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WHAT IS researchED?


researchED is an international, grassroots education-improvement movement that was founded in 2013 by Tom Bennett, a London-based high school teacher and author. researchED is a truly unique, teacher-led phenomenon, bringing people from all areas of education together on to a level playing field. Speakers include teachers, principals, professors, researchers and policymakers.


Since our first sell-out event, researchED has spread all across the UK, into the Netherlands, Norway, Sweden, Australia and the US, with events planned in Spain, Japan, South Africa and more. We hold general days as well as themed events, such as researchED Maths & Science, or researchED Tech.


WHO ARE WE?


Since 2013, researchED has grown from a tweet into an international conference movement that so far has spanned six continents and 13 countries. We have simple aims: to help teaching become more evidence-facing; to raise the research literacy in teaching; to improve education research standards; and to bring research users and research creators closer together. To do this, we hold unique one-day conferences that gather together teachers, researchers, academics and anyone touched by research. We believe in teacher voice, and short-circuiting the top-down approach to education that benefits no one.


HOW DOES IT WORK?


The gathering of mainly teachers, researchers, school leaders, policymakers and edu-bloggers creates a unique dynamic. Teachers and researchers can attend the sessions all day and engage with each other to exchange ideas. The vast majority of speakers stay for the duration of the conference, visit each other’s sessions, work on the expansion of their knowledge and gain a deeper understanding of the work of their peers. Teachers can take note of recent developments in educational research, but are also given the opportunity to provide feedback on the applicability of research or practical obstacles.
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FOREWORD


TOM BENNETT





This is a book about professional development. But in some ways, it is not a book about professional development. Because for the first claim to be entirely true we would have to be talking about a profession, and in some ways, teaching is not a profession at all. Because for a field to be a profession it has to have a shared body of agreed professional domain knowledge and skills. It would need to be bound by a shared ethos and moral code. Neither of which teaching can be said to enjoy.


We can barely agree on the aims of education, let alone the aims of teaching. Views on pedagogy, curriculum, assessment, behaviour management and everything in between are disputed so fiercely that the sector can be characterised as a theatre of war as much as a community unified by principle and a shared, foundational knowledge.


Teacher training is sometimes a part of this muddle – teachers can leave feeling more confused and less capable than they did before, if the course itself is a muddied, ideological mess – but it is part of a broader problem within the ecosystem. In the UK, I led a national review of how behaviour was trained and found, to my complete unsurprise, that it was overall, not trained very much at all. The consensus appeared to be ‘you’ll pick this up as you go along.’ Which is fine if you do, and terrible if you don’t, and frequently, many teachers didn’t. ‘Working something out for yourself’ isn’t how you create professionals. You wouldn’t train a plumber like that, let alone a doctor or an accountant. It is a process almost designed to do the exact opposite to building professional competence.


Things fare no better when it comes to professional understandings of how students learn, how memory works, how motivation, focus, comprehension are best understood; things that one might reasonably believe were fundamental to the practice of teaching.


But this is not the fault of teacher training alone – some of which, a significant minority perhaps, is still good, and often getting better. Institutions like schools have evolved over the decades, rather than with intention or guided by professional bodies who maintain its professional integrity (the professional bodies we do possess in the UK are often propelled as much by their own constituent ideologies and the need to sustain their own membership bases and revenue sources, as they are by achieving some kind of professional unity).


As a result, teachers have endured the vagaries and whims of faux professional development for decades. I have sat through sessions that asked attendees to tell jokes to one another, to draw posters of what their ideal ‘teacher superhero’ would look like, where we had to walk around a room saying nice things to one another, where we were exhorted to do things that had no evidence bases whatsoever, like Brain Gym and other forms of mysticism. Countless men and women sitting with their heads in their hands as they endured pointless, mindless CPD while trying not to weep.


As a result, what constitutes competence in teaching and leadership varies from shop to shop, depending on the varying ideologies and beliefs of the school governors, local authority panjandrums, or MAT leaders. The current UK teaching standards are noble, but so abstract as to be practically meaningless. No one in the field actually consults them at any time; they are like books buried in coffins with their owners, never again to be read in life.


