
 

 

  

Message from the team 

 
Continuing Professional Development (CPD) for teachers has an 
important role to play in enhancing both teaching quality and 
learning outcomes, but it is relatively recently that we have really 
begun to understand which kinds of CPD are most effective.  
 
There is now a considerable body of evidence to suggest that 
one of the most powerful forms of CPD occurs when teachers 
undertake their own classroom based inquiries, using a form of 
action research, and share their outcomes in a collaborative 
community of peers. 
 
Research evidence from around the world on this topic suggests 
that four key claims can be made:  
 
• When teachers explicitly shift their role to become 

learners/researchers there is a positive impact on learning 
outcomes for students 
 

• Collaborative CPD is positively linked both to improvements 
in teacher performance and to learner outcomes 

 
• Theories of change which focus on engaging and 

supporting teachers work best 
 

• Meeting regularly in teacher learning communities with a 
focus on creating action plans to change practice is a good 
way of changing teachers’ habits. 
 

In this digest we explore the research that led us to make these 
claims and include practical advice drawn from practitioners 
who have been undertaking action research in their own schools 
and engaging in collaborative learning communities for a 
number of years. 

 

Bill Lucas and Janet Hanson  
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Good Practice Example 
 
Highlands College in Jersey has just 
published the outcomes of its year-
long action research project focused 
on How to Teach Vocational 
Education. Nearly all the teaching 
staff participated in the project by 
developing individual or collaborative 
action research enquiries that they 
implemented, evaluated and wrote 
up for publication on the eedNET 
website. The majority of staff found 
that their students learning outcomes 
were enhanced, in addition to 
noticing a growth in their own 
professional competence and 
understanding of their student’s 
learning. Their reports are available 
here: 
http://www.highlands.ac.uk/university
-centre/how-to-teach-vocational-
education/ 
  

 

http://www.highlands.ac.uk/university-centre/how-to-teach-vocational-education/
http://www.highlands.ac.uk/university-centre/how-to-teach-vocational-education/
http://www.highlands.ac.uk/university-centre/how-to-teach-vocational-education/
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Before we examine the research evidence 
about CPD it is worth clarifying some key terms 
that we use throughout this digest, starting 
with CPD itself.  

 
Continuing Professional Development 

 
Continuing professional development (CPD) is 
a term used by many professions to convey 
the idea that individuals should aim to 
continuously improve their professional skills 
and knowledge after they have initially 
qualified or completed their basic training 
(Bolam et al. 2005).  CPD describes learning 
both from courses and from ‘on the job’ 
learning opportunities in the workplace. Some 
CPD schemes are linked to standards of 
performance, documented and used as 
evidence towards claims for advancement. 
Some professions, particularly those in the 
health sector, have compulsory CPD 
programmes. We use the term in this digest in 
its generic sense rather than linking it to any 
specific scheme for teaching professionals.  
 

Professional learning 
 
Professional learning is defined as ‘the growth 
of teacher expertise leading to a change in 
practice that results in improved pupil 
learning’ (New South Wales Institute of 
Teachers, 2007, cited in King, 2014, p.90.). It is 
a proactive concept that implies teachers 
taking responsibility for their own professional 
advancement rather than being ‘developed’, 
which some feel implies that individuals are 
lacking in some skill or knowledge that requires 
remedial input from others to develop. 
 

Professional learning communities 
 
Professional learning communities (PLC) are 
groups of teachers who have the collective 
aim of enhancing student learning. Their 
intention is to support the development of the 
individual and the group and they value 
openness, inclusivity, mutual trust and respect. 
PLCs often operate at the whole school level 

 
 
 
and some, such as eedNET, have an 
international membership, united by a shared 
vision and sense of responsibility for student 
learning. Collaborative learning between 
teachers as peers and between teachers and 
students is a further defining feature of a PLC 
(Bolam et al. 2005). 
 

