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ABSTRACT

GILLIAN ANN TURNER

FACILITATING IMPROVEMENTS IN TEACHING AND LEARNING
THROUGH SELF-DIRECTED PROFESSIONAL DEVELOPMENT

In post-compulsory education settings opportunities for more appropriate
interpersonal communication between a teacher and their students are required.
However, reflective practice, proposed as a means of empowering teachers to
enhance the process of teaching and learning, is neglected or ineffective and
action research, suggested as a way of facilitating reflective practice, may not
always be appropriate or possible. Thus, there is a need to better understand how
to encourage teachers’ participation in, and enable their accomplishment of,
reflective practice aimed at self-directed improvements in teaching and learing.

Volunteer teachers in post-compulsory education settings used a Communication
Styles Questionnaire to identify the pattern of interaction between themselves and
their students with a view to developing, where desired, a wider, more flexible
stvle of communicating to enhance teaching and learning. Using an action
research methodology and a case study method, these instances of reflective
practice were examined to establish the process involved in, and the influences on.
improving teaching and learning. In addition, previous experiences of self-
directed professional development engaged in by these teachers were investigated.
to illuminate ways in which desires and attempts to improve teaching and learning
are generally facilitated and hindered.

The findings indicate that a majority of teachers engage in self-directed
professional development on at least an occasional basis and. therefore, in
principle, may be favourably disposed towards reflective practice; reflective
practice may be facilitated primarily by collaboration, time, teacher autonomy and
cultural change within the institution; the process of accomplishing self-directed
improvements in teaching and learning through reflective practice mav be best
guided by a revised action research model.

Recommendations are put forward to enable reflective practice and the

development of teaching and learning to be a natural and integral part of a
teacher’s experience and expectations.
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PREFACE

The author of the thesis

The author of this thesis is not, nor ever has been a teacher within the educational
sector. After spending fourteen years working in the financial services industry
she became a mature student at Oxford Brookes University studying psychology
and statistics (BSc. 1 class honours, 1996). During this time, alongside an
aptitude for analysing and interpreting data, an interest in issues of personal
development and individual differences was developed.  This interest

subsequently became the foundation for this research.

As a consequence of the author’s background, this enquiry into the professional
development of teachers was not approached with, nor informed by, a first-hand
knowledge or understanding of the experiences and issues that are key to the work
and lives of teachers. Instead, insights into matters of a contextual nature were
gained from her encounters with teachers during her recent role as an
undergraduate student; from conversations with the participants during the
research itself;, and from background reading. As the research progressed, the
author’s grasp of a teacher’s perspective on their environment and circumstances
broadened and has resulted in a thesis focused on the practicalities, rather than the
policy, of enabling teachers to become more effective facilitators of teaching and

learning.

Exactly how the author became involved in the research is explained in the next

section.

Preface Xii



The origins of this thesis

This thesis has its roots in the Communication Styles of Teachers project, directed
by Dr. Joe Harkin (Harkin and Davis, 1996a, 1996b; Harkin ef al., 1999). The
project is primarily focused on the development of a Communication Styles
Questionnaire (CSQ) as a means by which teachers may reflect on how they tend
to interact with their students, with a view to broadening their repertoire of styles
when they wish to do so. Initially, the author of this thesis was employed as a
researcher on the project to assist with the development and validation of the CSQ
(about which more is said in chapter three). However, as the development of the
CSQ progressed, the researcher’s attention became more focused on a new,
separate strand of enquiry concerning how teachers direct their own professional
development. This distinct enquiry is the subject matter of the research upon
which this thesis is based. Consequently, it should be clarified that, whilst the
CSQ has a central role in the research as a methodological tool for prompting

reflective practice, the thesis is not a critique of the CSQ.

Dr. Joe Harkin has remained closely associated with this study as it has
progressed. This has been in a number of capacities. Firstly, he was appointed as
the researcher’s Director of Studies and, in that capacity, has advised on and
guided the course of the research. Secondly, he has acted as a role model for and
trainer of the researcher in the use of the CSQ and certain other research
techniques employed in the study. Thirdly, as director of the Communication
Styles of Teachers project he has been interested in determining what can be
learned from the research about the efficacy of the CSQ as a tool for self-directed
professional development and how the questionnaire may be further developed.
As a consequence of this involvement, Dr. Harkin’s presence at various points in

the study is acknowledged where appropriate in the main text.
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The structure of the thesis

In order to help the reader understand the progression of the investigation, the
manner in which the evidence was found and the ways in which conclusions were

drawn, there follows a description of the structure of the thesis.