But there is nothing false about hope, and there is hope. The last ten years have seen a massive renewal of the ambition to become a profession, a gathering sense of a burgeoning profession waiting to recreate itself. It has gone from a whisper in the wings, to a nervous cough, into a confident conversation, as across the world, teachers and leaders have woken up to the opportunities suggested by leaning into evidence-informed practice. We have seen an emergent confidence in our demi-profession because finally we have something to base our theories on other than intuition, instinct and superstition.


So we are now in the first phase of what I call the professionalisation of teaching. It will take years and years and thousands of bodies and conversations before we get there, but get there we can, and will.


And when we do get there, it will be because of books like this, and voices and minds like the ones Jo has assembled here in these pages. One day soon we can look back on the icebreakers, the learning styles, the star jumps, turning to our partners and telling them a surprising fact, and laugh. One day we will see professional development as a continuous and guaranteed entitlement, and wonder that we ever saw it as anything less than that. We will wave goodbye to pointless mandatory training that ticks boxes and serves no purpose.


And then we can call teaching a profession. And everyone wins.


Professor Tom Bennett, OBE
Founder of researchED
























INTRODUCTION


JO FACER





It has long been acknowledged that the defining feature of great learning is a great teacher, and that, at scale, ‘the quality of an education system cannot exceed the quality of its teachers’ (Barber & Mourshed, 2007). While there are many routes to growing great schools, investing in the quality of the teachers who stand before children every day is one of the best bets to improve both pupils’ educational outcomes and their experience of school.


Crucially, teacher quality is not fixed – all teachers can always improve. As the oft-quoted Dylan Wiliam says: ‘Every teacher needs to improve, not because they are not good enough, but because they can be even better.’ (Wiliam, 2012).


As you will find throughout this book, professional development influences, or should influence, every aspect of schools. It is not solely about the teaching techniques we use in the classroom, but encompasses the way we learn to think about the curriculum, how we manage behaviour, and even how we behave as leaders.


To open, Jon Hutchinson delves further into the importance of professional development, and makes the case for you spending a decent chunk of your precious time with this book. He ranges over the challenges of professional development, alongside the benefits to teachers, pupils and the education system as a whole, before sharing his recommendations for schools.


You will then hear from Elisabeth Bowling on whole school continuing professional development (CPD). She weighs up the balance between pre-planning a cycle of professional development and leaving flexibility to respond to emerging needs or school priorities; how to ensure cohesion between programmes for those at different stages of their careers, and how to implement these ideas successfully in a school.


Nimish Lad will next take us through the importance of practice in professional development, exploring what to practise and how, along with ways to ensure practice has impact in classrooms and schools.


Turning to new teachers next, Reuben Moore and a team of education researchers from the National Institute of Teaching share the best evidence and practice around how to develop colleagues at the very start of their teaching careers, both in terms of building domain expertise and embedding this in their practice.


Summer Turner then shares how schools might go about planning their annual CPD calendar, touching on aligning professional development to school priorities, considering how time might be used across an academic year, and what the right balance between all-staff facing and more bespoke CPD might be.


Building on this, Madeleine Fresko-Brown dives deeper into INSET days, the cornerstone of most teachers’ professional development experiences, considering what makes these successful.


Hailing from one of the first trusts to systematise coaching for all members of staff, Jenny Thompson shares how her thinking has evolved over the years, and how coaching can distribute leadership, as well as how whole-school systems might support its impact.


We turn next to thinking about professional development in terms of how we develop leaders. Isaac Moore considers how we might go about identifying leadership development needs and responding to them, and what this could look like when embedded in a school context – including some of the softer skills like managing others and having challenging conversations.


Continuing the leadership thread, Adam Robbins explores how middle leaders might develop teaching in their departments, thinking about how to identify a focus, plan out priorities, structure professional development effectively and embed practices.


Finally, Jon Gilbert reflects on leading professional development across a trust, and how the role of a trust CPD lead might improve teacher practice at scale. He considers the various ways such an executive leader might support multiple schools.


All the writers in this book have longstanding experience and clear expertise in professional development, including time spent in schools walking the walk. They are trailblazers, carefully considering what we might learn from cutting-edge research, and how we might apply this to the messy, on-the-ground reality of schools today. I hope you will find in these chapters new innovations, as well as reassuring insights, that chime with your own beliefs and practices.


