Continuing professional development (CPD): the evidence base

Are you responsible for CPD policy in a school,
local authority or national agency?

As a key player in teacher
professional learning, you will
know that the CPD landscape is
now both more challenging and
potentially far more rewarding
than it was a few years ago.
There is increasing recognition
that pupil learning lies at the heart
of professional development.
Teachers’ related learning needs
are beginning to be set in

the context of performance
management targets.

At the same time, you will be
considering how to balance these
needs against wider workforce
development and school priorities.
This makes it essential to pay
careful attention to what works

— what development processes are
linked to pupil achievement?

Following four systematic

EPPI reviews of research, we have
some practical answers to this
question. This summary describes
what was learnt from the reviews.
It makes suggestions for your own
practice in light of the evidence,
and offers some tools to help
improve the quality of the CPD
you plan and provide

THE EVIDENCE AT A GLANCE

The summary sets out to show how you can reflect on and improve
professional development provision. In particular, it aims to help:

inform the way you structure development activities and
support, and work productively with providers — to make sure
CPD programmes are built on best evidence of effective practice
update your knowledge and awareness of the research evidence
on CPD from four systematic research reviews

think about how you can foster collaboration and support

CPD through partnerships with schools, HEIs and local
authorities, and

fund or commission research or evaluation activities that
support CPD.

What are the key messages?

When teachers have the opportunity to take part in collaborative
and sustained professional development, over at least one term but
usually over two or three terms, the reviews identified links with
positive effects on:

students’ learning, motivation and achievement

teachers’ commitment, beliefs, attitudes, self-esteem and
confidence in making a difference to their pupils’ learning

teachers’ repertoires of strategies and their ability to match
their teaching to pupils’ different needs, and

teachers’ attitude and commitment to CPD.
By contrast, CPD that did not involve collaboration as a learning

strategy was found to be linked to a narrower range of changes
and to weaker benefits.
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What factors in CPD are linked to positive
benefits for teachers?

The key messages from the four reviews have been consistent
and cumulative. CPD that was linked to the positive benefits
described above usually involved:

peer support (in pairs or small groups) to encourage,
extend and structure professional learning, dialogue and
experimentation in combination with

specialist support, including modelling, workshops,
observation, feedback, coaching, introducing a menu of
research-based strategies for enhancing learning

planned meetings for structured discussion - including
exploring evidence from the teachers’ classrooms about
their experiments with new approaches and of their
beliefs about teaching, the subjects being explored and
their pupils

processes for sustaining the CPD over time to enable
teachers to embed the practices in their own classroom
settings — including informal day-to-day discussions and
observations between teachers, and using work they
would have to do anyway (such as lesson planning and
designing schemes of work or curriculum development)
in workshops

recognition and analysis of teachers’ individual starting
points and building on what they know and can do already

developing teachers’ ownership of their learning by
offering them scope to identify and refine their own
learning focus (within a menu set by the programme
or the school), and to take on a degree of leadership in
their CPD, and

a focus on pupil learning and pupil outcomes, often
explicitly as a way to analyse starting points, structure
development discussions and evaluate progress, both
formatively and summatively.

How do we know this?

Where do we go from here?

The rest of this summary is designed to introduce you
quickly to a little more detail about each of these key
characteristics of the CPD, and to explore the implications
for making and delivering policy about effective CPD.

THE EVIDENCE UNPACKED

What does effective peer support look like?

The programmes in the review studies identified three
broad, overlapping approaches to enabling and supporting
effective peer support:

» Teachers were encouraged or even required to complete
tasks in groups, run school support groups together or
work in pairs to watch each other teach.

* Almost always, peer support was used to keep the
learning moving forward between seminars. In one or
two (rather resource-intensive) cases, peer support was
mostly concentrated in workshop and seminar sessions,
with frequent follow-up support from specialists.

* Sustained support generally took the form of peer
observation and evidence-based discussions between
teachers about how well their new approaches were
working and which students responded in which ways.

The main function of peer support was to encourage and
build on instruction from specialists (because teachers

learning reciprocally don’t want to let each other down) and
make risk-taking and experimenting in classrooms feel safer.

Is peer support a specified element of the CPD initiatives
you introduce, fund or commission, or in your school/
local authority policy? For example, do the initiatives
provide time in workshops or development meetings, in
which teachers can work in pairs or groups of three to
plan experiments with new approaches and arrange to
support each other as they implement them?

Although a critical element in CPD programmes with positive
outcomes, peer support on its own isn’t enough to bring
about changes in practice. Peer support was always combined
with contributions from specialists. Although the phasing of
specialist contributions varied significantly, it was common
for teachers to take increasing control of development
activities and sessions as the programmes unfolded.

