence of children’s increased computer
competence, raised self-esteem and greater awareness of what they were
learning and their own progress.

Two secondary headteachers expected CPD activities to have an effect on
children’s achievements. One expressed similar sentiments to those of the
primary headteachers, and suggested that it was difficult to pinpoint the
effect on children’s learning. He felt, however, that the ethos at the school
and the expectation that teachers undertake professional development
activities contributed to their increasingly successful examination levels.

Two special school headteachers suggested that the staff professional
development was reflected in children’s increased assessment levels, higher
self-esteem and, in one school, a more enthusiastic and patient approach in
the classroom.
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8.3.2 Teachers’ views about the impact of CPD activities
on children’s learning

Teachers were asked whether they thought their professional development
activities were having an impact on children’s leamning. Most interviewees
felt that there was an effect but found it difficult to give specific examples
or tangible evidence. One or two teachers felt that it was too early for some
activities to have had an impact on children’s learning. They would expect
to see improvements in children’s work or a more positive attitude and
response in lessons by the following year.

One special school teacher explained that any impact on children’s learning
was difficult to judge in special education. However, six interviewees in
special schools felt that their professional development did have an impact
(see Table 8.3).

Several interviewees indicated that they would monitor the impact through
observations in the classroom, informal tests, external tests and the LEA
annual review of children’s attitude and their work. These approaches were
similar to those identified by teachers who had already noted an impact on
children’s leamning.

Table 8.3 Impact of CPD activities on teaching
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For a range of teachers, evidence of their increased professionalism was
reflected in children’s learning. They felt that because of their participation
in various professional development activities, children were performing
better and achieving higher National Curriculum levels and examination
grades and they were also more enthusiastic, engrossed and engaged in
their learning. They were more positive towards their work, had a sense of
accomplishment and raised self-esteem.
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The most direct impact was seen by one secondary head of department
who, having completed a CPD activity, introduced new styles of note-taking,
which were well received by pupils.

8.4 Summary
e R ]

¢ It was clear that it was difficult for teachers to make a direct link between
the professional activity and any impact on teaching and learning. Tangible
evidence was not always readily available, but there was a belief, by both
headteachers and the rest of the staff, that professional development
activities were having an impact on teaching and children’s learning. One
secondary teacher suggested that a high profile for CPD activity had an
impact on attracting new staff to the school and raised the school profile
throughout the LEA.

*  There was an assumption/expectation that CPD will have an
impact in school, on teachers, in the classroom and on
children’s learning.

* It was easier for teachers to identify impact on teaching than
on learning.

¢ (PD led to increased confidence for teachers.

*  Monitoring the impact of CPD is usually informal, although
some interviewees identified more systematic procedures.

* Impact was felt at a school and individual level.

* Determining a direct link between CPD and impact was
difficult as tangible evidence was not always readily available.

¢  The LEA was not mentioned in this section of the interview. It may be that
the LEA could help school staff identify ways to monitor and establish
evidence of impact on teaching and learning,

ST RS S

87



Continuing Professional Development: LEA & school support for teachers

L _

9. FUTURE CPD

It is evident that teachers’ professional development is a key issue in the
Government’s future plans. The CPD strategy (DfEE, 2001b) highlights
existing practice and identifies ways forward through increased funding,
encouraging schools to become professional learning communities,
introducing two new initiatives and encouraging teachers to open Individual
Learning Accounts. In support of this focus, the General Teaching Council
(GTC) also outlined its advice for CPD.

Interviews in case study schools in this research gave teachers the
opportunity to suggest the way forward for CPD. They were asked what
kinds of CPD activities should be developed in the future so that there was
an impact on children’s learning. Teachers’ suggestions related mainly to:

4 the type of activity
¢ the time required
¢ the nature of the activity.

Other issues were identified by only a few teachers in any one phase.

9.1 Types of activity

Interviewees felt that future CPD activities should be available both within
the school and external to the school.

9.1.1 Activities within the school

Table 9.1 shows the kinds of activities which staff felt could be held in
school.

Table 9.1 Types of activities identified within the school
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staff
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In all phases, interviewees indicated that future opportunities for activities
should involve teamwork, have a whole-school approach, have a subject/
specialist focus, be practical and include ICT.

Teamwork in primary schools would involve the subject coordinator more
and share good practice within school. For one teacher, it would include
attending a CPD activity with colleagues, so that ideas could be discussed
and shared. Inthe secondary phase, the focus tended to be on team building
at departmental level and working within and across departments to develop
ideas, not just cascading information.

In special schools, future activities to develop teamwork would include
working with other agencies, as well as sharing ideas/resources with their
own staff,

There was a demand for greater whole-school focus or subject/specialist
focus. Primary teachers referred to Government initiatives and monitoring
and developing of subject areas. Secondary teachers wanted more subject-
related activities and opportunities to develop resources and write schemes.
Special school interviewees wanted more specialist activities to cater for
teachers working with children with special educational needs.

CPD should provide practical suggestions which could be readily
implemented. A few interviewees in all phases mentioned ICT but gave no
details; however, one special school interviewee identified the use of the
internet.

Demonstration lessons were already a significant part of CPD activities
available in primary schools; only staff in this phase mentioned that they
should be continued as part of CPD.

Inviting outside speakers to the school was identified as a possible future
strategy in primary and secondary schools. Four special school interviewees
felt that special education was changing so rapidly that up-to-date
information would be an important element in future CPD development.

9.1.2 External CPD activities

Interviewees also identified activities that should be available external to
the school environment. Table 9.2 overleaf shows the responses.

Primary school staff, in particular, saw opportunities to work with other
schools and to visit other schools, especially when children were in school,
as a valuable form of professional development.
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Table 9.2 Future CPD activities outside the school environment suggested by
interviewees
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9.2 Time required

As mentioned in previous chapters, many teachers felt that there was
insufficient time for professional development, and posed four possible
solutions (see Table 9.3).

Table 9.3  Interviewees’ views about availability of time for CPD
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Secondment was mentioned by interviewees in all phases, in connection
with national and international opportunities and teacher exchanges. One
primary teacher suggested that a half-term secondment would be more
effective in her teaching than the half-a-day-a-week model.