Ultimately, this book makes the case that for our schools to improve, we would be well advised to focus time, effort and energy in helping our teachers improve in all aspects of the role. Investing in professional development is both a genuine joy for individuals who joined a profession focused on learning, and an absolute necessity to create schools that deliver the experiences and outcomes for young people to surpass expectations, thrive emotionally and socially, and go on to live lives of limitless potential.


researchED guides


The researchED Guide to Professional Development complements the other books in the researchED series:




	The researchED Guide to Educational Myths (2019), edited by Craig Barton.



	The researchED Guide to Explicit and Direct Instruction (2019), edited by Adam Boxer.



	The researchED Guide to Literacy (2019), edited by James Murphy.



	The researchED Guide to Assessment (2020), edited by Sarah Donarski.



	The researchED Guide to Leadership (2020), edited by Stuart Lock.



	The researchED Guide to The Curriculum (2020), edited by Clare Sealy.



	The researchED Guide to Special Educational Needs (2021), edited by Karen Wespieser.



	The researchED Guide to English as an Additional Language (2022), edited by Hamish Chalmers.



	The researchED Guide to Cognitive Science (2023), edited by Kate Jones.



	The researchED Guide to Primary Literacy (forthcoming), edited by Stephen Lockyer.
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CHAPTER 1


MAKING THE CASE FOR PROFESSIONAL DEVELOPMENT





JON HUTCHINSON




Jon Hutchinson is Director of Curriculum and Professional Development at the Reach Foundation. He was a primary school teacher and assistant head, and has taught at Advanced and Masters Degree levels. Since 2022, Jon has held an international fellowship with New America on the Learning Sciences Exchange; he is also cofounder of the Meno Academy – a platform providing subject knowledge videos for primary school teachers. He holds a Masters in educational research from the University of Cambridge. Jon contributes to http://www.jonhutchinson.com and www.meno.academy and can be contacted on: jon.hutchinson@reachfoundation.org.uk.







Introduction


Making the case for continuing professional development (CPD) in teaching – as I’ll attempt to do in this chapter – is a peculiar task, given that the alternative is not continuing to develop as a professional. Who could possibly be against it?


After all, Robinson (2011) demonstrated that of the five leadership domains that have a positive impact on pupil outcomes, ‘promoting and participating in teacher learning and development’ has the largest effect, double that of the nearest positive domains focused on setting goals and organising the curriculum.


Then there’s Ingersoll and Strong (2011) who showed through a critical review of 15 empirical studies that strong professional development during induction to the profession results in ‘improved teacher commitment and retention, teacher classroom instructional practices, and student achievement’. Finally, an evidence review and meta-analysis by Fletcher-Wood and Zuccollo (2020) found that professional development is a cost-effective way to improve pupil outcomes, with an overall effect size of 0.9. This is the equivalent of being taught by a teacher with ten years of experience.


So that’s that, isn’t it? CPD is a good idea and we should all do loads of it. Case closed.


Not so fast. Hiding just below the surface of each of these research findings is a huge caveat, one that any teacher who has sat through an INSET knows all too well: not all CPD is equal. Not by a long shot. In fact, the impact of CPD varies hugely on almost any measure that we might be interested in, including teacher effectiveness and pupil outcomes.







The research on professional development: a Tower of Babel


Part of this muddle comes from deep-rooted and long-standing philosophical differences in educational literature on teacher development. Coe (1999) pithily summarised the problem: ‘One person’s “effective practice” is another’s ‘neo-liberal hegemony’. In other words, while I might believe that a centrally planned curriculum is every teacher’s entitlement that will increase coherence for pupils, a colleague may believe that it is an inexcusable affront to their professional autonomy and judgement, guaranteed to kill lessons and learning.


Zeichner (1983) identified at least four paradigms that collectively provide a ‘matrix of beliefs and assumptions about the nature and purposes of schooling, teaching, teachers, and their education that gives shape to specific forms of practice in teacher education’. They are defined as follows:




	The craft paradigm: this conceives of teaching as a vocation that is hard earned through trial and error, experience and apprenticeship, and the gradual accumulation of wisdom.



	The repertoire paradigm: this emphasises the building and understanding of more comprehensive instructional modes, such as the direct-instruction approaches.