The evidence in this summary is based on four systematic
reviews of existing research about the impact of CPD on
teachers and pupils. The reviews scanned and filtered over
20,000 studies for best evidence and brought together
data from the 70 offering the most relevant and high-
quality data.

All of the review processes were carried out to a stringent
quality standard by two independent reviewers, working in
parallel and quality assured by the EPPI Centre (The Evidence
for Policy and Practice Information and Co-ordinating Centre)
at the Institute of Education.

How can you plan to mobilise bottom-up support to
complement the contribution from leadership? How

will you plan to recognise or ask questions about how
professionals are going to support each other’s learning?
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How did specialists support the teachers’ learning
and help them use it for the pupils’ benefit?

Specialists offered ‘expert’ knowledge of aspects of teaching,
learning or the curriculum. The specialists included research
partners from universities, CPD providers, businesses,
teacher mentors and parents. They were usually ‘expert’ in
more than one field, offering a range of skills including in-
depth knowledge of the content of the CPD, of effective CPD
programmes and of evaluation and monitoring. What was
interesting in nearly all the studies was that the specialists
combined in-depth expert knowledge with an understanding
of the implementation and support processes needed for
effective professional learning.

In general, specialists took a lead role in getting the CPD
started by introducing teachers to new knowledge, teaching
approaches and skills through a series of workshops. They
led professional conversations to build and extend teachers’
understanding of fundamental teaching and learning issues.
The specialists modelled new strategies to help bring their
instruction to life, and to help teachers put what they had
learnt into practice. Seeing strategies working effectively

in their own or a similar context helped teachers feel more
confident about using them.

The specialists also observed teachers using the new
strategies. They worked with the teachers to unpack the
different ways pupils responded, and offered feedback on

what they needed to focus on to improve their performance.

In some cases, lessons were video or audio taped, and the
teacher and specialist would watch the lesson together,
reflecting on:

* how the teachers were implementing the new strategy
e students’ participation in the lesson, and

* teachers’ use of students’ existing knowledge and resources.

The specialists wanted to make sure teachers were able

to put what they had learnt into practice, by giving them
the tools and an environment for learning where they felt
safe to take risks. They encouraged teachers to experiment
with the new approaches in the classroom and offered
them support through both formal and informal sessions.
Teachers were encouraged and supported to share evidence
from their classroom practice and experiments by sharing
their successes and troubleshooting any problems with
specialist support. The specialists helped teachers reflect
on the evidence they collected and refine their approaches
and plans in light of what it showed. They also specifically
encouraged teachers to support each other in trying out
new approaches.

Clearly, for practitioners, just as for their students,
instruction’ matters. No one wants to commit themselves
to CPD that doesn’t offer something substantial and new.
But, of itself, instruction is not enough to embed lasting
changes in practice. Design of professional development
needs to pay at least as much attention to the learning
processes as to the nature of the new knowledge

and skills required. You may want to highlight in your
policies or criteria for commissioning CPD the need for
specialists to help embed learning as well as introduce
new knowledge and skills. Plan for this at the start of a
CPD programme, and work with the providers or internal
specialists involved to make sure it caters to professional
learning needs as well as ‘expert’input.

How did the specialists plan for structured
discussions that explored evidence from the
teachers’ own classrooms?

The specialists played a significant role in providing
structured opportunities for professional dialogue. They
facilitated these discussions by providing ideas, including
those from research, to stimulate debate, exploring
teachers’ tacit knowledge and beliefs about teaching and
learning. This helped them to work collaboratively to
explore new teaching strategies and refine them for their
own use. The specialists tried to ensure that all teachers
were actively engaged in professional dialogue by taking
into account their varied starting points. Importantly, they
also provided an environment in which teachers felt safe to
discuss their experiences of implementing new strategies in
their classroom — including what didn’t go well. In this way
they engaged in collaborative problem solving, which helped
to develop their knowledge and understanding.

Specialists played a key role in supporting teachers

to refine their practice in light of the evidence they
collected. You might want to highlight, in your policies
and criteria for selecting approaches or CPD providers,
requirements that the CPD interventions plan for these
formal and informal discussions.

What processes were designed to sustain the
CPD over time so that teachers could embed the
new practices in their own classroom settings?