The opening chapter sets out the rationale for investigating the process of, and
influences on, the self-directed professional development of teachers and reviews
the literature concerning the appropriateness of reflective practice and action
research in assisting this activity. This is followed by an explanation of the
methodology in chapter two and an introduction to the Communication Styles
Questionnaire in chapter three. Chapter four then describes Phase One of the
study and the creation of the opportunity for teachers to direct their own
professional development, aimed at improving teaching and learning, without the
application of any particular model to guide them. As a consequence of reflective
practice having occurred and subsequent development being reported during this
initial phase, a further and broader literature review of the process of, and
influences on, self-directed professional development is carried out in chapter
five. This review provides the foundation for Phase Two of the study, reported in
chapter six, which explores and analyses the teachers’ experiences of reflective
practice, both in Phase One and on previous occasions. Although a model of the
process of self-directed professional development is identified during this second
phase, the factors that may facilitate this activity are not so clear. Therefore,
Phase Three of the study was designed to illuminate this issue and chapter seven
explains this final aspect of the investigation. Chapter eight concludes the thesis
by drawing together the findings from the three phases and providing
recommendations for promoting and facilitating the self-directed professional

development of teachers, aimed at improving teaching and learning.
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CHAPTER ONE

THE NEED TO FACILITATE IMPROVEMENTS IN
TEACHING AND LEARNING

Introduction

This research is concerned with facilitating improvements in teaching and
learning within post-compulsory education settings. It is not focused on
professional development that is imposed on teachers by ‘someone outside the
classroom’ (Richardson, 1990:11). Instead it focuses on professional
development that is self-directed which, based on a definition of continuing
professional development, is considered as instances of people taking
responsibility for identifying and attending to all types of learning needs of
themselves and their institutions (Craft, 1996). In addressing this issue, the
research seeks to illuminate the nature of, and influences on, reflective practice -
one particular form of self-directed professional development - and to identify
ways of encouraging participation in, and accomplishment of, this activity as it

relates to improving teaching and learning.

This opening chapter sets out the rationale for engaging in this research. Firstly, it
explains the need for improvements in the process of teaching and learning. It
does so by showing that interpersonal communication is an important component
in effective teaching and learning but that appropriate interpersonal
communication is often not incorporated in post-compulsory education settings.
Seconcily, it explains the need to empower teachers to exercise their responsibility
for enhancing opportunities for effective teaching and learning. It shows that
reflective practice, which provides a framework for teachers to review and
develop teaching and learning, may lack efficacy and may require a model -
possibly action research - to encourage and facilitate attempts to improve teaching
and learning. Thirdly, as a consequence of these two points, it concludes by

stating how an investigation into instances of self-directed professional
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development aimed at improving teaching and learning, that do not draw on a

specific model, may illuminate ways in which reflective practice can be

encouraged and facilitated.

»

The need to improve the process of teaching and learning

The importance of interpersonal communication in teaching and learning

The research upon which this study is based, together with the relevant literature,
shows that interpersonal communication, comprising language, social interaction
and affect, is an important dynamic in effective teaching and learning (e.g.
Vygotsky, 1962, 1978; Bruner, 1966; Greenhalgh, 1994; Goleman, 1996).
Interpersonal communication can be an influence on both the elicitation of what
an individual already knows and the enabling of that individual to develop further
their abilities and understandings. However, as a later part of this chapter shows,
the kind of interpersonal communication which may facilitate this development is

not always found in educational settings.

The idea that interpersonal communication facilitates learning is embedded in the
work of Vygotsky (1962, 1978) into language and social interaction. He
perceived that during childhood an individual moves from using language purely
as a means to communicate overtly with others, to using language as an
instrument to direct their own internal dialogue and thoughts to deal with
problems they encounter in their environment and to guide and regulate their
behaviour. This ability to use abstract verbal concepts allows the
conceptualisation of alternative and increasingly complex constructions and
meanings. These, in turn, provide opportunities to learn: to acquire new

understandings, insights, ways of interpreting events and planning for future

actions.