	The competency (or expert) paradigm: this argues that underpinning teacher effectiveness is a body of knowledge and set of skills, empirically validated and gradually acquired through study and practice.



	The holistic or reflective paradigm: this emphasises continual reflection from the teacher on the purposes of education, especially from a moral and political perspective, and how they are contributing to those goals.






We can see here, perhaps, a precursor to what we might today describe as the traditionalist–progressive paradigms. And we can imagine that what feels like meaningful professional development to teachers ascribing to either of those paradigms would be hell for the other group.


It’s not just philosophical difficulties that plague education research related to professional development. There is also no agreed, underlying theory to the field, no standard model, no clear organising framework. This is usually taken as a key feature of a mature scientific field as without it, enquiry cannot be undertaken systematically and objectively.


This, in turn, leads to methodological differences that go beyond the usual positivist vs interpretivist debate. To bluntly characterise this difference, depending on the field of study and nature of the enquiries, it is usual for researchers to choose different approaches to collecting data and drawing conclusions. They may, for example, opt for quantitative data to ‘prove’ a hypothesis (positivism) or they may favour a more qualitative approach that allows for some interpretation in presenting conclusions (interpretivism).


However, educational researchers rarely get to even this point of disagreement, as they engage in fundamentally different claims about the field and, indeed, reality with no real edifice from which to assert validity. While doctors can at least agree that the goal is to make sick people better (and can therefore test whether medicines achieve this aim), teachers often disagree about the aims of education or even the definition of learning.


Finally, there is the challenge of actually measuring the things that you are interested in. Let’s take the example of teacher effectiveness. Imagine that you are an educational researcher and are interested in this concept. How would you go about investigating whether or not a teacher is effective? One option is to give pupils tests when teachers first start teaching them, and then again after a year or so. Indeed, this is a common approach. Many internal performance-management systems in schools include a version of this ‘measure progress’ approach.


But we can immediately see a problem here. First, this sort of quantitative approach lends itself better to subjects that have largely right or wrong answers (such as mathematics or science). It is not as straightforward with many other subjects, such as English, where there is an element of subjectivity around quality. Even if we could design perfect pre- and post- tests (and that’s a very big ‘if’), how would we disentangle the progress that pupils would have made anyway from the progress that resulted from that particular teacher? And that’s before we get into questions of the pupils’ background characteristics, which we know have a huge influence on the variance of pupil achievement.


There are ways to mitigate each of these, including through the use of controls and sophisticated multi-level statistical analyses, but we can see that making claims about teacher effectiveness turns out to be rather complex, caveated and nuanced. If we were feeling gloomy, we might even say that it is impossible to make any meaningful claims with a degree of certainty beyond ‘I reckon’.


Maybe we could just observe the teachers instead. Surely experienced leaders and educational researchers know good teaching when they see it? It turns out not. Teachers who have received a grade following a lesson observation have long been suspicious that the observer is really rating things like how much the lesson aligns to their own personal preferences or how well the pupils behaved (easier if you’ve got a top set, for example).


These suspicions were confirmed in a large study conducted on behalf of the Bill & Melinda Gates Foundation, called the Measures of Effective Teaching Project. The foundation has donated billions of dollars to education projects promising to develop teachers, and so the question of whether you can measure teacher effectiveness was by no means academic. After all, if you can’t measure teacher effectiveness, how will you know whether you made any teachers any better? How can you know whether your billions are being wasted?


The results of the study were startling. Even when using what researchers call ‘high inference observational instruments’ (Kane et al., 2013), the chance of two independent observers giving a lesson the same grade was roughly half: the toss of a coin. If a lesson received the lowest grade from one observer, the inter-rater reliability of the observers dropped to 10%. This means that two independent observers watching the same lesson would only agree that it was inadequate one in ten times.


Other measures that might seem like good ideas also have significant issues. For example, asking pupils to rate their teachers’ effectiveness would work hugely in your favour … as long as you happened to be male. A neat study by MacNell, Driscoll and Hunt (2015) showed a significant gender bias resulting in teachers presented to online classes as male receiving much higher ratings than teachers presented as female.