The CPD interventions lasted for at least one term,
usually two terms or longer, and started with input from
the specialists in the form of workshops and seminars.
This initial input was followed up by regular meetings or
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scheduled workshops for group discussions and debriefing,
and, in several cases, ‘on call’ support for 10 days or more.
The specialists used a variety of strategies to sustain the
CPD, including visits to other schools, weekly meetings,
ongoing peer support and ongoing mentoring offered by
the specialists.

In one study the specialist contact involved:
* 10 hours of formal input

* visits to other schools where the model programmes
were already operating

» weekly meetings where teachers could observe and
discuss new strategies

* ongoing support between teachers, and
* ongoing mentoring support provided by the specialists.

In another study the specialist contact involved:
* a10-day summer workshop
e follow-up input sessions throughout the year

* observation visits by specialists that included formal
feedback and discussion, and

¢ informal discussions between teachers.

The specialists took steps to make sure the CPD was
sustained beyond their involvement, by encouraging
teachers to get involved in active experimentation with new
strategies and ideas in their own classrooms, supported by
peer coaching. Teachers were encouraged to observe each
other teaching, and work together to reflect on and refine
the strategies they were using. In this way, new strategies
were embedded into teachers’ practice, and this helped
teachers to sustain their practice after the intervention.

In setting school or local authority policy for CPD are you
encouraging colleagues to tailor the inputs and processes
involved in CPD interventions around the rhythms and
patterns of the school context? Could you exemplify
what you are looking for by highlighting examples, or by
using the visualisations included later in this summary?

Do your policies take into account the important role of
peer support in extending the reach of specialist inputs
into day-to-day school life? Could you, for example, require
colleagues who attend courses to form a collaborative
coaching partnership with another colleague? Or could
you require all programmes commissioned locally to
encourage and support this? Does your school or local
authority have a learning forum or an infrastructure of
peer support/collaborative coaching tools, resources and
skills to support teachers in doing this?

How did the CPD programmes recognise
teachers’ individual starting points and build on
what teachers knew and could do already?

Specialists leading the CPD programmes identified teachers’
starting points by interviewing them about their pupils, their
beliefs and their skills, and observing them teach. They also
asked them to identify anything that they felt might prevent
them introducing a new strategy. Establishing a space in
which teachers felt secure to admit their needs helped
specialists to gain a more accurate picture of participants’
learning needs.

Some of the CPD programmes used more than one cycle
of learning. This allowed teachers to work together with
the specialists to refine their learning goals. In the second
learning cycle they could build on what they knew and
could do already and understand peer assessments of their
progress — making sure their learning built cumulatively on
their emerging skills.

When you are planning to introduce, fund or commission
new CPD programmes, could you ensure in advance that
providers specifically set out to identify teachers’starting
points? Would it be helpful to specify that the CPD
should contain more than one cycle of learning, and that
peer assessment should be included in the later stages?

How did the CPD programmes encourage
teachers to take ownership of their own learning?

The specialists leading the programmes encouraged
teachers to take leadership of their learning by encouraging
them to identify their own learning objectives and goals.
They chose from a set menu of objectives, derived from
school or development priorities, the teacher’s own
concerns and interests in relation to their students’ learning,
and the terrain being explored in the programme. Although
in the early reviews the links between the school priorities
and working processes and programmes were not reported
on, studies emerging in later reviews have started to explore
these connections in more depth. As yet the evidence

base, which is inevitably historical, has yet to catch up

with current changes in practice which emphasise links
between CPD and performance management. But recent
case study work on strategic approaches to CPD offers
powerful examples of direct links between CPD of the sort
described here and strategies like performance management
(Cordingley, P, and Bell, M, 2008, Qualitative Study of
School-Level Strategies for Teacher CPD, GTC, London).

4 Prepared by the Centre for the Use of Research and Evidence in Education (CUREE)



l Continuing professional development (CPD): the evidence base

Giving teachers the opportunity to identify
performance management targets centred on issues
that they understand and value is a powerful strategy
for motivating teachers and getting them involved.
Making connections between these targets and student
learning can help teachers to see the added value of
CPD for themselves and their students.

How did the CPD programmes build in
and sustain the focus on pupils’ learning
and outcomes?

The specialists helped teachers to understand and develop
their own practice by identifying a learning focus for
professional learning related to their classroom context and
their pupils’ learning needs. They helped teachers identify
specific groups of pupils to focus on and supported them
to monitor the impact of the changes they were making

on pupils’ learning and behaviours. This ensured that while
teachers were learning and developing their skills they were
also sustaining pupils’ learning. The specialists supported
teachers to identify learning focus by:

» discussing with teachers about their pupils before
CPD started

e sharing student data with the teachers
* interviewing the students to evaluate their thinking

* reviewing the impact of new activities on the
students, and

e offering opportunities for teachers to observe
experimental classes and reflect on their experiences.