Communities of practice 
 

PLCs are often associated with communities of 
practice (CoP) through which groups of 
people who share a concern for something 
interact regularly. But a CoP is not just a group 
sharing a common interest; its members share 
a common passion to learn from each other 
to improve their own practice. Etienne 
Wenger (1998) is a major champion of CoPs 
and argues that that engagement in social 
practice is the fundamental process by which 
we learn and gain a sense of identity - in this 
case, the sense of professional identity that 
teachers gain through CPD.  
 

Collaborative learning 
 
Collaborative learning is a defining 
component of PLCs and CoPs. The Centre for 
the Use of Research and Evidence in 
Education (CUREE) defines collaborative CPD 
programmes as ‘specific plans to encourage 
and enable shared learning and support 
between at least two teacher colleagues on 
a sustained basis’. It goes on to define 
‘sustained’ as a period of at least twelve 
weeks or one term (CUREE 2011). 
 

Action research 
 
Action research is the method of choice for 
teachers who engage in classroom- based 
CPD.  It comes in many forms but its primary 
focus is to enable practitioners to research 
their own practice systematically and apply 
their findings to changing their practice in an 
appropriate direction.  The word ‘research’ 
may suggest associations with university 
education departments and access to large  
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scale surveys and data sets that make this 
form of CPD appear to be beyond the 
resources of many schools, or not applicable 
to large numbers of teachers within a single 
school. However, implementing action 
research as small-scale, classroom-based, 
teacher enquiry focused on professional 
learning can be both accessible and 
influential in terms of its impact on classroom 
practice and the quality of student learning 
(McNiff, 2005). 
 
Ray Bolam, et al. (2005) Creating and Sustaining Effective 
Professional Learning Communities, DfES Research Report 
RR637, University of Bristol. Available: 
http://dera.ioe.ac.uk/5622/1/RR637.pdf  Accessed 
24 November 2014. 

Centre for the Use of Research and Evidence in Education 
(CUREE) (2011) Evaluation of CPD providers in England 
2010-2011: Report for School Leaders Coventry: CUREE.  
Available: http://www.curee.co.uk/files/publication/[site-
timestamp]/CPD%20providers%20report%20-
school%20leaders%20final.pdf Accessed 24 November 
2014. 
 
Fiona King (2014) Evaluating the impact of teacher 
professional development: an evidence-based 
framework. Professional Development in Education, 40 (1), 
89–111.  
 
Jean McNiff (2005) Action research for teachers: a 
practical guide. Abingdon, Oxon.: David Fulton Publishers. 
 
Etienne Wenger (1998) Communities of Practice: Learning, 
Meaning and Identity. Cambridge: Cambridge University 
Press. 

 

Teachers as learners and researchers 
 
Effective CPD begins with teachers shifting their role from teacher to learner and recognizing 
that the evidence from educational research is applicable to their own practice.  However, 
as the Sutton Trust (Robert Coe et al., 2014) points out, there are many challenges to 
overcoming teachers’ reluctance to use  research evidence and many ‘myths’ about 
teaching practice that remain in practice long after they have been shown to have no 
tangible impact on student learning. The approach to CPD that is needed to move teachers 
on is one that requires a shift in mindset from teacher to learner.  
 

Shifting role from teacher to learner 
 
There is evidence to suggest that when teachers explicitly shift their role to become learners 
and researchers, and we talk less about teachers being ‘developed’ through CPD and more 
about professional learning, there is also a positive impact on learning outcomes for students. 
One of the most influential assertions about the value of this change in emphasis from 
development to learning is made by John Hattie. When considering evidence for the effect 
size on student learning of over a 130 different factors that have purported to be influential on 
student learning, he maintains that: 
 

‘The remarkable feature of [all this] evidence is that the biggest effects on 
student learning occur when teachers become learners of their own 
teaching, and when students become their own teachers…Many of the 
most debated issues are the ones with the least effects.’ (John Hattie, 2009) 
 

In their substantial review of the impact of professional learning on outcomes, Helen Timperley 
and colleagues summarised the scale of the potential impacts in one curriculum area: 
  