These philosophical and methodological challenges may feel to many school leaders like navel gazing, best left to folks in education faculties and policy wonks who have the luxury of time to debate them. But if we hope to build high quality CPD for teachers, it is necessary to face them head on. In too many schools there is an illusion of consistency around purposes, principles and practices of effective teaching.


The first step for schools in providing effective professional development, then, is agreeing a set of shared principles, grounded in evidence and articulated clearly. At Reach Academy Feltham, my colleagues Matilda Browne and Claire Couves have organised these into six broad domains: culture, planning, exposition, practice, assessment and feedback. Within each of these areas, 10 habits are set out. For example, within exposition one habit is: ‘gradually fade guidance to promote the independence of pupils’. This is grounded in Sweller et al.’s (2019) cognitive load theory and takes into account the redundancy effect.1







Case for the defence: why investing in high-quality CPD is still worth it


There are three reasons why, despite the difficulties explored above, high-quality CPD is still worth the investment. If we get it right, it’s good for teachers, it’s good for pupils and it’s good for the wider education sector. Let’s take each in turn.


High-quality CPD is good for teachers


Everyone likes to feel as if they are getting better at stuff that they care about. There is immense satisfaction in feeling yourself improve. This deep motivational drive is often summarised in one of the three parts from Daniel Pink’s (2011) popular ‘mastery, autonomy, purpose’ triumvirate. Pink argues that while we believe that people are primarily motivated by extrinsic rewards and sanctions, the truth is that what drives all people is a need to master what they are working on, and to have the autonomy to achieve the goal in a way that works for them and is clearly associated with their own goals. The reverse is also true. People become demotivated when they are not competent at something and cannot feel themselves getting any better at it. Similarly, having to follow strict protocols tends to demotivate people as they no longer feel as though they are in control of their own actions. Finally, very few people can muster energy or enthusiasm for work that they feel is pointless or lacks purpose.


Luckily, pretty much all teachers have the purpose criterion built in. They are driven by one, often moral, purpose, that of supporting their pupils to flourish. But the mastery part isn’t a given in teaching. It’s not uncommon for teachers to feel as though they aren’t quite good enough. Even the most experienced teachers can walk out of a lesson feeling they have far from mastered their craft.


Many teachers, especially those who have been teaching for a few years, feel as though they are stagnating. And too many of those teachers then quit. On the other hand, when people feel as though they are improving at something that matters to them, they stick around. It’s relatively rare for someone to quit at anything when they can clearly see themselves improving day by day and year by year.


High-quality CPD is good for the education system


As well as securing more positive outcomes for their pupils, then, teachers who benefit from high-quality CPD are more likely to enjoy their work, create a positive environment and stay in their school and the profession. A culture of low stakes, high support for teacher improvement has been shown to improve pupil results, but this sense of success also creates a positive effect on teacher retention (Kraft & Papay, 2014).


A profession that does not see a constant churn of teachers, but instead enjoys a more stable workforce with high levels of morale, is good for the education system more generally. Teachers are able to form longer-term relationships with colleagues and pupils, less money is poured down the drain of supply agencies, and schools don’t feel like they are constantly starting back at square one each September. It is also, I would suggest more speculatively, likely to have a positive effect on recruitment, as teaching is viewed externally as a long-term and enjoyable career, potentially creating a virtuous cycle of prestige, pride and quality.


High-quality CPD is good for pupils


Perhaps most importantly, professional development can have a strong positive effect on pupil outcomes. Although a direct link is often tricky to isolate (‘professional development’ is a huge umbrella; there are many factors that contribute to pupil attainment), a review of 1300 studies (Yoon et al., 2007), whittled down to just nine that met the rigorous selection criteria, indicated that where teachers receive substantial professional development, they enjoy 21 percentile points of additional progress (as measured with a pre- and post- test).


A large randomised controlled trial2 involving over 5000 primary school pupils found a similar amount of progress on maths attainment when using a structured professional development approach known as quality teaching rounds (QTR) (Gore et al., 2021). Developed in the early 2000s, QTR is an approach involving peer observation grounded in a comprehensive model that includes 18 pedagogical elements. There are four stages to a QTR. First, a discussion based on a piece of professional reading takes place. Next, a full lesson by one member of the professional learning community (PLC) is observed. Then, the lesson is coded against the 18 elements (including items such as ‘explicit quality criteria’, ‘deep knowledge’ and ‘inclusivity’). Finally, a group discussion is undertaken by all members of the PLC in which they share their coding and reach consensus on key themes.