Interviewees in all phases favoured more training days and regular non-
contact time. Two primary headteachers suggested that the number of closure
days should be doubled, although this would have implications for teachers’
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pay and conditions of service. Secondary school interviewees suggested
that they would like more training days, and went on to suggest that these
would be useful for team building and working together on departmental
rather than school issues. In the special schools, only one headteacher
wanted an increase in training days and greater choice about how they
were used.

Six primary interviewees suggested more regular and integrated non-contact
time to develop their coordinator role and subject expertise. Most realised
that releasing teachers would require a floating teacher.

One primary school deputy suggested that, instead of teaching for five full
days, teachers should receive a half-day release per week to compensate
for attendance at CPD in twilight sessions. This would make twilight
sessions more acceptable.

Another primary headteacher suggested that better use could be made of a
block of time, rather than short periods of time over several weeks. This
was echoed by a teacher in a different primary school who favoured planned,
longer training opportunities every few years, for example ten days rather
than the present half-day arrangements. Another primary headteacher
thought that the label ‘non-contact’ time was inappropriate and should be
renamed ‘management’ time.

One secondary teacher drew on the Australian model where professional
development takes place in a block of time at the beginning and end of each
term. This enables departments to work together cohesively.

Table 9.4 presents the comments of interviewees with regard to length and
timing of CPD activities.

Table 9.4 Interviewee comments about the length and timing of CPD activities
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Some interviewees in all phases felt that future CPD activities should include
enough time to develop ideas effectively. Time was required to put ideas
into practice, for them to have an impact, and for teachers to reflect on their
work. Primary and secondary interviewees suggested longer courses. One
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primary headteacher explained that two-day courses would allow for a
theoretical input, follow-up time to make resources, and an opportunity for
teachers to evaluate the resources and share ideas and developments with
others.

9.3 Nature of CPD activities

Regardless of the type of CPD activity (within school or externally provided
CPD), interviewees identified the nature of the activity they would like to
see in place in the future. Table 9.5 highlights their comments.

Table 9.5 Interviewee comments about the nature of future CPD activities
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Nine interviewees from across the school types suggested that in future
CPD activities should reflect a range of styles and variety of opportunities
which would allow for different needs to be accommodated. At least two
went on to suggest that the activities themselves should be differentiated in
the same way that teachers are expected to differentiate activities for children.

One respondent in each type of school pleaded for stability in education,
and time to consolidate the numerous initiatives and projects that had been
introduced before another was introduced.

9.4 Other issues raised

Two interviewees in a primary and a special school and two in secondary
schools suggested that future professional development should not be limited
to education. Aromatherapy courses or exchanges with those working outside
education would have a positive effect on morale and reduce stress.

Primary and special schools were more anxious about funding and the
availability of supply cover than their secondary school colleagues.

In primary schools, individual aspirations for future CPD activities and
their focus related to:

*  valuing CPD activities and giving them status; this was not always
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9.5 Summary

+

considered to be the case at present for school-based and school-led
activities

*  giving teachers management opportunities before they become
managers, including more opportunities to lead CPD sessions

+  having a wider view of education
*  being part of a coherent plan rather than ad Aoc provision

*  providing mutual support for staff,

One primary teacher felt that future CPD should provide an immediate
response to her needs. The current planning required to organise CPD did
not always allow for specific needs to be met. Sometimes needs or the
focus changed, especially when a teacher was working with a different
year group the following year.

One primary headteacher endorsed an OFSTED (OFSTED, 1997, pp. 39—
40) recommendation for a directory of expertise and a record of work
arranged by focus of activity. Two primary interviewees said the school
needed additional space to develop CPD activities.

Secondary and special schools interviewees asked for a greater choice of
activity and ownership of their own professional development. Some special
school staff wanted their school to become more involved in training
teachers, and others sought more stimulation by outside presenters. LSAs
said that they wanted a route to progress into teaching.

T

s

It was clear that in addition to the CPD activities that were being undertaken
at present, school staff had views about what they would like to contribute
to future professional development. In many cases, it was more of the
kinds of activity that were already being undertaken but with appropriate
time allocation. The opportunities to work with other schools when children
were in school was suggested by primary interviewees. Flexibility and
variety of CPD provision were called for, with teachers having a choice.
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10 SUMMARY AND DISCUSSION

This chapter summarises and highlights the main findings of the research.
This is followed by discussion of the issues that have emerged.

10.1 Overall summary of main findings

94

10.1.1 Types of CPD activities undertaken

¢

A wide range of CPD activities was undertaken by teachers, but there
was no evidence of a link between length of teaching career and the
type of activity undertaken.

Most activities focused on teaching and learning rather than
management.

Similar CPD activities were identified in primary, secondary and
special schools, although primary schools used demonstration lessons
and observations of colleagues more frequently than their secondary
and special school colleagues. Primary schools had an emphasis on
literacy and numeracy; primary and secondary schools commented
on ICT training, while special schools tended to develop their special
educational nceds expertise.

The school had a leading role in determining the focus and nature of
CPD activities, although support was often provided by the LEA
advisers.

CPD activities were offered by a range of providers: schools organised
and provided many activities themseives; LEAs provided and
facilitated a variety of different CPD opportunities.

Very few teachers were engaged in studying abroad or using videos to
enhance their professional development.

10.1.2 Processes

¢

LEAs and schools identified teachers’ CPD needs in the light of
national policies, and review of the EDP (by LEAs) and the SDP (by
schools). Headteachers, deputy headteachers and/or the CPD
coordinators from all schools reported using the SDP to identify
teachers’ CPD needs.

Appraisal, Performance Management and self-identification (where
staff recognised their own needs) were also used in the need
identification processes reported by teachers.

The headteacher and/or CPD coordinator played a fundamental role
in teachers’ CPD. They were the ‘gatekeepers’: first to receive external
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CPD activity information (courses, conferences), which they then
distributed and/or used as a basis for recommendations. They ultimately
authorised staff’s participation in CPD: in accordance with the aims
and priorities of the SDP, and whether funding and supply cover were
available.