»

Vygotsky perceived learning fundamentally as a social process. From the start of

life, a child interacts with others. This interaction leads them to construct
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understanding and meaning from the speech of others; provides nurture and
support for their efforts to achieve their goals; introduces thinking and acting in
more complex ways in order to master new skills and competencies which they
found previously unattainable. In these collaborative activities with more expert
or adept persons, Vygotsky noticed a child often achieved more than could be
done alone. Consequently two key ideas emerged. One was the zone of proximal
development - the measure of learning potential which exists between an
individual’s present development level and that which they are able to reach with
the aid of others. The other was that teaching and learning should be based on
social interaction, led by instruction which is set in advance of present abilities,
using language to introduce new concepts and synthesise them with existing
meanings and ideas. In this way, at any stage of life, with the assistance of more

capable others, tasks and learning beyond immediate capabilities can be attained.

Vygotsky's work was extended into the realm of formal education by Bruner
(1966). - He perceived that language and social interaction were essential to
learning - for the intellectual development of individuals, and for equipping them
to fully participate in discussion and debate within their society, thus contributing
to the development of their own culture. To this end, Bruner considered that the
educational experience should enable participants to engage in dialogue and
interaction, help them negotiate meaning, allow them to create or constitute
knowledge and provoke them into moving through the zone of proximal

development.

To facilitate formal learning in this way Bruner explicated Vygotsky’s process of
collaborative learning. Observing the way mothers interact with their children
during a construction task, it was noted that a combination of general and specific
instructions geared towards a child’s successes and failures guided the child’s
progress. The idea of ‘scaffolding’ (Wood et al, 1976) was derived and became
an effective way for teachers to organise their interpersonal communication with
learners and promote cognitive development within the zone of proximal
development. By engaging the learner in dialogue and interaction with the

teacher the student’s thought processes can be stimulated to nurture ideas and

Chapter One The need to facilitate improvements in teaching and learning 3



enquiry and to encourage competency. Through this interaction, which develops
through a process of prompts, pointers and questions from the teacher, a learner is
facilita;ed in the organisation and mastery of their experience. They construct or
extend current skills and knowledge and consequently develop higher levels of
competence and control. With this comes a gain in confidence and ability to
investigate and develop their own ideas and direct their own learning: Eventually
little or no help is required from the teacher as learners become equipped, through
their interaction with the more expert other, to instruct or scaffold themselves
through tasks.

More recent research (e.g. Salmon and Claire, 1984; Light and Glachan, 1985;
Gillies and Ashman, 1997) shows how interpersonal communication between
learners, and not just between teacher and learner, can promote effective learning.
These studies have found that when learners work in collaborative peer groups
learning gains can occur. The act of collaboration permits learners to talk to each
other about possible solutions to problems or tasks and engages them jointly in
practical actions needed to test potential outcomes. The process of collaboration
can encourage learners to think aloud, acknowledge their own and each others’
uncertainties, formulate ideas together, compare and negotiate differences, support
each other in the process and create a sense of commonality of purpose. The
dialogue, discussion and argﬁment can stimulate enquiry, enable alternative
constructions of knowledge to be shared or created between learners and allow
them to explore their own sense of meaning. The sociality and commonality of
the group setting can also allow power and authority to be released from the
realms of ‘teacher talk’ to the students’ own conversations, giving them freedom
to shape their own understanding and providing the opportunity for them to have

more responsibility for constructing and organising their own learning.

Interpersonal communication has not been perceived purely as a combination of
language and social interaction but is also seen to include an affective mode.
Goleman (1996) and Greenhalgh (1994) summarise research from the past
twenty-five years concerning the place of affect in education and conclude that, in

learning, it is as important to attend to the emotions as it is to cognitive capacities.
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Insights into the brain’s structure indicate that there is an interplay between
thinking and emotions and, when passions overwhelm reason, the ability to think
and learn is disrupted (LeDoux, 1998). When individuals are frequently unable to
recognise and handle their emotions this can lead to a failure to realise their
potential as they neglect developing ways of managing their lives or interacting
well with others. Since most emotional responses are learned and reinforced
through experiences of life, it follows that those responses which hinder an
individual’s ability to develop can be unlearned, avoided or diffused. This can be
achieved by making the individual feel safe, modelling to them ways of
appropriately handling situations and emotions or helping them to create
alternative, less damaging emotions. In educational settings, this ‘schooling of the
emotions’ demands a key role be played by teachers. Primarily, this role requires
that teachers create a safe environment by displaying affective behaviours such as
unconditional positive regard for learners (Rogers, 1969, 1983) and modelling
appropriate handling of situations and emotions. Additionally, it may mean

teachers offering learning support, such as guidance and counselling (Huddlestone
and Unwin, 1997).