‘Opportunities for teachers to engage in professional learning and 
development can have a substantial impact on student learning. For 
example, in literacy studies, substantial effect sizes were reported by 
Phillips, McNaughton, and MacDonald (2001) (ES = 0.48) and by Timperley 
(2006) (ES = 0.89). These gains equate to more than two years’ progress in 
one year. (Timperley. 2007, p. xxv) 

http://dera.ioe.ac.uk/5622/1/RR637.pdf
http://www.curee.co.uk/files/publication/%5bsite-timestamp%5d/CPD%20providers%20report%20-school%20leaders%20final.pdf
http://www.curee.co.uk/files/publication/%5bsite-timestamp%5d/CPD%20providers%20report%20-school%20leaders%20final.pdf
http://www.curee.co.uk/files/publication/%5bsite-timestamp%5d/CPD%20providers%20report%20-school%20leaders%20final.pdf
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Daniel Muijs and his colleagues point out that this focus on CPD as professional learning rather 
than information giving aligns much more closely with the principles of learning that teachers 
are encouraged to apply to their own teaching. This is much more likely to empower them to 
embed new approaches in their own classrooms:  
 

‘Making connections, developing metacognitive awareness, and taking 
control of one’s own learning through self-regulation are important to 
promoting learning of both students and those who teach them.’ (Daniel 
Muijs et al., 2014, p.246)  

 
In order to encourage a ‘teacher as learner’ mindset, schools could: 
 

Explicitly make teacher learning a goal of CPD rather than focus on 
information giving 
 
Develop a school policy on learning about the impact of CPD on student 
outcomes, and use the outcomes to plan further enhancements to 
teaching 
 
Train teachers in the skills of action research and evaluation 

 
 
John Hattie (2009) Visible Learning: a synthesis of over 800 meta-analyses relating to achievement. Abingdon: 
Routledge. 

 
Daniel Muijs, Leonidas Kyriakides, Greetje van der Werf, Bert Creemers, Helen Timperley & Lorna Earl (2014) State of 
the art – teacher effectiveness and professional learning.  School Effectiveness and School Improvement: An 
International Journal of Research, Policy and Practice, 25 (2), 231-256.  
 
Robert Coe, Cesare Aloisi, Steve Higgins, and Lee Elliott Major, (2014) What makes great teaching? Review of the 
underpinning research.  London: Sutton Trust. Available:  http://www.suttontrust.com/researcharchive/great-
teaching/  Accessed 24 November 2014.  
 
Helen Timperley et al. (2007) Teacher Professional Learning and Development: Best Evidence Synthesis Iteration. 
Wellington, New Zealand: Ministry of Education. Available: http://www.oecd.org/edu/school/48727127.pdf 
Accessed 24 November 2014. 
 

 
Embedding research evidence through teacher inquiry 

 
So why don’t teachers incorporate research evidence in their practice more readily? It is 
possible that education policies based on the research seem remote from the daily realities 
faced by teachers in the classroom, or that teachers don’t value the theory underpinning the 
research because it does not appear relevant to their specific school or to their students’ 
learning needs. The answer to this challenge may lie not only in involving teachers in CPD that 
focuses on their professional learning but also in ensuring that this learning places their 
students at the centre of the process.  This is exactly what happens when teachers engage in 
classroom-based action research. Daniel Muijs has a powerful argument in support of this 
approach:  
 

‘While knowledge of such practices [new methods] is very important, 
student learning and well-being cannot be seen as by-products of effective 
teaching and professional learning, but rather as the reason to engage, the 
basis for understanding what needs to change, and the criteria for deciding 
whether those changes have been effective’ (Muijs et al. 2014, p.249) 

 

http://www.suttontrust.com/researcharchive/great-teaching/
http://www.suttontrust.com/researcharchive/great-teaching/
http://www.oecd.org/edu/school/48727127.pdf
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So a teacher enquiry begins with the students and focuses the teachers’ learning and 
investigation primarily on meeting students’ needs. It involves teachers in finding out more 
about their students’ needs, developing new skills and learning about new practices. 
Teachers then engage the students in a new learning experience and evaluate the impact 
of their actions on student learning.  The cycle below illustrates how this is played out.  