The CPD coordinator planned future CPD activities and monitored
the evaluation/feedback of external CPD, attended by staff, to inform
decisions on future attendance.

LEAs indicated that self-report questionnaires were most frequently
used to evaluate CPD activities. This information was used to inform
authority-wide evaluations, or to enable course providers to revise/
refocus their content.

Evaluation forms were most frequently reported as being used in
schools to evaluate external CPD. These recorded immediate
perceptions of the CPD activity: its content, delivery, potential impact.

Long-term evaluations and processes to identify the impact of CPD
activities upon teaching and learning did not appear to be well
established.

School procedures/processes for teachers to participate in, and to
evaluate, CPD were clearer for external CPD than for other forms
of CPD.

10.1.3 Support strategies
Support strategies within the LEA

The LEA

¢  provided CPD activities in the form of in-school support, courses and
conferences

¢ provided advisers and advisory teams who were central to the support
offered

¢ collected and disseminated information about CPD opportunities

¢ fostered networks and support groups

¢ facilitated the sharing of good practice

¢ in some cases, offered funding for CPD activities

¢ developed partnerships with schools and provided central resources.

Support strategies within the school
The school provided support for teachers’ CPD through:

¢
¢
¢

the ethos of the school
the staff team, but particularly the CPD coordinator

the allocation of time and funding for professional development.
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10.1.4 Views of conditions that constitute effective CPD

Teachers should be able to choose and direct their CPD.

Personal enthusiasm and desire for professional development were
seen as crucial.

CPD should improve teaching skills/practice and have an effect on
teaching and leamning (although schools found it difficult to measure
impact).

Effective CPD is facilitated by a school ethos that is conductive to
professional development and provides a culture of lifelong leaming
for all. The impetus for this tended to stem from the headteacher.

CPD should have a challenging and appropriate content, meet needs
at all levels (national, school, individual) and evoke ideas for practical
implementation. The venue should be accessible and convenient.
The delivery style should be varied and include practical
demonstrations and interactive activities.

The deliverer must have appropriate background knowledge and
expertise.

Adequate non-contact time, resources and supply cover are needed to
undertake and consolidate CPD.

10.1.5 Impact of CPD upon teaching and learning

It is clear that, for CPD to be effective, it should have an impact on teaching
and children’s learning. However, determining a direct link between CPD
and impact was difficult, as tangible evidence was not always readily
available. Nevertheless, the research found that:

¢

there was an assumption/expectation that CPD will have an impact on
teachers in school and in the classroom and on children’s learning

it was easier for teachers to identify impact on teaching than on leaming
CPD increased teacher confidence

monitoring the impact of CPD was usually informal, although some
interviewees identified more systematic procedures

there was an impact on teaching and learning at both school and an
individual level.

10.1.6 Improving CPD

Interviewees in the case study schools suggested:

¢

making greater use of existing activities but having time and resources
to improve the conditions

working with teachers in other schools, especially when children were
in school

flexibility and variety of CPD provision, so that teachers had more
choice.
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10.2

Issues arising

The two main aims of the NFER project were to identify LEA and school
strategies to support the professional development of classroom teachers,
and to provide detailed examples of innovative practice that might usefully
be adopted by schools and LEAs wishing to improve current provision.
The project examined current processes and experiences of teachers’ CPD
and highlighted the role of the LLEA where appropriate.

Since the beginning of the project, the CPD strategy has been launched and
it is interesting to note that some of the elements of the strategy were already
in place in the case study schools. In particular, the notion of sharing good
practice, the need to identify needs at different levels and teachers’ wish to
exercise more control over their choices of CPD activities and the direction
of CPD were widespread.

The NFER study has described the variety of CPD activities that were in
place in schools, and the implications for those working at different levels
in the education system are described below.

National initiatives have focused CPD activities, and the research found
that a range of different approaches, activities and providers was contributing
to meeting teachers’ needs. In primary schools, teachers’ needs focused on
implementing the National Literacy and Numeracy Strategies, while ICT
training was being undertaken in most schools during the course of the
research. Although teachers recognised the need to implement such
initiatives, they sometimes felt that it limited the amount of choice they had
in selecting and participating in their own professional development.

LEA level

The CPD strategy (DfEE, 2001b) suggests that the LEA should be one of a
range of providers, and indeed the NFER study found that LEAs are already
playing a significant role in providing and supporting teachers’ CPD
activities.

The *Good Value CPD’ (DIEE, 2001a) sets out the Government’s code of
practice for providers. It suggests that providers should inform schools of
the details of the CPD deliverer, such as their experience and expertise, and
that the target audience should be clearly indicated. It also specifies that
the providers should explain their delivery methods in advance, and that
the materials used should be of a high standard, be differentiated and have
up-to-date content. Similar conditions for CPD were identified by
interviewees in the research. Both teachers and LEA staff indicated that
where activities did not meet these conditions, CPD was less effective and
had less impact on teaching and learning.

The research highlights the key contributions made by LEAs in terms of:
¢ providing and facilitating CPD activities
4 supporting schools through the work of the adviser and advisory teams

¢  fostering networks and support groups
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¢ providing information about CPD opportunities both within the LEA
and further afield.

In addition to facilitating CPD for meeting national priorities, the research
showed that LEAs should also have systems in place which allow for the
schools’ SDPs to inform the LEA EDP in the same way as schools
predominantly used their SDP to prioritise and direct their training needs.
Where such interaction between the EDP and SDPs existed, schools were
more likely to use the LEA CPD activities. It was noted that sometimes
LEA priorities did not always fit with the SDP, and LEA priorities changed
before schools had time to consolidate developments in school.

It was also important that clear, detailed and accurate information was
provided to schools so that they could choose CPD which enabled them to
meet the SDP targets and use the CPD budget effectively. Schools sought
new, challenging and up-to-date ideas that could be implemented in the
classroom, provided by competent and experienced trainers and experts in
their field.