The link between professional learning and pupil learning

may have been helped by the fact that a large proportion

of professional development activity took place on school
premises during school hours.

How can CPD be designed so that pupil learning is a
central part of the process? What support could you
offer teachers to develop targets that link to whole
school priorities?

Pupils’ responsiveness and evidence of learning
improvements are both powerful in motivating
teachers to engage and experiment with new
teaching and learning strategies. What tools do
teachers need to help them assess the impact of their
learning on their pupils, and to plan their own next
learning steps? What evidence would you need to be
sure that CPD programmes effectively meet their
pupil learning goals?

Where does the evidence come from?

The EPPI reviews conducted by CUREE were intended to:

* build on the best available evidence about the impact of
CPD on teaching and learning

e recognise and build on increasing interest in coaching and
mentoring in education

* make good practice clear across all national agencies
- so that the agencies can make more coherent sense to
teachers, and

¢ inform the modernisation of the profession and the DfES
Five-Year Strategy for Learners.

The four reviews of research into the impact of CPD on
teachers and their students involved:

* searching the available evidence base for studies that
could help to address the questions for the review

« filtering over 20,000 titles and abstracts against an initial
set of inclusion criteria’

¢ reapplying the inclusion criteria to over 700 full studies

* key wording over 200 studies and filtering them against
a second, narrower set of inclusion criteria, and

e extracting the data and synthesising the evidence from
70 studies.

The EPPI systematic review process is designed to be explicit
and transparent about the methods used, to be accountable,
replicable and updateable, and involve relevant and useful
information. It follows a standard set of stages. The findings
from the research are synthesised to make the key findings
easy to find and to reduce bias in the reporting. Therefore,
the reviewers have to filter studies against known criteria,
and two separate reviewers work independently and
compare notes. This ‘double blind" approach is also applied
to extracting data from studies for analysis. Each stage of the
review is carefully synthesised by the Evidence for Policy and
Practice Information and Co-ordinating Centre (EPPI Centre),
and final reports are evaluated by a range of reviewers who
have no knowledge of who was in the research team.

PRACTICAL WAYS OF DEVELOPING AND
REFINING CPD

You will already have started to think about how you can
develop and refine the strategies that you use in structuring
and supporting development activities. Here we offer you a
selection of practical activities and tools, based on evidence
from the reviews, which will help you to understand and
make use of the evidence to take your own practice forward.

T There were different inclusion criteria for each review
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How can you ensure the right balance between
the use of internal peer support and external
specialist contributions to CPD?

Research evidence

Across all of the reviews there was a combination of peer
support and specialist input. Although the timing and extent
of specialist contributions varied, it was common for teachers
to take increasing control of development activities and
sessions as the programmes unfolded. The CPD programmes
started with input from the specialists, in the form of
workshops and seminars, followed up by regular meetings or
scheduled workshops for group discussions and debriefings.

Your evidence

You might like to explore how your policies, and the
programmes they set out to encourage, allow teachers
access to appropriate external specialist contributions and
make effective use of peer support. Make a note of all of
the points at which your CPD policies or interventions draw
on specialists, either in person, eg. advanced skills teachers
or local authority or higher education experts, or indirectly
— for example using research or resources prepared by
specialists. Make a note too of all the points when the CPD
programmes or projects offer opportunities for teachers to
form effective learning partnerships.

CPD policy, programme or

school development project

input used?

How and when is specialist

Next steps

Having gained an idea of how your policies, projects
or programmes currently use external specialists and
internal peer support, would it be helpful to develop a
set of criteria describing the contributions you expect
specialist and peer support to make to CPD? You
might want to consider how the CPD policies, or the
programmes your policies promote, use specialist and
peer support to:

e tailor CPD to meet teachers’ needs and starting points
e provide ongoing support throughout the programme
* sustain and embed the CPD in the school

e build ownership for CPD, and

¢ relate the CPD to pupils’ learning.

A tool you can use - evaluating effective cycles
of CPD

In the review, the mix of peer support and specialist
inputs was organised to create a rhythm for the learning.
You might like to review an example of how one CPD
intervention was designed to make use of a combination
of specialist expertise and peer collaboration, to help
teachers develop new skills and understanding and embed
these processes in their own classroom context. Would it
strengthen your school’s or local authority’s CPD policy

How and when are
opportunities for peer

N

support created and used?
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to identify a broad cycle and its key components, and to
represent this visually? How could you implement a similar
cycle in your school? Can you identify the aspects that you
would change or keep the same?