A growing literature cites a link between effective learning and the quality of the
teacher-learner relationship, as exhibited by teacher behaviour. Tabberer (1994)
summarised conclusions from various studies in compulsory education in
countries such as England, The United States of America (USA), Canada and
New Zealand. His conclusions indicate that positive correlates with student
achievement are found when teachers are warm, enthusiastic, consistent,
supportive and helpful of students when needed; negative correlates occur when
teachers are strongly critical, dislike students, and concentrate on discipline and
authority measures. Wubbels ef al. (1993) investigated interpersonal relationships
in secondary education in The Netherlands, the USA, Australia and Israel.
Students considered their best and ideal teachers to be strong leaders (confident,
clear, enthusiastic about the subject, holds the students’ attention, knows what is
going on in class); friendly (helps students with their work, is someone the
students can depend on, has a sense of humour, can take a joke, creates a pleasant

atmosphere in class) and understanding (trusts the students, talks to the students
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when they disagree with the teacher, explains things again, listens to the students,
realises when students don’t understand, is patient). In addition, students desired
more co-operation from teachers in their interpersonal communications with
students, as displayed in the characteristics of being friendly and understanding,
rather than dominance as displayed by leadership. This too was detected by Deiro
(1996) from her observations of six competent secondary teachers - effective
interpersonal communication involved a bonding between teacher and students.
This required teachers to treat students with dignity and respect; to establish and
maintain high academic standards for students in the belief that they can be
reached; to communicate care for the students by giving time, attention and
support to individuals; to create a safe environment in which students can learn;
and to develop a close and trusting relationship through appropriate self-

disclosure.

Similar findings are emerging in post-compulsory settings. Schneider et al.
(1985) researched effective teaching in an adult degree program in an American
university by comparing a group of particularly effective teachers with a control
group. Those perceived as highly effective were student centred; displayed high
levels of positive regard for their learners, showed sensitivity to the special claims
of adult learners; identified students’ learning needs and interests; and engaged
with their students’ interests, attitudes and experiences. In England, Grayson et
al.(1998) write about the importance of the teacher-student relationship in that
students both expect and want their lecturers to be approachable and a source of
help, not only in respect of academic problems but personal problems too. Harkin
(1998), when interviewing students in further education, found that many of the
characteristics mentioned in describing the ‘tutor from whom the student learned
the most’ related to the affective dimension of interpersonal communication -
having a sense of humour, being understanding, encouraging students, being
helpful and friendly, being interested in the subject and providing good
explanations. Research in Norway (Johannessen ef al., 1997) also indicates that
affective and emotional aspects of the interpersonal communication between

teacher and student were related to students’ overall satisfaction with a teacher -

Chapter One The need to facilitate improvements in teaching and learning 6



being made to feel secure and accepted on the part of the teacher were the major

factors.

.

The lack of interpersonal communication in teaching and learning contexts

There is considerable evidence supporting the view that learning is facilitated by
interpersonal communication. However, over the years, this is not reflected
substantially in the reality of either compulsory or post-compulsory education.
For example, in secondary education, back in the late 1960s, Barnes (1969) noted
that interpersonal communication was restricted to that which occurred between
teacher and learners, with the type of language prevalent tending to suppress
rather than create opportunities for learning. Teachers used, or expected from
their secondary school students, language which led to passive learner
participation and learning by reproduction. The asking of factual rather than
reasoning questions, closed rather than open questions and the lack of interest in
using anecdotal contributions restricted learners' chances to develop both their
own th'inking for themselves and their power of using language to determine their
realms of private and personal meaning. Interpersonal communication in the
classroom as a means of exchanging ideas, making observations and formulating
meaning in an activity shared by teacher and students alike in a setting openly

available to all participants was limited.