Furthermore, LEA-provided CPD was perceived as most appropriate when
it met the needs of the school. This was most likely when the LEA staff
were in touch with, and receptive to, the school’s needs and context and
when there was coordination between the LEA advisory team and the CPD
coordinator/headteacher.

The relationships between LEA personnel and schools influenced the
perception of teachers. Where advisers were well known and respected,
schools benefited from the expertise. There were concerns that where LEA
funding had been decreased and there was a smaller advisory team in place,
schools no longer had the level of support to which they had been
accustomed.

School level

At school level, headteachers were committed to developing opportunities
for CPD, In many schools, there was an expectation that teachers participated
in CPD, and activities were considered more effective when there was a
supportive ethos and culture of professional development in the school.

CPD coordinators were key players in organising and managing CPD and,
in most cases, the linchpin for individual teachers’ professional development.
They bridged the gap between individual and school SDP requirements.
They were often the contact point for the LEA, with CPD coordinators’
meetings providing a useful opportunity to plan and to disseminate
information about forthcoming CPD activities.

Furthermore, they monitored staff feedback via formal/informal
dissemination and evaluation forms. However, long-term monitoring and
evaluation processes did not appear to have been established. It would be
appropriate for the LEA adviser to feed into this school-level evaluation
process, to evaluate the effectiveness of LEA- provided CPD and its impact
in school. This process would also facilitate the provision of the most
appropriate CPD.
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Funding often controlled both the range of CPD provision and teacher
participation, but perhaps the greatest challenge for teachers was time for
activities. Where time was limited, it seemed that the impact of the activity
was also [imited: when there was no time for teachers to consolidate, follow
up or reflect on ideas, they were less likely to incorporate new ideas into
their teaching.

Teacher shortages have reduced the availability of supply teachers, which
in turn, has restricted teachers’ opportunities to undertake CPD. However,
a school’s reputation for providing good CPD opportunities could facilitate
its recruitment and retention. On the other hand, the research found that the
enhanced professional expertise acquired by teachers could Iead to their
promotion, but not necessarily in the same school.

Individual level

At an individual level, tensions sometimes existed between personal
requirements and school demands. Teachers were undertaking CPD to
ensure that they were meeting professional requirements for national
priorities and to meet SDP requirements, sometimes at the expense of having
a choice about developing their own particular interest and expertise. Most
teachers interviewed participated fully in a range of CPD activities and
were appreciative of the skills developed and expertise gained.

Impact of CPD activities

The term ‘effective’ is value laden. What would be reported as ‘effective’
in one schoo! might be perceived differently in another school. Effective
CPD was often said to be that which had an impact on teaching and learning.
The research found that providing tangible evidence of impact was not
always straightforward, although it was easier to evaluate how it had affected
teaching than to assess the impact on children’s learning,

The benefits identified by teachers arising from participation in CPD
activities included increased confidence. This led them to be more aware of
their own practice and willing to look for ways of implementing changes
and taking on board new ideas.

The impact on children’s learning was said to be reflected in improved
achievement levels, a more enthusiastic approach to learning, increased
self-esteem and greater collaboration. For many teachers, the impact on
their teaching and children’s learning was only monitored informally. Any
long-term impact on changes in teaching philosophy or children’s thinking
and attitudes towards their learning was not identified, monitored or
evaluated, although teachers were usually active in disseminating their CPD
experiences to colleagues within the school.

There is clearly a need for LEAs and schools to develop LEA- and school-
level systems for evaluating the short- and long-term tmpact of CPD
activities in order to ensure that they make a significant contribution to
raising standards of teaching and learning.

99



Continuing Professional Development: LEA & school suppott for teachers

REFERENCES

100

DEPARTMENT FOR EDUCATION AND EMPLOYMENT (1998).
Teachers: Meeting the Challenge of Change (Cm. 4164). London: The
Stationery Office.

DEPARTMENT FOR EDUCATION AND EMPLOYMENT (2001a). Good
Value CPD: a Code of Practice for Providers of Professional Development
for Teachers (DfEE 0059/2001). London: DIEE.

DEPARTMENT FOR EDUCATION AND EMPLOYMENT (2001b).
Learning and Teaching: a Strategy for Professional Development. London:
DfEE.

DEPARTMENT FOR EDUCATION AND EMPLOYMENT (2001c).
Schools: Building on Success (Cm. 5050). London: The Stationery Office.

DERRINGTON, C. (2000). The LEA Contribution to School Improvement:
a Role Worth Fighting For (LGA Research Report 9). Slough: NFER.

FLECKNOE, M. (2000). ‘Can continuing professional development for
teachers be shown to raise pupils’ achievement?’ Journal of In-service
Education, 26, 3, 437-57.

HARLAND, J.,, ASHWORTH, M., ATKINSON, M., HALSEY, K,,
HAYNES, 1., MOOR, H. and WILKIN, A. (1999). Thank You for the Days?
How Schools Use their Non-contact Days. Slough: NFER.

KEATING, I (2001). ‘The efficacy of CPD: its impact upon classroom
practice’, Professional Development Today, 4, 2, 73-8.

LEE, B. (2000). Continuing Professional Development: Teachers’
Perspectives (Research Summary). Slough: NFER.

MORI (1995). Survey of Continuing Professional Development: Research
Study Conducted for Teacher Training Agency. London: TTA.