How do specialists plan to sustain and embed
the new CPD strategies in a school?

Research evidence

The specialists used a variety of strategies that were designed
to sustain the CPD, after the initial input. These included
visits to other schools, weekly meetings, ongoing peer
support and mentoring support offered by the specialists.

Your evidence

You could explore how your policies or programmes set
about sustaining and embedding new strategies. Make a
record of how your CPD policies and the programmes/
activities they encourage are making use of mentoring and
coaching. Think about the purposes of using mentoring and
coaching. Who is involved, and at what point during the
intervention does it takes place?

Mentoring

What purposes is
mentoring/coaching
being used for?

Next steps

Now you have a record of the ways you are currently

using mentoring, specialist coaching and peer coaching to
support CPD interventions, you might like to review your
current practice and compare this to the ‘core concepts’
from the national framework for mentoring and coaching.
Are there purposes or activities highlighted here that might
strengthen your policies?

A tool you can use - planning to make more use of
mentoring and coaching

Mentoring and coaching are examples of collaborative
processes used in CPD interventions which are linked to
significant benefits for teachers and pupils. This tool offers a
series of questions that you might like to ask yourself when
planning to make more use of mentoring and coaching as part
of the CPD intervention you are considering (see next page).

These questions, and other similar resources, can be

found on the TDA mentoring and coaching library, at:
http://mclibrary.tda.gov.uk If you are interested in using this
library, please e-mail coachingandmentoring@tda.gov.uk
with your details and ask for a user name and password.

Specialist coaching Peer coaching

Who is involved?

When is it taking place?

N

7 Prepared by the Centre for the Use of Research and Evidence in Education (CUREE)



WHEN?

(%
w
[+4
w
I
3

"90130e4d SdUBYUS puR M3IASI 03 SUIy3IS
aJe siauled] jeuoissajoud Jorsuaym pue syndui isiernads Suimo)ioy
49918 Siy/1ay ui a8e3s Aue 3e 4auoiiioeld e 03 ngasn si Suiyoeod-0d

'S3IIAIIOR SUDR0D-0D 4131 PUB UMO 119y}
uodn 8u1303)431 pue JIoM 53430 2. SUIAIISqO S3YDRO0D-0D SAJOAUL
AJjensn J]IM SIY] "UOIID3)J31 |BIIUSPIUOD MO]je 1eY3 sadeds 3ainb ul
pue aoe|dyiom ,s1auled) jeuoissajold ay3 ujadejd sayes Suiyoeos-o0>

‘0130e.4d Jo sa)dwexa aAjeulsye
10 Yd1easal ‘92uaplAd ‘sadualiadxa Sujules) jo siskjeue paseys g

Sujuueid uoiyoe jedoididal

~

Buiuonsanb jesoudidal Aq parsoddns
‘diysiapes) 4o Suiyoes) pue 3uju.es) jo Suiuueld paseys

03PIA 10 UOIIRAIISGO y3noay) "33 ‘saduatiadxa

9

S

ssaualeme asied 03 ad130eud Suissnosip pue Suiieinoiile ‘SuinIssqo
3ujualsi) aAde €

N

BuluJea) J18Y3 J9A0 1043U0D SIsules) Sululeisns
s)eod o1y12ads Jo Suipuelsiapun jeninw uidojansp |

:Buipnypul ‘9d130e4d
9AI1123}431 ddUBYUS pue d30woid YdIym Sa13IAIe S3AJ0AUI Bulyde0d-0D)

“3ui103)8s-J19s Ajpsow aie sisuied 3uiydeod-0) Kjsjeutsle Ajjensn
43uJed) |euoissajold pue 1oeod Jo 3]0l S e YIeD S3Y2R0I-0D)

'S92IN0S3J PISE]-1Xd] IO UOISSIS UOIIRIISUOLUIP ‘JUBIINSUOD ‘9SIN0D B
y3nouy ‘8s ‘A1ued paiyy e Aq papiroid aq Aew siy | “Buiydeod J1sy3 wiojul
03 3ndut 3s1jeads 30 3235 S9Y2L0-0)) "3d130e1d UMO J13Y] WOL) 3DUBPIAD
uo paseq Jay3o yoes o3 31oddns jeuswagdpnl-uou Suipiroid oy pue
Suiuies) |edoudias 03 PO SIaUJed] |euolssajoid aie sayde0d-0D