Later Phillips (1985) noted that whilst there had been moves during the seventies
which permitted children to chatter whilst they worked and encouraged them to
discuss things in small groups, there remained deficiencies in the styles of
discourse used by teachers to intervene, support and extend middle and secondary
school pupil learning in their peer interactions. Of the five modes of discourse
which he identified, he perceived only two as providing a framework in which
students could learn to challenge, question, suggest and hypothesise - the
Hypothetical (‘what if? how about?') and Experiential (' remember once..."). The
other modes had deficiencies in terms of restricting the public consideration of the
reasoning processes by which a speaker selects one suggestion rather than another

(Argumentational - ‘yes but, yes well..."); discouraging the articulation of
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thoughts, possibilities and probable outcomes (Operational - use of ‘this, that,
these' etc.); and failing to engage everyone in the process of reflective thought and
communication of their considered reasoning (Expositional - use of 'where, what,
who, which, why' etc.). In general, the structure of classroom discussions did not
direct participants’ attention to the content and purpose of conversation and
engage them in a shared process of review and knowledge construction. Thus
many teachers, whilst allowing interpersonal communication between learners,
failed to provide the help and guidance needed to move them towards another

level of understanding.

More recently Newton and Harwood (1993) concluded that the transformation of
teaching from the dominant ‘transmissive-didactic’ mode to more interactive
approaches is far from complete. A small sample of classroom observations
considered the extent of the adoption of active learning strategies (discussions in
pairs, small groups, games, simulations, role-play or practical activities) after
several decades of promotion by the likes of Barnes, Flanders (1970) and
Delamont (1976). Analysis found strong evidence that the quality of teacher-
student relationships was good with teachers displaying sensitivity, care, respect
for pupils, good humour and leadership. However, the degree to which active
learning strategies were experienced by students was limited. Four broad
catego;ies of teaching strategy were noted - ‘Active/ progressive’, ‘Discipline-
based’ ‘Skill-based’ and ‘Disrupted’. The dominant classroom experience was
still discipline-based teaching (47% of lessons) which was characterised by
objectives concerned with outcomes; right and wrong answers; high levels of
teacher control and domination of the interaction; and passive students reacting to
teacher prompts rather than initiating their own enquiries. Active/ progressive
teaching (process oriented; learning related to experience; teacher acts as a
facilitator of student enquiries, discussions, interpretation and use of knowledge;
problem solving and decision making a feature) accounted for only 18% of the
lessons. In concluding, Newton and Harwood suggested that interactive styles of
teaching were less prevalent than generally supposed. Students continued to lack
opportunities to develop skills in problem solving, decision making and

leaderspip; their development of qualities of sensitivity, responsibility, care and
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.

respect for others was diminished, as was their ability to work collaboratively

with each other in groups.

Although there is a smaller and much more recent literature in post-compulsory
education, the situation appears to be similar. Firstly, opportunities for interactive
learning in Further Education (FE) need increasing - Dearing (1996), found
indications from employers’ perceptions of the low ability of many school leavers
to communicate effectively and to take responsibility. Abilities which could and
should have been learned through an interactive curriculum - good inter-personal
skills including the experience of team working, presentation and interview skills,
positive problem-solving approaches, and planning and management skills - were
perceived as insufficient to equip learners for the world of work. Evidence that
this may be due to schools and colleges continuing to treat learning as the
transmission of knowledge from teacher to learner is provided by research into the
communication styles of teachers (Harkin and Turner, 1997). Even when teachers
were perceived to be otherwise effective, Harkin and Turner found that many
students were restricted in the opportunities they had for developing and
controlling their own learning, particularly in matters of presenting work to
others, exercising choice in their studies and assignments, and carrying out their
own research. Further confirmation that some teachers still view students as
passive receptacles rather than as active participants in the creation of their own
understanding is provided by the Further Education Funding Council (FEFC).
Inspection reports of some colleges cite that classroom interaction in some areas
of the curriculum lacks stimulation (FEFC, 2000), interest (FEFC, 1999a) and
efficacy (FEFC, 1997a).

Secondly, the affective element is also sometimes insufficiently developed. The
Further Education Development Agency (1998), reviewing non-completion of
GNVQs, found that failure to complete courses was linked to students’
dissatisfaction not only with the perceived quality of teaching, but also with their
relationships with teachers and the help and support that was provided. By
contrast, staff rarely perceived these relational aspects as the problems for non-

completion, instead attributing drop-out to low student motivation or ability.
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Consequently, this dissatisfaction with the perceived teacher-student relationship
on the part of the students, and the lack of awareness of its significance on the part
of institutions, are major contributors to low retention rates recorded across the

sector and to missed opportunities for student achievement (FEFC, 1997b;
Martinez and Munday, 1998).