OFFICE FOR STANDARDS IN EDUCATION (1997). The Annual Report
of Her Majesty’s Chief Inspector of Schools: Standards and Quality in
Education 1995/96. London: The Stationery Office



Appendices

APPENDICES

Appendix A.1 Advisory Body details

Ms Zoé Ollerenshaw

Local Government Association
Local Government House
Smith Square

London

SWIP 3HZ

Mr Ian Terrell

Chair of the International Professional Development Association
Head of CPD Anglia Polytechnic University

School of Education

Rivermead Campus

Bishop Hall Lane

Chelmsford

Essex CM1 18Q

Ms Gussie Anderson
Headteacher

Wormholt Park Primary School
Bryony Road

London

W12 0SR

Mr Jacques Szemalikowski
Deputy Headteacher

Grey Court School

Ham Street

Ham

TWI10 7HN

Dr P Elfed-Owens
LEA Adviser
Education Department
Government Building
Dinerch Road

Colwyn Bay
LL28 4UL

Dr John Harland

Head of NFER Northern Office
Genesis 4

York Science Park

University Road

Heslington

York

YO105DG

101



Continuing Professional Development: LEA & school support for teachers

Appendix A2.1
Interviewees within primary schools:

roleslresponsibilities and experience

R
. . Roles/responsibilities At this school
'?é@ :fwﬁﬁ*@ws‘,wm e 3’3’&?23‘”}?%*%&”&%’&3&:&&WV%QWW&V%X?&?EAJWJ&
%‘% l % Headteacher § 15
% Acting deputy headteacher/ ;
% subject coordinator/mentor for NQTs 5
;’% CPD coordinator/subject coordmator :E; 35
:&: & '_5:13..;'. %
§ Headteacher g 4
. CPD coordinator/deputy headteacher/
§ subject coordinator % 25
% Subject coordinator 1;: 26
§ Subject coordinator i g 10
- Headteacher/SENCO . 3
§ Deputy headteacher/ .
Staff Development Officer § 23
. SENCO/subject coordinator . 4 o
| Subject coordinator ﬁ 8 9 .
Headteacher/CPD coordinator ;ﬁ: 5 28 -
Deputy headteacher/ ;: -
subject coordinator § 12 i8
Subject coordinator . 12 12
% Subject coordinator gj 3 4
- . Headteacher/CPD coordinator % 8 22
o § Subject coordinator % 29 32
;,"% % Teacher % 2 4
%&% ? Secretary/administrator 6 6
6 g"'Headteacher o : 5 20
%’3 ¢ Deputy headteacher/ f
o ? subject coordinator ; 26 26
f: . CPD coordinator/IIP coordinator - 25 31
. é Mentor/subject coordinator . 18 20
% _Mentor/subject coordinator . 6 8
WVWQ}HAK-M T e G b AR g g SR T
?‘; 7 «% Headteacher 25 28
e £
f‘i g Deputy headteacher/
o . subject coordinator/INSET coordinator 12 22
. . Subject coordinator/NOF trainer 23 30
b )
i% - Subject coordinator 2 7
L S s
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AppendleZ 1 (contmued)

Roles/responsibilities

Experlence in years

&

§ At this school

B e e

Total

Sllbj ect coordmator

PR

7
Headteacher | 3.5
Deputy headteacher/CPD coordinator/
: subject coordinator % 2
Subject coordinator | 5.5
Subject coordinator mg 7
. i Headteacher ;32 10
. CPD coordinator/subject coordinator 3: 2
. g SENCO ; 25
% § Learning Support Staff 3
g 10 | Head Teacher/CPD coordinator team & 9
o § Acting deputy headteacher/ %
"’, ‘ subject coordinator %fi 3
- . Subject coordinator ,%& ‘ 2
11 Headteacher % 3 not given
§ Subject coordinator g 3 3
. Subject coordinator 2 10
12 Headteacher g not given 17
SENCO/subject coordinator . 2 7
Deputy headteacher/CPD coordinator g not given
:
|

2
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Appendix A2.2
Interviewees within secondary schools:

roles/responsibilities and experience

%?a?ﬁ"é’%“ﬁé%‘”fﬁ% :
- .

' Secondary
% School ﬁ; Roles/responsibilities

<22

R

R

..x:%..._- it A-; 3%.

- #J%“”&““’&&ﬂﬁé#??mmmzﬁfz’ﬂ*&yw TR R :
. 1 Headteacher ‘ 32 i
. Head of department 2 8
. Head of department _ 23 23 %

S

Teacher 12
Assistant head of department 10

,_.
[

Headteacher 6 z 27

Head of department 24 21
Business link coordinator 25 : 25
CPD coordinator/deputy headteacher ¢
Subject coordinator ; 6 7

e B L

Headteacher i . 14 35
CPD coordinator
Teacher

§‘
i
g
i
i
;

i
R

SR R %&t&’*&”:&%ﬂ%&“’%ﬁ‘?ﬁ

2

ND
[R)
LIS

R

Teacher

N

not given
19

Teacher

22
5

i

s
B R R

()
=~

Teacher/mentor

MR

= R
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Appendix A2.3
Interviewees within special schools:
roles/responsibilities and experience

Ll
Experlence in years

Sasi e

Special }@'
School Roles/responsibilities gg At this school Total
R P T R R e e S e “i"’k%""’&“ S MW'E‘E.Z’&“W%D@% S s e
| ¢ Headteacher : 18 : 33
Deputy headteacher %’f 18 ; 24
Deputy headteacher/subject coordinator %é 18 : 18
Deputy of unit % 27 27
. Subject coordinator ; 10 : 10
: Nursery nurse ﬁg ) 8
Nursery nurse ’ﬁ 22 12
2 Headteacher B
Deputy headteacher ;Z 12 ' 23
Special needs support assistant § 10 10
Special needs support assistant §§ 13 : 13
‘ Teacher ;% 3 3
3 ¢ Headteacher ;% not given ; 24
§ Deputy headteacher/CPD coordinator %f 6 25
i Subject coordinator . 6 : 6
é Subject coordinator g 21 21
Special support assistant (ft) % 6 6
Spemal support assistant (f/t) § 14 14
;