's9]04 pue sjiys Suiyoeod isjeads

asow 1oy uojjesedaid pooS e sapiroid osje 3 "ad130e1d jeuoissajolrd
‘Jo anbnd pue oy 110ddns jeninw 3s ‘sssuuado jo sunnd e jo
‘looyps e 1o juawiiedap e ssosde ‘Juawdo)anap ay3 spioddns 3

-30130e4d Aep-03-Aep 03 syndul 3siedads
sa1e)ad Jueddiiied yoes yoiym ul sdiysisulied paunioniis Kieunjoa
uleisns pue 110ddns 03 siaydea) pue sjooyds Aq pasn si Sulyseod3-0)

*ao130e4d Aep-03-Aep ul sadinos
1snje1ads wouy s)Ijs pue aZpajMoud Mau paquid 0} Wy} 3)qeud
03} SsJauJead) Jeuoissajoid a1ow 10 OM) UIIM)IIQ Sssad0.1d paulelsns

‘paimanL3s e st MCEUMOU-OU o9Alleloge)oD)

s3daouod 3.10)H

‘saydeosdde mau pue 3uiisixs Jo
Sulpuejsiapun paiediisiydos atow pue sadsap e Suidojaasp ul 49a1ed
siy/1ay ur adels Aue je Jauoiyizoeld e o3jngasn si Suiyoeod jsijernads

‘sayoeoisdde mau yiim syuswitadxa pue adideld

UMO SIY/J3y ‘AN0ge UOI1D3}431 PUB ‘4O UOIIBAIIS]O d1B}I|IDR) O3 JSPIO Ul —
UOI3D31431 |RIIUSPIIUOD MO)je Jey3 sadeds 3ainb ul pue — sdejdyiom umo
s JauJed) jeuolssajoid ay3 ul de)d sayey Ajjensn Suiyoeod isneads

'saoualIadxa paleys ‘4o Sulya1igap pue ‘uo uoiI)Rl
Sujuueid uoijoe pue malaal papioddns 7

Suluonsanb Aq pajioddns
‘diysiapes) 4o Suiyoes) pue Zuju.es) jo Suiuueid paseys g

O3PIA IO UOIIRAIRSGO Y3nolys ‘89 ‘sadusliadxa

LN

ssaualeme asiel
01 a2130e1d Zuissnasip pue 3uijeindiiie ‘SuiAIasqo ‘Suljjspou

Suiusisi) aAnoe

N Mmoo S

Surulea) 418y JaA0 104U s19uIed] Suidlojulal
sjeod Suiutes) Ay1ie)d 03 poddns |
:3uipnipul ‘9o13oeud diysispes)

Jo 3urules) pue 3uiyoes) Jo 1oadse d1y1ads e Jo JuswdolpAsp ay1
9dUBYUD pue 330woid YdIYym S3IAIIDE SAJOAUI Bulydeod 3sijerdads

‘U120 PaIYO SI 10 IN0 SY3s oym d3ua)jeyd diysiapes) Jo Suiules)
pue Suiyoea) diyidads e Suipjoe] BUOALOS S| JauLed) Jeuolssajold v
'SaAPsWAY] Siauled) jeuoissajold Aq uasoypd Ajjensn

aJe $3Y2e0) ‘(K11S19AIUN B "83) 219YMas]d LWOJ) 1O UOIINIIISUI SWIeS a1
wouy 3q 31w yoeod ay| ‘3ioddns pue Zujuonssnb jequswaspnl-uou
y3nouy3 SulUIeS) UMO 1133 JO |0JIUOD E] 0 SIBUIES) Jeuoissajold
91qeus Ay | 19uled) jeuolssajoid ayi Jo sjeos ay) 03 JueAd)A 3si1Iadxd
pue a3pajmou Yiim sjeuolssajold moj|ay aie saydeod 3sijernads

‘92130e.d jeuoissajold
‘Jo anbiL pue oy 110ddns jeninw 35 ‘sssuuado Jo aunnd e jo
‘looyps e 1o juawiledap e ssoide ‘Juswdolaasp ayy 1doddns .

sa13a1e41s
Sujules) pue Suiyoeal sAiIeUIRIE YIIM JUSWIIAAXD pue 3dNposIul .

aJ10149das Bujuied) pue Suiyoea} pualxa pue doPAsp .
90130e4d PaysI|qeIsa auljal pue MaIAL  «
10} S19Yoea} pue sjooyds Aq pasn si Suiyoeod 3sieads