In Higher Education (HE) similar findings to those in FE are found. Dearing
(1997) reported employers’ dissatisfaction with the inadequate communication
skills of a substantial number of graduate entrants; found a predominance of
transmission mode teaching and learning; and stated the need for students to
become more active participants in the learning process. The struggle to provide
warmth in student-teacher relationships is also evident. Yorke (1999) found that
non-completion for almost a quarter of those students who failed to complete
courses was influenced by ‘inadequate staff support outside the timetable’ and
‘lack of personal support from staff’. Sumsion (2000), a lecturer in HE, confirms
this, declaring that for all her good intentions, it is difficult to sustain care for
students in the context of escalating expectations, commitments and constraints
experienced in the university workplace. This challenge to maintaining an ‘ethic
of care’ was attributed to increased workloads, pressures to publish and to attract
research funding whilst simultaneously maintaining the teaching role amidst

diminishing resources and, often, a lack of recognition.

Clearly, in post-compulsory education settings, as in compulsory settings, there is
a need to improve levels of interpersonal communication to enhance students’
experience of effective teaching and learning. However, that classroom
interaction even in post-16 education is still dominated by teacher talk is due, in
part, to the acquiescence of students to what they perceive as the norm for
learning settings. Through a process of socialisation during their early years in
compulsory education students have come to see the teacher as the one who holds
power in the classroom (Ruddock, 1991). Teachers exert control over their
students and the situation through their status as adults; through their traditional
authority as a teacher; through their legal authority and through their expertise in

the subject matter being taught (Hargreaves, 1972). In response, students perceive
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their role as being to accept and obey. Consequently they do not feel in a position
to voice their own questions or interpretations or to actively seek their own
understandings. They have become dependant on the teacher for their own
certainty of knowledge, are reluctant or scared to take responsibility for the
construction of their own understanding, or are unaware that this is a valid option.
This attitude persists when they enter post-compulsory education because, as

Ruddock says, it is difficult to shake off after so many years.

Teachelrs not only establish the teacher control-centred classroom but also help to
maintain it, often out of a lack of awareness, anxiety or lack of trust. Young
(1992), analysing transcripts of classroom discourse, found that even teachers who
professed to offer pupils a chance to talk and express themselves failed to do so in
reality. One such teacher dominated classroom talk 50% of the time; posed only
‘closed’ questions which restricted the flow of conversation; and did little to
encourage pupil-pupil interaction. Through her lack of awareness of the quality
and quantity of her talk, student participation in and ownership of the learning
process was reduced. Hargreaves (1988) expressed how teachers feel vulnerable
and uncomfortable if they move outside the confines of the familiar transmission
mode, becoming anxious about their personal competence, style, and professional
security. Ruddock (1991), reviewing sixth-form teaching in 20 schools, states that
many teachers perceived themselves as providers of knowledge rather than
facilita;cors or guides of students’ own development of their intellect because they
did not trust the students’ abilities to think and create meaning for themselves. In
order to cover the curriculum and ensure good examination grades, it was deemed
unsuitable to introduce a more enquiry based approach to teaching.
Consequently, since students themselves have no strategy for modifying teacher

behaviour, the instructional mode is maintained.

This form of interaction, persistent throughout much of a student’s educational
experience, is not serving them well. Whilst it can be argued that standards are
improving (Department for Education and Skills (DfES) 2001a, 2001b), this is
sometimes at the expense of students’ general motivation towards education and

achievement. Substantial numbers of learners in secondary schools find school
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work boring (30%); count the minutes to the end of their lessons (70%); and take
the view that they would rather not go to school (30-40%; Barber, 1994). This
affects their longer term aspirations with only 71.6% making the transition into
post-compulsory education at the age of sixteen (DfES, 2001c). This number is
further reduced to 36.9% at the age of eighteen (DfES, 2001c) as students
continue to experience ‘boring classes’, ‘bossy teachers’ and being treated ‘like
kids at school’ and, consequently, opt to withdraw from education rather than
complete their studies (Martinez and Munday, 1998). The figures are even less
for those who continue into higher education. Yet, research suggests that more
stimulating and interesting teaching and learning, incorporating greater levels of

interpersonal communication, may help to reverse the trend.