 
Figure 1 Teacher enquiry and knowledge-building cycle to promote important outcomes for students. 

(Daniel Muijs et al. 2014, p.247) 
 

This is very similar to the eedNET action research cycle which starts with the premise that 
teachers need to focus on their students and learn more about their needs before putting 
into practice an intervention. We also stress the importance of articulating a clear research 
question in the format ‘If I do X, will Y happen?’ This ensures that teachers are taking 
ownership for their intervention and are committed to 
evaluating the outcomes with their students. The value of 
action research is widely recognised: 
 

 ‘the value of action research [is] in promoting self-
reflection, a focus on the practical and the applied in 
research terms, and in engendering a sense of 
ownership, engagement and commitment to CPD and 
quality improvement on the part of practitioners’ 
(Atkinson et al. 2009, ii) 

 
The value of engaging in action research based teacher 
inquiry as CPD becomes even stronger when the enquiry is 
undertaken in collaboration with others. 
 
Ian Atkinson, Simon James, Andrew Morris (2009) Identifying the Success 
Factors, and Building Capacity, for Action Research in the Learning and Skills 
Sector: A Report to the Learning and Skills Improvement Service (LSIS) Leeds: 
ECOTEC.  
 
Daniel Muijs, Leonidas Kyriakides, Greetje van der Werf, Bert Creemers, 
HelenTimperley & Lorna Earl (2014) State of the art – teacher effectiveness 
and professional learning, School Effectiveness and School Improvement: An 
International Journal of Research, Policy and Practice, 25:2, 231-256.  

 

Good Practice Example 
 
Some schools have appointed a 
member of staff specifically to lead 
on research and support teachers 
in developing evidence-based 
practice. Wellington College, an 
independent school in Berkshire, 
which is also a teaching school, 
aims to create a ‘laboratory of 
learning’ and share research 
evidence of best practice with 
local schools, rather than relying on 
‘hunches’ or ‘village wisdom’ 
about what works.  
 
Sean Coughlan [12 June 2014] School 
appoints 'head of research'. 
http://www.bbc.co.uk/news/educatio
n-27803949 
Accessed 24 November 2014. 

 

http://www.bbc.co.uk/news/education-27803949
http://www.bbc.co.uk/news/education-27803949
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Collaborative CPD 
 
We have seen that when teachers become learners and engage in learner-centred 
classroom inquiries, outcomes for both teachers and learner are enhanced.  However, this 
focus for CPD also encourages collaboration between teachers, which, in turn, promotes 
further benefits for professional learning.  
 
Our claim about the value of action research and collaborative learning in supporting 
effective professional learning for teachers owes much to a significant body of research 
conducted by Philippa Cordingley and her CUREE team between 2003 and 2005. 
 
For teachers, the team identified improvements which included greater confidence, 
enhanced self-efficacy and a commitment to changing practice. For learners, improvements 
included increased motivation, better test results, better organisation of work and increased 
sophistication in answering questions. There was also some evidence 
to suggest that where CPD aimed to increase collaborative working 
amongst students, the collaboration amongst teacher participants 
acted as a model. 
 
Philippa and her research team suggest that when teachers write 
about their CPD activities (for example action research reports) they 
tend to have more impact if they describe both their methods and 
any concrete evidence of outcomes for teachers and for learners. 
They also proposed some additional factors that influence the 
effectiveness of collaborative CPD which schools should consider.  
 
Effective collaborative CPD is:  
 
Classroom-based and takes place within the school  
 
Collaboration between teachers which is focused around active 
experimentation, with pairs or small groups having greater 
impact than large groups 
An effective vehicle for securing teacher commitment and 
ownership of CPD in cases where it is not possible for the 
teachers to select a CPD focus of their choice 
 
A more recent CUREE (2011) analysis of the impact of CPD also reported that collaboration 
with colleagues during CPD programmes supported effective learning. 
 