*ao130e.4d s, Jauled)
1euoissajoud e jo 10adse diy1dads e jo Juswdolanap ay3 Suijqeus 1oy

ssasoud paulejsns ‘painionuis e si w—\_:\_umou ”—.m_._ m_uwam

'sagua)jeyd juediiudis
13193ds 03 asuodsal ul 1o ‘@8ueyd Jaa1ed JuediIudis Jo sawi] e Y9aled
siy/4ay jo Suiuuidaq ayy 1etauoiyizoeld e o3jngasn si SULIOJUS N

‘ululea) 10} UOIIBAIIS]O 3)qeusd 03 swoolsse)d sa1doad

Jay3o ui adeyd saye) os)e 1 ‘sIaydesa) daulel] Ajjeadss ‘siayoeal Jo4
"UOI303)}21 |BIJUSPIIUOD MO]je Jey] sadeds 1aInb ul pue adejdyiom ayy Ui
‘looyps s Jau.ed) jeuoissajoid ayy ul adeyd saye3 Ajjensn Suriojusy

‘1oddns jo aduel e Sulayoiq
ao130e.4d Buiyipainde pue Suisiesdde ‘Buissasse
Sujuueid uoiloe pue malAas

uoI323.1p ‘A1eSSIIDU UBYM ‘puB Yoeqpady ‘@dueping Suipiroid

n O ~ 0 O

09PIA 1O UOIIRAIRSGO Yy3no.yl “39 ‘sadusiiadxa

ssaualeme asiel
01 92130e1d Zuissnasip pue duilejndilie ‘3uiAlasqo ‘uljjapow

v
wc_cmuw:wzuumm
Suluies) 418y 490 1013U0D s1sules) Suisessdul uidopasp 2

L

uoissaidoud uipioddns pue sjeod Sujuiea) uikjizuapi

:8uipn)pul ‘sa10d jeuoissaj01d USaMISq SUOIIISURIY
9AI1129}J3 3dURYUS pue 330w old YdIYm SIHAIIDR SSAJOAUI SULIOJUSIN

‘3u1101UB W SPIEMO] P31J3UIP SI 4O
1IN0 $333s oym JuaWdolaAsp euoissajold siy/iay ul 93e3s SuiSuayjeyd
Kjaeinoiied Jo mau e uljydel auoswos si Jaules) jeuolssajold v

Jauled) Jeuolssajoid sy Jo 1xa3u0d Suiyiom pue
spaau 33 Jo agpaymous a1etidoidde Jo siseq ay3 UO pP3D)3S S SI0JUS|A
‘uostad ajoym ay3 jo Juawdolaasp ayi 1oddns o3 saniunjioddo Suiuies)

paidalip-Jjas Aj3uiseanul jo aues e 0] ssadde Jay0Iq A3y "9104 BY] JO
sjuswaiinbas sy Jo a3pajmous| Yyiim sanges)jod padusLIadxa sie S1I0JUBN

'ssaugoud 31qiyul Kew 1ey3 sanssi Juedlyiudis ssaippe

0] sJauJed) jeuolssajold a1qeus 03 pasn si a8uajjeyD 4oy Suriojud
'saldwii 31 sanjeA ay3 pue sguliq 3 saijigisuodsal

9U3 pUBISISpUN 01 ‘9]0 MU B3 JO SPUBLISP 3y} 0} puodsal 03
siauled) jeuoissajoid 110ddns 03 pasn s| uoissaiold 104 SuliojuIW
'3]0yM e Se uoissajoid ay3 03Ul uoldNpUL

apnJdUl OS|e ]IM SIY3 SIaYdeal palijenb Ajmau 104 "jooyds mau e Sujuiof
uo sJauJed) jeuolssajold 310ddns 03 pasn s| uoidnpuj 104 SULIOJUBN

‘suoljisueds) Jaased juedyusis y3noayy siaulea) jeuolssajord
Bunaoddns oy ssadoud pauieisns ‘painioniis e si MC_\_O”_.COZ

Source: Centre for the Use of Research and Evidence in Education (CUREE)

(CUREE)

on

in Educat

idence

Prepared by the Centre for the Use of Research and Ev

8



Continuing professional development (CPD): the evidence base

How can you help teachers to begin taking an
active role in their own CPD?

Research evidence

In the four reviews the specialists leading the CPD
programmes encouraged teachers to take an active role

in their own learning, by identifying their own learning
objectives and goals. These focused on school or
development priorities, the teachers’ own concerns and
interests in relation to their pupils’ learning, and the terrain
explored in the programme. The specialists took steps to
make sure the CPD was sustained after their involvement
was completed, by encouraging teachers to be involved in
actively experimenting with new strategies and ideas in their
own classrooms, supported by peer coaching. Teachers were
encouraged to observe each other teaching and to work
together to reflect on and refine the strategies they were
using. Sometimes the teachers built formal or semi-formal
learning agreements, in which they crystallised their learning
goals and the support they offered each other. This was
useful in structuring and clarifying their learning process, and
in managing power differences.