BEREL e e
B ﬂﬁ%&gg St e
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Appendix A4.1
School staff undertaking CPD other than at

school

i CPD activities ;
__.- R P A A N R 3‘1"’/‘@&5&5"‘3&*&%&«@
o Prlmary school staff §
e :
i Headteacher 30 . LSPH, PIPS SFA %ﬁ
gﬁ . EXCEL training, HT +coordinator e,%f
. % networks ;%5
é% % Literacy/numeracy training g
. SENCOHistory, | 6 SFA, PSHE scheme .
& PE,RE coordmatorgf Cluster group meetings .
:‘%g 5
b &
. KS | manager, | 3 - MA
- Science/IT . . LEA middle management training
g coordinator | NOF trainer
g{ . . LEA update on curriculum areas 3
. SENCOKSI . 7 . LEA - Early Years initiate %
% coordinator Zé ;g SEN courses §
| SENCOPE/ 6 | SENCO courses/conferences |
=2 discipline E # DASE
i e . .
o;g responsibility : o
% Maths coordinator 10 | 2 ¢ LEA coordinator support courses/
% . . conferences
. ﬁ : gf Learning to Learn project
. NNEB % 8 ? 5 . BA Hons to graduate teacher .
. f’; § programme §
: v . :
. School administrator ¢ 6 - 3 © ATT i
- . &
e R A .--.‘Mf'-. e R e e Mﬁ*WW@WW‘%

Secondary school staff

B P A DN E Sy ST A S

i Headteacher ;; 34 . SMT courses and involvement in
management training

14 : CASE

23 : LEA, HOD meetings/groups
& LEA, HEI courses
| IQEA

Science teacher

. HOD English

R R A R e

:\€$K¢E‘“

R e e S T e e e

Specm] school staff

T ————
Actmg Deputy
2= PE and RE
2 coordinator

Autistic society
LEA courses for SEN

Deputy of the
Autistic Unit

R

S R R
b
-~

’kﬁ?\
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Appendix A4.2
Staff undertaking only school-focused and

school based CPD activities

B

CPD activities

e R B

in post

sdsER e !

Prim

school staff
Headteacher = 20 | 5 § School focused as part of
g :i; ¢ aproject outside the school
Year 2 teacher i 10 5 8 gh Policy writing. When she took
RE coordinator § % % over there was nothing in place.
. z :? Reflection on children’s learning
S & g g
. CPD coordinator % 30 2 i ICT NOF IiP which were school
z B ;:E focused. Also been involved in
é . * leading training within the school
i & -
2 =
Deputy % 18 § 12 § Already does a lot in school,
% . & e.g. demonstration lessons,
% : ;3.2 leading INSET, staff meetings and
i i © steps into other coordinators
§ § ¢ shoes when required
- KS1,PSHEand ¢ 7 . 2 . Been using OFSTED model of
PE coordinator % g ;é school self-evaluation and is
g . % hﬁavﬂy en_gageg inlmoniton'ng and :
. ' . observing in schoo
e S g%w%&%%a‘ww Mﬂﬂw&gwmwt*m%ﬁw@mmmmmw RS

Special school staff

R 0 A A S A

t
4

10 % Focus on training in school

~ relating to SEN
R

S R
b
faml

R

& “ ;

.
-
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Appendix A4.3
Interviewees involved in accredited study

R

S T S P R R R S R T T R R
Primary school staff

LA R A STLLIRELIRLRTEL NS

Headteacher

SENCO/language
language

Headteacher

SENCO

R

.

S
A

MSc e
MEd -
DASE leading to a Master’s degree
DASE

H

g
(=
S
ey
[

5.
[V
B O e e R

i

SR
—
[y

Headteacher
. SENCO

. Deputy/CPD
22 coordinator

o

A T R

[=3
B
Y

N

Master’s degree

MA tailor made to fit middle

KS | coordinator -
: management interests

22
Deputy 7

3
% aww@%mm;)wﬁiﬁﬁm%xmamw

Secondary school staff i

Headteacher

.
g
¥
:

R S A R S 2

FRTTRRIR A R T

4 — —  ———
% CPD coordinator % 23 = 9 : MBA, NVQ level §
e ;

Special school staff

EEE

R S

IR

MSC
MSc
Diploma in SEN
Diploma in SEN

. Deputy
. Headteacher
. Headteacher
Deputy

. KS2, PE, IT and
PSHE coordinator

Deputy

 Year2andICT | 10
. coordinator i

. NNEB
| SNSA

e

%

R S R A R

R e
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Appendix A4.4
Special projects

IQEA

IQEA was a project run by an HEI. It focused on the classroom and
encouraged teachers to try out new teaching methods. It encouraged a self-
sufficient school and generated new ideas. One secondary school and one
primary school in the case study schools were taking part in the IQEA. In
the pnmary school involved in IQEA, the headteacher was

R e A e s e S e R S R R e

;
%

enthus:asnc about the work. The teachers talked about how it was affecting
them in the classroom. Involvement in the project started with the headteacher
being inspired at a conference. She then persuaded the HEI to get involved in
a primary focus where previously it had concentrated on secondary schools.
She talked with the team at the HEI and persuaded her local secondary school
and another primary school in their cluster to get involved.

B R R wm%.&’m%mmmm%&%
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As part of the project she had been involved in:

. an audit of provision in school

. a trial of activities in the classroom

. work with other schools

. an international conference for training and reflection
. the dissemination of ideas throughout the school.

In the secondary school, the headteacher commented that he had

A A B e o T A S e e S iAo

attended a training session and the school now had 18 out of the 62 teachers
involved in the project. He considered that the project set an impetus for the
school, gave continuity across subject areas. There were training sessions
with ideas presented being implemented into teaching. Teachers were
encouraged to cascade to others, to evaluate and discuss their work at regular

intervals.
B A B R S N N G et

One secondary school teacher interviewed identified that involvement in
the project had given him the opportunity to:

* lead INSET

*  model lessons to staff

*»  do classroom observations

*  visit schools nationally to talk about the project

*  take part in an international visit to set up the project abroad.
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Other teachers in the school and involved in IQEA commented that they
had follow- up courses, timetabled weekly meetings that had an agenda but
allowed for open discussion about issues arising, and delivered presentations
about their work within the school and in other schools.

None of the special schools in the case studies was involved in IQEA.

Investors in People (liP)

In the schools where Investors In People (IiP) was a special project, it led
to the view that training should include the whole staff team. In primary
schools, this extended to the caretaker completing a Duke of Edinburgh
Award, a lunchtime supervisor undertaking training in dealing with pupil
behaviour, a school secretary undertaking accountancy qualifications and a
learning support assistant attending Welsh evening classes.