Collaborative CPD also:  
 

Enables teachers to engage in dialogue about learning  
 
Encourages teachers to make links between their professional 
learning and their students’ learning 
Sustains teachers through times of vulnerability when they are 
experimenting with new practice and encourages risk-taking 

Provides practical support for teachers, for example, through peer 
observation 
Supports the embedding and transformation of practice between 
teachers 

 

Good Practice Example 
 

Bayhouse School very clearly 
promotes its support for CPD 
based on teacher inquiry by 
publishing an annual research 
journal called Bayhouse 
Journal of Educational 
Research. In the latest issue, 
No. 4 February 2014, there are 
published accounts by  
Bayhouse teachers who have 
undertaken international 
exchanges and worked 
collaboratively with 
international teachers who 
visited the school. 
 
Copies are available from 
Bayhouse School, Gosport, PQ12 
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We referred earlier to the importance of having a sustained period for CPD and all the 
research points to the importance of undertaking collaborative CPD over an extended time 
frame. It appears that the longer the time period, the greater the benefits. Ronald Gallimore 
(2009) and his research colleagues in USA demonstrated that using an inquiry-focused 
approach with teaching teams over a five year period resulted in teachers moving from an 
emphasis on just trying a variety of teaching strategies to actually figuring out a teaching 
solution that produced an improvement in learning. Teachers developed a greater sense of 
self-efficacy as they began to attribute positive changes in learner outcomes to their own 
teaching interventions, rather than to external causes such as the students’ backgrounds.   
 
Guidelines for developing collaborative CPD include:  
 

Provide stable ‘protected’ settings within which teachers can 
convert their knowledge gained from traditional CPD events to 
create better lessons and practices. For example, re-orient everyday 
staff meetings to include discussion on aspects of teaching practice  
 
Form learning teams of those teaching similar subjects and include 
learning support staff 
 
Train teams to use a cycle of collaborative inquiry where they set an 
explicit goal for student learning, implement it, track student progress, 
and move on to another goal if successful, or cycle round again if 
the goal had not been reached 
 
Use an inquiry-focused protocol to structure, but not prescribe, the 
focus of the intervention 
 
Train peer-facilitators to guide colleagues through the process  
 
Have assistance for teams available from a member of SLT  
 
Give teachers time to persist with cycles of the intervention until they 
begin to see results in learner outcomes and attribute these to their 
own actions 

 
Centre for the Use of Research and Evidence in Education (CUREE) (2011) Evaluation of CPD providers in England 
2010-2011: Report for School Leader.  Manchester: TDA. Available: http://www.curee-paccts.com/publication/tda-
evaluation-cpd-providers-national-cpd-database-reports Accessed 24 November 2014. 
 
Philippa Cordingley et al. (2003) The impact of collaborative CPD on classroom teaching and 
practice. London: EPPI Centre.  

 
Philippa Cordingley, Bell, M, Thomason, S., Firth, A. (2005) 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? London: 
EPPI-Centre. 
 
Ronald Gallimore, Bradley A. Ermeling, William M. Saunders, Claude Goldenberg, (2009) Moving the 
Learning of Teaching Closer to Practice: Teacher Education Implications of School-based Inquiry 
Teams. Elementary School Journal (special issue). 
 
 
 
 

http://www.curee-paccts.com/publication/tda-evaluation-cpd-providers-national-cpd-database-reports
http://www.curee-paccts.com/publication/tda-evaluation-cpd-providers-national-cpd-database-reports
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Theories of change and leadership for CPD 
 
Those who have a leadership role in schools and colleges have a critical part to play in laying 
the foundations for effective collaborative CPD, as Daniel Muijs rightly points out: 
 

Teachers cannot meet new challenges in teaching and learning alone, so 
everyone who has a place in the chain of influence from policy to practice 
needs to ensure that the right conditions for professional learning are in 
place. (Muijs et al., 2014, p.249.) 
 