It was .hoped that the introduction to post-compulsory education of key skills,
including Communication, Working with Others, Taking Responsibility for Your
Own Learning and Problem Solving, would alter the process of learning so that
students would be more active and work together to direct and develop their own
knowledge and understanding (Harkin et al., 2001). The intention was that this
range of generic skills, focusing on effective communication and collaboration,
would be developed through a process in which individuals practise the skills in
their everyday learning. The use of these skills would be thé medium through
which learning and teaching took place, and would relate to and occur within the
students’ specific programme of learning. However, ultimately, only three out of
seven key skills originally proposed became mandatory for some learners -
Communication, Number, and IT - and were bolted on to existing programmes of
learning as discrete units instead of being an integral part of the learning process.
Since many teachers themselves do not feel equipped to develop the skills, often
learners work at them in a decontextualised way, with staff who are not their
vocational or academic subject teachers. As Harkin concludes ‘the endeavour to
equip young people with the knowledge and skills they need in order to feel
personally engaged in education and training, and to succeed in developing their
talents, is thwarted’ (Harkin et al, 2001, p.31). The hope that key skills would

help transform the dominant curriculum and pedagogy has not been realised.
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The need to empower teachers to improve the effectiveness of

teaching and learning

Reflective practice as a framework for development

Recent models of good practice for tutors in FE and HE (Further Education
National Training Organisation (FENTO), 1999; The Institute for Learning and
Teaching in Higher Education (ILT, 1999) encourage teaching and learning to be
carried out, adapted and developed within a framework of reflective practice.
This notion of reflective behaviour is not new but it can be viewed from several

angles.

Dewey' (1933) proposed that purpose, direction and achievement in learning come
from thoughtful action as distinct from impulsive action which may satisfy desire
but otherwise leave intellectual advancement out of reach. Thus, a teacher needs
to observe the conditions and circumstances of the teaching and learning
environment, and develop an understanding of the significance of what is
observed in relation to who the students are, their powers and their objectives.
This approach provides a basis for the selection, organisation and provision of
experience, methods and materials that can bring about the intellectual growth of

the students and the professional development of the teacher.

Schén (1983; 1987) noted that problems in real-life professional situations
frequently do not present themselves neatly to be solved through the application
of pre-defined knowledge and theory (technical rationality). Instead problems
require the professional to engage in reflective conversations within the situation,
to propose and test solutions, and to redefine the problem with each new
interpretation and outcome. For Schon this kind of reflection-in-action is needed
in education to bridge the gap between the conception of professional knowledge
acquired during training and the realities faced by teachers in the classroom.
Research driven understandings of learning need to be subordinated to a
‘reflective practicum’ in which teachers are coached to develop and use an
enquiry mode of critique in their day to day activities. This requires teachers to

observe their own teaching behaviours, theories and actual student learning
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outcomes, and to challenge their perceptions in a reflective dialogue by
considering differences perceived between their conceptions of professional
practice and their descriptions of reality. In this way practice and beliefs are
informed and new plans and actions are implemented. Consequently, this
reflective activity can bring about an awareness of what is needed to promote

more effective teaching and learning.

Kolb views reflection as part of a continuous learning process whose purpose is to
effect relearning through a cycle which appraises experience (Kolb, 1993). The
place of reflection in a four stage cycle is to review experience, firstly observing
and questioning it (reflective observation) and secondly analysing it, drawing
conclusions and forming hypotheses (abstract conceptualisation). This double
activity of reflection leads subsequently to actively testing the implications (active

experimentation) which gives rise to a new experience (Figure 1.1).

Figure 1.1 Kolb’s Experiential Learning Cycle
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Kolb’s perspective is that reflection on its own is insufficient to alter situations
and that individuals also must involve themselves fully and with open minds in
new experiences which lead to adaptations of and in the social and physical
environment. Thus implementing the Experiential Learning Cycle helps an
individual to move from actor to observer and back again as the process
progresses. For teachers this means moving from the experience of taking a
lesson to reflecting on perceptions of how the lesson went and proposing
improvements, and back to implementing the proposals in another lesson, which

then forms a new experience around which the cycle continues.