New Opportunities Fund (NOF)

NOF training for ICT was mentioned as being part of professional
development by seven teachers or headteachers in six primary schools and
by three teachers in two secondary schools. It may well be that other teachers
were also involved in NOF training but it was not what they saw as the
main focus for their professional development.

In the primary schools, the teachers who commented on NOF training were
in fact themselves trainers. They had attended training and were now sharing
their expertise with others. One interviewee explained how:

R T e P o P P e

school to do a presentation. They chose the one that was able to meet the different
needs of the staff and offered flexibility in study time and group support. They
offered a basic skills unit and the curriculum support materials were appropriate. g
‘ﬂ/«9’-;1"5+*#”mmwwwwﬁwmﬁmh@ﬁﬂaﬂﬁ%%ﬂ»&%ﬂ?‘d’%ﬁ:ﬁﬂ@ﬁHQMWMWWMWMWWWWW%
Frustrations were voiced about children knowing more about ICT than the
teachers and the training had ‘broadened horizons and gained confidence’
but as yet not all staff were online.

she had been involved in selecting the provider after several had been invited into §
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In one secondary school, the CPD coordinator identified 38 members of
staff being involved in NOF training. Some had undertaken the training
and were now sharing their expertise with the rest of the staff. It was usually
arranged for two hours per week after school.

There were criticisms from participants in secondary schools about the
quality of the guidelines and lack of differentiation for participants with
different levels of skill. However, one teacher felt that the curriculum content
was good although it was frustrating when systems failed. Another teacher
felt that she now used IT more but the materials did not meet her needs.
She had increased confidence but felt that the training was too theoretical
as she already had typing and keyboard skills.
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No one in the special schools visited in this research mentioned NOF
training.

Success For All (SFA)

A project identified by one primary school was similar to IQEA in that it
involved working with an HEI on a school-focused issue. The Success for
All (SFA) project originated in the USA from the Reading Recovery
programme after adaptations in response to research. The philosophy is
based on children working in teams so that they are involved in thinking
and discussion. Management signals are taught to children and used by
teachers to act as cues for children’s behaviour response.

As the headteacher involved explained,
D D O B B R e e e e D e R e
All the children were tested to establish their reading age, then grouped §
according to ability. The narrow ability range helped teachers with their
planning. The SFA programme was used for one-and-a-half hours each day. It
was a structured and prescriptive programme with specific resources, on loan
Sfrom the university and directed at children s reading age. It broadly followed
the National Literacy Strategy, which she thought was becoming more like
SFA. The programme was developed in this school in response to a poor level
of reading. The university staff visited the school, the headteacher visited other
schools that were using the programme and the university gave a presentation
to the staff, who then voted on implementing it in school. The vote was positive,
and they were now half-way through a three-year pilot.
R R S
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Three members of staff in this school are SFA trainers and involvement in
the programme has given them opportunities to:

*  work with class teachers within the school to help them deliver
lessons and refine teaching styles. This resulted in observing
lessons, discussing performance and writing reports to identify
future development in the classroom

. visit the USA for conferences and school visits

*  offer training in other schools locally, nationally and in Educational
Action Zones.

Learning to Learn

This project also involved working with an HEL In this case, the focus was
on child development and leaming styles. It was linked to developing
children’s thinking skills and recognising multiple intelligences. The school
was one of five working together on the project. It had enabled staff to:

*  work with university staff

» reflect on current practice.
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In this school, teachers had been encouraged to

2 SRR e A R R T
thmk dgj”erently about the:r teachmg and to be aware of different teaching
styles. The CPD activity was led by a consultant who contributed to a twilight
session. The school was also supplied with documents to enable teachers to
follow up ideas at a later date. Another teacher involved in the project felt that
it was like being back at university and was really making them think about
childrens thinking. He recognised that it was not only having an effect in his
classroom now, but that a much larger impact would be felt in the future with
his ckange of attitude towards teaching and learning.
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PHSE

In one primary school, teachers were involved in a PSHE scheme. It had
been set up in Canada and introduced children to the idea of adult
responsibilities. Three schools in the LEA were involved and the link with
the secondary school had initiated the involvement in the project. [t wasa
two-term programme guided by a booklet of lessons. Representatives from
the programme were evaluating it; they observed in school and talked with
teachers about the suitability for the local area.

Nurture groups

CPD activities relating to establishing nurture groups was identified as
influential in one primary school where two of the four interviewed talked
about their involvement in a four-day training course at an HEI where
attention was given to theoretical and practical elements of nurture groups.
The school had been looking for a way of responding to a group of children
whose behaviour was becoming a cause for concern. Two members of staff
attended the course, implemented ideas in school and then shared their
experiences with other schools within the LEA as well as advisers and
teachers visiting the school to see the programme in action.

Other projects

First Steps was identified as a special project in one primary school. It was
provided, and supported financially, by the LEA but no further details were
given. Another school mentioned involvement in Aiming and Healthy
School. No further details were provided.

In the secondary schools, interviewees identified their involvement in
achieving Beacon status, being a learning mentor and having links with
industry as contributing to their professional development.

Beacon status

For one science teacher, the pursuit of Beacon status for the school had
provided the opportunity to work with other teachers in other comprehensive
schools where demonstration lessons were provided. The funding for
applying for Beacon status allowed time to be available to develop ways of
working together to the benefit of all the schools involved.
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Learning mentor training

One head of year and maths teacher with a learning mentor role had been
involved in specific training for that role. She had hoped to be involved in
five days’ national training at her local teachers’ centre. She attended for
two of the days but felt that it did not really meet her needs and she was
unable to attend the other sessions because of lack of supply cover.

Links with industry

Education Business Partnership (EBD) had been part of one secondary
teacher’s professional development in the past. The focus had changed and
the school was no longer involved. It had enabled pupils to visit different
employment opportunities to see where a career in science could lead. For
example, they visited a hospital pathology laboratory and Marconi. She
went on to add that even though she welcomed the opportunities, sometimes
the representative of the organisation was not able to communicate
effectively with schoolchildren.