Although academic outcomes feature much more widely as measures in the literature (indeed all of the studies in the aforementioned meta-analysis were focused on attainment in maths, reading, English and science), broader affective outcomes have also been shown to improve through high-quality professional development (Creemers & Kyriakides, 2010). But what exactly is ‘high-quality’ CPD? Happily, we’ve learned a lot in the last few years, thanks to rigorous research like the QTR trial, which shed light on the active ingredients of effective professional development. The final section in this chapter will set out what the evidence currently suggests are the best bets for improving pupil outcomes through professional development.







A way forward: towards a standard model for professional development in education


This chapter began with the rather pessimistic tableau of an ideologically divided field of research and, in turn, a teaching profession that cannot agree on fundamental constructs like teacher effectiveness or student outcomes. On the other hand, we have seen that there exists a huge prize of improved pupil progress, teacher effectiveness, job satisfaction and benefits to the broader educational system.


So, the question that faces us is: how do we go about achieving high-quality CPD given the difficulties explored above? The Education Endowment Foundation (EEF) was also interested in this question and, as a result, commissioned a systematic review and meta-analysis on the key characteristics of professional development (2021), which were associated with improvements in pupil achievement. A less technical guidance report (2021) was then produced, designed to allow school leaders and teachers to practically apply the findings. Rather than focusing on CPD as a general approach, or even specific programmes or forms of professional development, the EEF instead investigated the deeper, underpinning elements of effective approaches. These elements are referred to as ‘mechanisms’ and are grouped into four categories:




	
Building knowledge




	Managing cognitive load



	Revisiting prior learning








	
Motivating teachers




	Setting and agreeing on goals



	Presenting information from a credible source



	Providing affirmation and reinforcement after progress








	
Developing teaching techniques




	Instruction



	Social support



	Modelling



	Monitoring and feedback



	Rehearsal








	
Embedding practice




	Providing prompts and cues



	Prompting action planning



	Encouraging monitoring



	Prompting context-specific repetition











There are other notable models, such as Danielson’s Framework for Teaching (2008) or Creemers and Kyriakides’ Dynamic Approach to School Improvement (2010), the latter of which makes a compelling case for a theoretically unified and empirically validated approach to professional development (Antoniou & Kyriakides, 2013). However, these models lack, in my experience, an accessibility and user friendliness that is necessary for busy school leaders, where efficiency is often just as important as efficacy.


The 14 mechanisms of the EEF, on the other hand, are useful for both auditing criteria and as a planning tool. They caused me to reflect on my own botched experiences of planning CPD for teachers as an assistant head. Too often, my sessions were badly weighted toward just one group of mechanisms. I’m sure that on more than one occasion I spent the entire hour-long session focusing only on building knowledge, presenting fascinating findings from educational research and interrogating the underlying theories of how pupils learn. While this may have supported teachers in building their knowledge, there was little attempt to motivate teachers, develop some actionable techniques or embed any of it into practice.


On other occasions, I presented teaching strategies in what was essentially a ‘tips and tricks’ approach, such as showing teachers how they could ‘silently model’ in lessons (a pedagogical approach in which the teacher remains completely silent while demonstrating how to complete a task using only gestures and board-work). There was little discussion here of the social norms that were being capitalised on to focus pupil attention, or how cognitive load was carefully managed by limiting the flow of information that pupils were required to process in working memory. As a result, teachers might have given it a go, but the technique was ripe for misapplication, misinterpretation and lethal mutation.


It may be worth taking a moment to reflect on CPD that you have received, or perhaps even delivered, and benchmarking it against these groups of mechanisms. Were any areas missing? Did any dominate?