Change theory 
 
Michael Fullan (2006) has led the world in summarising an approach to improvement centred 
on motivating teachers in communities of practice. He concludes that there are several 
promising theoretical approaches which focus on motivating and engaging teachers to 
cultivate real change in their classroom practice. These include an emphasis on ‘capacity 
building with a focus on results’, creating real world contexts for teacher learning, being 
mindful of the influences of external context, promoting reflective practices and ‘persistence 
and flexibility’. He acknowledges the value of professional learning communities through 
which teachers share their experiences, but the most effective model for these is one which 
encourages sharing between schools, rather than just focusing on exchanges within a single 
school.   

Active leadership for sustained change 
 
It can be difficult to link professional development to positive changes in learner outcomes, 
but this is often because the CPD focuses on short term interventions rather than on longer 
term impact. Noticing impact requires schools to sustain the use of new practices, and Fiona 
King (2011) stresses that school leaders can make a significant contribution to sustaining 
professional development practices in the longer term. She is quite specific about the ways in 
which leaders should facilitate this.  She reviewed the impact of introducing peer tutoring for 
literacy to nine year olds in five primary schools in Ireland over a ten week period. The 
programme required collaboration between teachers to make changes to their classroom 
practice but the culture engendered by the school leadership also encouraged teachers to 
share and reflect on their experiences together. 
 
The initial outcomes were very positive, with improvements in reading accuracy and 
increased learner motivation reported, but the main thrust of Fiona’s research, undertaken 
three years after the initial intervention, was to find out if the practice had been sustained 
and to identify which leadership features had contributed to this.   
 
From her interviews with teachers, she concluded that CPD was more effective when leaders: 
 

Provide top-down support for a teacher-owned CPD initiative 
 
Provide time for teachers to collaborate and arrange the school  
timetable to facilitate this, by providing teaching cover where 
necessary  
Ensure teachers have access to resources such as books, folders etc 
to support their classroom based inquiry 
Act as an advocate for the CPD initiative and ensure it is added to 
staff meeting agendas for regular discussion 
 
Demonstrate trust in teachers as professionals and do not 
micromanage the initiative 
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Michael Fullan (2006) Change Theory: a Force for School Improvement. Centre for Strategic Education Seminar Series 
Paper No 157. Victoria, Canada: Centre for Strategic Education. Available: 
http://www.michaelfullan.ca/media/13396072630.pdf    Accessed 24 November 2014. 
 
Fiona King (2011) The role of leadership in developing and sustaining teachers' professional learning. Management in 
Education 25(4) 149–155. 
 
Daniel Muijs, Leonidas Kyriakides, Greetje van der Werf, Bert Creemers, Helen /Timperley & Lorna Earl (2014) State of 
the art – teacher effectiveness and professional learning, School Effectiveness and School Improvement: An 
International Journal of Research, Policy and Practice, 25:2, 231-256.  

 
Professional learning communities 

 
An effective method for changing teachers’ habits is not just to ensure collaboration in CPD, 
but to also to facilitate regular meetings in teacher learning communities which have a focus 
on creating action plans to change practice. These communities, real or virtual, facilitate the 
dissemination of research applied to practice and encourage sharing of good practice 
between colleagues, both inside the school and externally. This is essential for successfully 
embedding teachers’ habit change and also helps to dispel teachers’ fears that “This will 
never work” because they see it working for others.  
 
Dylan Wiliam has shown how effective CPD requires teachers to work in a structured 
environment over time: 
 

‘Aside from individual coaching for every teacher, which would be beyond 
the budgets of most schools, the most promising approach we have found 
for focusing on teacher actions is teacher learning communities. In these 
small, building –based groups, each participating teacher develops a 
specific action plan for what he or she wants to change in his or her 
classroom practice. The groups meet regularly to support team members in 
carrying out and refining these plans.’ (Wiliam, 2008) 
 

One of the most significant factors in motivating teachers to actively participate in CPD is the 
development of interpersonal relations between teachers within learning communities.  
Dorothy McMillan (2014) and her colleagues found that after career advancement and 
personal achievement, the most significant factors affecting teachers’ engagement in CPD 
were strong interpersonal relations, situations where colleagues presented feedback on their 
CPD experiences to each other, and having a school policy that valued engagement with 
CPD.  
 