Special school staff used CPD opportunities to focus on specific educational
needs reflecting the demands made by the children with whom they worked.

EDY and TEACCH

EDY and TEACCH were used with children with autism. They are structured
approaches with strong links to an HEI. There is a structured timetable and
use was made of photographs and words. It helped to control behaviour. In
one school, a combination of these two approaches was used for working
with children with varying degrees of autism.

PIPs

Progress in Phonics (PIPs) was run by the LEA at a family centre. The
deputy headteacher who had attended was impressed, and used it herself in
the classroom before introducing it to and adopting it throughout the school.

TOPS

TOPS was identified by a teacher in a special school who commented that
it was provided by the LEA and hosted at a local primary school. The day
courses were practical and involved discussion. He had also attended other
similar courses and mentioned Healthy School, standard gymnastics and
sport development.

Communication development programme

This CPD activity included a course for teachers and support staff to learn
to use Makaton and BSL so that they were able to provide an interactive
curriculum where appropriate. Sometimes these specialist courses were
also available for parents and other school staff. One school developed a
project centred on the need for children to communicate with each other.
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As the teacher involved in managing and organising it explained,

It was part of a whole package that emerged from SDP plan. Subject coordinators
identified the need to develop children’s communication skills. As a resull, a
communication coordinator s role was created and communication groups within
the humanities were started. Children were grouped by taking into account
their level of ability to communicate. This meant that the children who were not
confident machine users were given opportunities to develop those skills so that
they were able to take part in later lessons more confidently. Teachers realised
that being unable to communicate either through their machines or through
Signing was holding children back. So they wanted to develop a Signing culiure
in school which enabled all children and staff to communicate with each other
even if they did not have access to their communication machines.

The idea came from the speech therapist, the hearing impaired adviser and the
communication coordinator. They involved a teacher for a twilight session which
then developed into something more permanent with several teachers gaining a
certificate in BSL.

The adviser and speech therapist supported the coordinator and school with
another days training. Not all teachers felt confident in using this different
grouping method, so videos were made to share practice and expertise. They
also had time when other schools came in to see what they had achieved. The
headteacher commented that children’s levels of achievement had gone up
tremendoushy. It was the lack of confidence in using their communication
machines that was holding them back rather than anything else.

Subject-oriented projects

Some schools were involved in subject-focused projects.

R A S R R S N O T RS

sy

Literacy and numeracy CPD activities were found in all the case study
primary schools. They were usually led by the LEA adviser and supported

by the school language coordinator. One example is described below.

For one literacy coordinator who was new to the post, the National Literacy
Strategy provided her with an opportunity to look at practice in the school,
attend the LEA training sessions for language coordinators and give feedback
ideas to staff in twilight sessions. The LEA had instigated the activity in
response to Government initiatives. The course was considered to be

effective because:
* it was new and challenging

« it allowed her time to plan the feedback to staff and the
implementation in school

»  she met up with other language coordinators
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one-day training with an external trainer from CASE followed by work with
the Science department on one of the designated curriculum development closure
% days. The course provider brought in all the resources and equipment needed
for the first ten lessons, and talked through the principles, theory, practicalities
and organisation with the teachers as well as giving them the opportunity to
undertake the experiments as the childrven would be asked to do. This enabled
the teachers to identify the challenges and pitfalls of undertaking the activities
with children. Subsequent twilight sessions were used to look at other materials
and lessons.
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» it enabled professional partnerships to be developed between
schools

* it provided the opportunity for reappraisal at the literacy provision
within the school

+  itinvolved working with the LEA adviser in school, which
developed confidence

* it generated new systems for monitoring provision and to identify
further requirements.

In one secondary school Cognitive Acceleration in Science Education
(CASE) was identified as science-based activity. It was used by most schools
in the LEA and involved

R

One teacher accompanied the head of department to observe a CASE lesson
in the LEA. They were able to develop paired observation and feedback
skills.

Further professional study

Interviewees were studying for higher degrees and a few other courses.

Higher degrees

Staff involved in accredited higher study commented on how they were
able to focus their area of study to accommodate their own interests, and
use the ideas within the school. Most Master’s degrees allowed students to
select relevant modules. Self-study modules were also used. Teachers
were able to develop an area of expertise in greater depth.

For two primary schools and one secondary school, the ‘partnership’ they
had with the HEI was important. It provided an opportunity for teachers to
gain credit towards a Master’s degree through the induction training they
carried out in order to mentor students undertaking the school experience
component of their initial teacher training. In another school, the headteacher
commented on the preferential treatment they received from the HEI for
having student teachers in the school for their school experiences. Further
details were not provided.
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Partnerships between the HEI, LEA and the school were mentioned in
schools where there was joint funding from the LEA and HEI. In a few
cases, school staff had become involved in higher education and had been
asked to contribute to courses run by the HEL. Teachers’ involvement ranged
from a secondment for a year to delivering a subject knowledge-based lecture
to students completing a PGCE. One primary headteacher undertaking an
education management masters degree explained:

I have used the opportunity to focus ideas for my own school but
I have been able to visit other schools similar to my own but who
are achieving more. I have observed teaching, looked at resources,
buildings and gathered ideas for my own SDP.

In this school, there was a strong commitment to accredited study. All the
interviewees in the school were at various stages of a Master’s programme.
This gave the staff a global view of education and when more than one
person was engaged in study, they felt able to support each other. Where
this was happening in another school, the HEI delivered the modules in
school.

Other courses

A few interviewees were involved in study towards a degree or diploma.
The two studying for a degree were using it to develop their career prospects
from being a learning support assistant to becoming a teacher. Two other
LSAs commented that they were undertaking a course specifically for LSAs
but were unsure what opportunities were available for them upon completion
of the course.

The Diploma in Advanced Studies in Education (DASE) enabled teachers
to gain qualifications at different stages leading up to a Master’s degree. It
was supported by the LEA/HEI partnership and encouraged students to
look at both theoretical and practical issues. The needs of the individual
could be catered for, and in one special school it enabled a teacher to move
towards teaching pupils with specific rather than general learning difficulties.
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