Your evidence

Could you investigate how your current CPD policies, or the
programmes/activities they promote, help teachers to refine
their own learning goals and develop their practice through
collaborative coaching? Is your school and its departments
making use of learning agreements to support these peer
coaching conversations? Does the local authority promote
this? You might find it useful to collect a selection of
learning agreements from the schools or departments you
work with and make a note of any similarities or differences
between them. For example, how does each learning
agreement record learning goals?

Next steps

Could you work with colleagues in schools to identify the
features that you think are needed on a learning agreement?
Could you use these features and the example learning
agreements you have collected to develop a ‘model’
learning agreement to share with the teachers? Would you
find it useful to think about the guidance teachers might
need to complete the learning agreements, and develop a
set of guidelines to help them?
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l Continuing professional development (CPD): the evidence base

A tool you could use —example learning agreement

You might like to use this example to design a template for a learning agreement, by adapting it to meet the specific needs of
the schools and departments you work with.

~
Learning agreement

Personalising teaching and learning (primary)

Address:

3 To keep a record of our successes and difficulties, we/l will: (eg. maintain a teacher’s log, keep samples of pupils’ work,
photos/video/audio recording)

4 In trying out these strategies, we will use peer coaching to support one another.

(a) The frequency and timing of our classroom observations will be:

5 Before we start on peer coaching, we still need to: (eg. make arrangements with colleagues/line manager, set ground
rules, prepare pupils, etc.)
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l Continuing professional development (CPD): the evidence base

SOURCES

You can find the EPPI summaries and full reviews on the
EPPI website at:

* ‘How does collaborative continuing professional
development (CPD) for teachers of the 5-16 age range
affect teaching and learning?’ Available at:
http://eppi.ioe.ac.uk/cms/Default.aspx?tabid=132
[Accessed 23/8/07]

e ‘The impact of collaborative continuing professional
development (CPD) on classroom teaching and learning
—review: how do collaborative and sustained CPD and
sustained but not collaborative CPD affect teaching
and learning?’ Available at:
http://eppi.ioe.ac.uk/cms/Default.aspx?tabid=136
[Accessed 23/8/07]

e 'The impact of collaborative continuing professional
development (CPD) on classroom teaching and learning
—review: what do teacher impact data tell us about
collaborative CPD?’ Available at:
http://eppi.ioe.ac.uk/cms/Default.aspx?tabid=139
[Accessed 23/8/07]

* ‘What do specialists do in CPD programmes for which
there is evidence of positive outcomes for pupils and
teachers?’ Available at:
http://eppi.ioe.ac.uk/cms/Default.aspx?tabid=2275
[Accessed 01/11/07]

e Wilkins, C, 1997, ‘Effects of a resident mentor teache
on student achievement in mathematics’. Report of a
study carried out with the support of the Mid-South
Educational Research Foundation

RESOURCES

The research informed practice site (TRIPS) — part of the
standards site — hosts a range of studies into CPD. Titles in
this area include:

* Using continuing professional development to support
literacy in pre-school

* Implementing mathematics reforms in lower secondary
schools serving deprived areas

¢ The effects of continuing professional development (CPD)
on teachers and teaching in chemistry

e Primary teachers’ changing attitudes and cognition during
a two-year science in-service programme and their effect
on pupils

» How do teachers use research findings to improve their
professional practice?

* The role of powerful pedagogical strategies in curriculum
development.

Available at:
http://www.standards.dfes.gov.uk/research/themes/cpd/
?digest=all

[Accessed 23/8/07]

Research of the month (RoM) summaries on the GTC website:

» Continuing professional development: what do studies of
continuing professional development (CPD) tell us about
the factors which help professional growth of teachers
and pupil learning?

e The impact of collaborative continuing professional
development (CPD) on classroom teaching and learning:
what do we know about collaborative continuing
professional development (CPD) and its impact on
teaching and learning?

» Teachers and school-based research: why and how do
teachers engage in and with research?

Available at:
http://www.gtce.org.uk/research/romtopics/rom_cpd/
[Accessed 23/8/07]

The Centre for the Use of Research and Evidence in
Education (CUREE) website holds a range of resources for
mentoring and coaching, including the national framework
for mentoring and coaching, available at:
http://www.curee.co.uk/dynamic/curee48.jsp?m=59
[Accessed 24/8/07]
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