The aim with the mechanisms is not to shoehorn every single one into every professional development session, but rather to ensure that overall professional development sequences are well balanced, incorporating as many mechanisms as is appropriate and possible over time. An example, and how I wish I had planned and delivered professional development, might look like the following:














	Focus


	Formative assessment and adaptive teaching







	Week 1


	Pre-reading: EEF blog entitled Moving from ‘differentiation’ to ‘adaptive teaching’







	Week 2


	Co-constructing success criteria for common strategies: check for understanding, show call, hinge questions, entry tickets







	Week 3


	Crafting effective multiple choice questions, key principles, models and practice







	Week 4


	Translating principles into practice using planning with subject/phase colleagues







	Week 5


	Rehearsal of planned adaptive-teaching techniques in triads







	Week 6


	Evaluation, bringing examples of pupil work and/or other artefacts








We can see that a key area has been selected – adaptive teaching – perhaps in response to a whole-school priority or as part of a systematic approach at developing the effective teaching principles agreed by teachers and leaders. We can see that the sequence begins by presenting evidence from a credible source: the EEF. This session might involve prompt questions such as ‘What is the difference between differentiation and adaptive teaching, and why does it matter?’. Discussion in response to this promotes the activation of prior learning in the area, as well as peer collaboration.


Time is also given to set goals and ensure that teachers are involved in these, by co-constructing the success criteria for specific strategies. These techniques are thus developed and enhanced through social support as colleagues work together to define ‘what good would look like’, which effectively creates a model.


Opportunities are given for rehearsal and deliberate practice, where teachers can translate the principle into their own subject and in their own style. And finally, soft accountability is built in through an evaluation driven by each teacher, which should also allow for an indication of positive (or negative!) results, and give an opportunity for feedback.


Not all of the mechanisms are present, but over six weeks there is a balance of the four areas, meaning teachers get the chance to build their knowledge, develop techniques and feel motivated to adapt their teaching and embed the new knowledge into their practice. The process does not feel overwhelming to plan, deliver or participate in, and so high-quality CPD that is likely to result in improved pupil outcomes is achievable and desirable in the vast majority of schools.







Conclusion


To conclude, here are 10 recommendations that are grounded in a synthesis of the research presented in this chapter, coupled with my experience of working with hundreds of schools in building high-quality professional development.


Recommendation 1: Schools should clearly articulate a set of principles of effective teaching practice, as they understand them, informed by evidence. All professional-development activities should be grounded in, and consistent with, these principles.


Recommendation 2: Time should be prioritised and protected for professional-development activities, with leadership emphasising the potential to improve pupil outcomes.


Recommendation 3: Schools should provide a clear, cohesive CPD offer to teachers, indicating what is mandatory, what is encouraged and what is optional.


Recommendation 4: Schools should balance both knowledge-building and opportunities for practice during professional development.


Recommendation 5: Schools should sequence group-CPD activities coherently, with opportunities to revisit key ideas, iterate practice and deepen understanding of the underlying theory and principles.


Recommendation 6: Schools should provide individualised professional-development opportunities that address teachers’ specific wants and needs.


Recommendation 7: Schools should ensure regular evaluation of professional development, perhaps led by teachers sharing ‘artefacts’ revealing the impact on pupil outcomes.


Recommendation 8: Professional development should be used to foster a sense of collegiality, high trust and mutual respect.


Recommendation 9: Time and trust should be given to teachers to translate principles into phase- and subject-specific approaches and strategies.


Recommendation 10: Schools should minimise workload issues associated with CPD by making use of resources and services from credible organisations such as the Chartered College of Teaching, the EEF, the National Institute of Teaching and, of course, researchED.
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1 Cognitive load theory asserts that for information-processing purposes, the mind is made up of working memory (which is extremely limited and easily overloaded) and long-term memory (which is effectively limitless and organises information in schemas). The redundancy effect refers to the phenomenon of learners becoming ‘cognitively overloaded’ by receiving too much irrelevant information, such as large amounts of text on slides, or strict success criteria of familiar processes.



2 Randomised controlled trials (or RCTs) are often considered the ‘gold standard’ of research as they try to prove the effectiveness of a treatment by allocating half the participants into the treatment while the other half receive ‘business as usual’. If progress is made in the treatment group, researchers can be more confident that it was as a result of the treatment, as opposed to some other factor. In this example, the RCT was in fact ‘four armed’, with groups including: teachers using QTR led by a researcher; teachers using QTR led by a trainer; teachers using a standard peer-observation approach; and a group using only their usual approach to professional development.
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