She therefore advocates that: 
 

Teachers’ effective engagement in CPD must be motivated by their 
personal needs, so a school CPD policy should be broad enough to 
allow teachers choice to focus on needs that match their personal 
and career goals  
 
Teachers talking to each other about the CPD they have undertaken 
encourages motivation to engage in further CPD  
 
Schools should develop a culture that supports the expectation that 
teachers will engage in CPD 

 
 

http://www.michaelfullan.ca/media/13396072630.pdf
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Dorothy J. McMillan, Barbara McConnell & Helen O’Sullivan (2014) Continuing professional development – why 
bother? Perceptions and motivations of teachers in Ireland, Professional Development in Education. DOI: 
10.1080/19415257.2014.952044 
 
Dylan Wiliam (2008) ‘Changing Classroom Practice’. Educational Leadership,  65: 4, 36-42. Available: 
http://rapps.pbworks.com/f/Julia%20Articles%20ASLI%202011.pdf Accessed 24 November 2014. 

 
Habit change is hard work! 

 
Helen Timperley reminds us that changing teachers’ habits is hard! Conseqently, one cycle of 
action research is rarely enough to produce outcomes sustainable in the long term.  She 
highlights the many variables which can combine favourably or less so to effect change, 
including:  
 

Time available for teachers 
 

Role of external experts 
 
Degree to which teachers had become ‘stuck’ in prevailing ways of 
seeing learners 
 
Extent of opportunities to participate in a professional community of 
practice 
 
Use of existing research, for example, from professional bodies 
 
Extent to which school leaders actively fostered a learning culture 
and created the conditions for distributed leadership. 

 
All these issues need to be addressed or, as Sameerah Farouk (2014) points out, resistance to 
change based on the fear that moving from the status quo will lead to greater stress, more 
work and unfamiliar routines, will persist.  
 
 
Sameerah Farooq “This Will Never Work!” – Exploration of Resistance to Change. 21 October, 2014. Teacher 
Development Trust. Available: http://tdtrust.org/this-will-never-work-exploration-of-resistance-to-change/ 
 
Helen Timperley et al. (2007) Teacher Professional Learning and Development: Best Evidence Synthesis Iteration. 
Wellington, New Zealand: Ministry of Education. Available: http://www.oecd.org/edu/school/48727127.pdf 
Accessed 24 November 2014. 
.  

 
 
 
 
 
 
 
 
 

http://rapps.pbworks.com/f/Julia%20Articles%20ASLI%202011.pdf
http://tdtrust.org/this-will-never-work-exploration-of-resistance-to-change/
http://www.oecd.org/edu/school/48727127.pdf
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10 Top Tips for success 
 
In this digest we have suggested many ways in which teacher professional development may 
be enhanced through the use of action research based, collaborative inquiry and 
professional learning communities. In addition to the sources already cited, the Expansive 
Education Network also draws on its practitioner community. At a recent event educators 
identified their 10 Top Tips for ensuring success in introducing action research for professional 
teacher learning in a school or college. These are: 
 

1. Dedicate time to CPD to demonstrate that it is valued as much as 
‘playing the Ofsted game’ 
 

2. Model the action research behaviours in front of colleagues you 
want to convince 
 

3. Provide opportunities for teachers to personalise CPD activity to 
their own interests 
 

4. Share results of CPD activity in a range of different ways 
 

5. Celebrate the results and publish the outcomes of teachers’ 
action research inquiries 
 

6. Review midway through the programme and adapt and change 
it if necessary 
 

7. See it as integrated with what you already do, not in addition  
 

8. Teachers can act as a model for their students if they demonstrate 
taking ownership of their own professional development 
 

9. Acton research should be considered to be part of the job of 
teaching 
 

10. Action research is about demonstrating professional honesty and 
engagement with continuous improvement 

 
 
 
 
 
 
 
 
 
 
 
 

 
Research summary compiled by Dr Janet Hanson at the 
Centre for Real-World Learning 
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