Like Kolb, Carr and Kemmis (1986) perceive the practice of reflection as both
action oriented and a continuous spiral. Critical reflection consists of planning
actions, implementing the proposals, monitoring the actions and then evaluating
them in the light of evidence collected. However, instead of an individualistic
process it is seen as a collaborative process engaging other participants affected
by the action in a joint enquiry through communication, decision making and
further action. Through researching and critiquing their own situation within the
overarching social and institutional norms, their beliefs, goals and actions can be
viewed, discussed and developed in light of both their perceptions and those of
others, such as colleagues, students, parents. Within this social forum those

involved are collectively empowered to transform the particular situation that
affects them.

The terminology and processes differ between each of these descriptions of
reflective practice. Yet, there are commonalities which allow reflective practice
to be defined as an activity that requires teachers to become learners, responding
to their experience of teaching with a conscious and deliberate intent to check
their practice, critically evaluating its everyday content with the objective of
bringing about improvement or transformation where appropriate. However,
fostering reflective practice as a wide-spread and effective means of bringing

about improvements in teaching and learning is problematic.

Chapter One  The need to facilitate improvements in teaching and learning 15



Fostering reflective practice

The difficulty in fostering reflective practice lies partly in there being no
mandatory requirement for a reflective stance towards teaching practice to be
taken and partly in there being no widely recommended model to enable the
process of reflection to be effective. Consequently, two aspects impede the
adoption of a truly reflective approach to teaching. One is lack of time (van Lier,
1996), linked to the absence of a mandatory requirement; and the other is lack of
appropriate form and purpose (Ecclestone, 1996), linked to the need for an

effective model.

Lack of time during the working day makes it difficult for reflective practice to be
accomplished. The daily demands of teaching make it hard to step back and
consider what is going on and why some things are happening. There is little
space or opportunity during the ‘press’ of the working day (Huberman, 1983 cited
in Fullan, 1991, p.33) to consider long term perspectives; to have meaningful
interactions with colleagues; for discussion, assessment and exploration of
opportunities for teaching and learning. Whereas teachers are sometimes given
time for planning, time is not officially set aside for reflection. Any time given to
staff development initiatives tends to focus on new information, ideas, strategies
and not on the practice and meaning of their current pedagogical experiences.
Consequently, reflective activity, and subsequent improvements in teaching and
learning, is limited to those with the most enquiring minds prepared to invest in it
in their own time. A way needs to be found to encourage teachers to adopt a

reflective stance.

Lack of appropriate form and purpose (Ecclestone, 1996), or content (van Lier,
1996), has led to the suggestion that much of what passes for reflective practice in
professional development is not reflective practice (Ecclestone, 1996). Since
what a teacher reflects on and why is not guided by a common approach, a myriad
of options exist, yet not all are effective. Consequently, instead of teachers
engaging in an enquiry that explores, explains and questions practice and theory,

values, principles and ideology, they are often merely participating in an activity
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that is a means for evaluating and accounting for competence. Instead of selecting
both a focus for reflection that is appropriate for their level of skills acquisition
(between novice and expert) and a process of reflection that exposes them to
different rationales and models of development, teachers at whatever level are
increasingly asked to consider their practice in the light of externally defined
criteria, techniques and methods. Teachers’ autonomy over the development of
their environment as a result of independent and thoughtful enquiry is minimised
as reflective practice is reduced to little more than ensuring teaching is ‘the
efficient and effective application of knowledge to given ends’ (Ecclestone,
p.155); the examination of why it is so practised and how it could be improved is
sidelined. This is reinforced by the fact that teachers have little feedback from, or
discussion with, peers or students about their effectiveness, a consequence of
working in isolation from their colleagues (Hargreaves, 1988) and rarely
possessing an appropriate means with which to engage students in a useful review
of classroom interaction (Harkin et al., 1999). Teachers require opportunities for
and assistance with reflecting on day to day teaching and learning practices in

order to implement effective professional development.

It is recognised that more teachers need to be enabled to engage in a critical,
thoughtful, systematic consideration of teaching. To this end, action research has
increasjngly been suggested as a means to facilitate reflective practice (e.g.
Hopkins, 1985; Carr and Kemmis, 1986; Elliott, 1991; McNiff, 1993). It is seen
as providing a way of reflecting on teaching which links theory and practice,
encourages both practical concerns and the wider socio-political context of
educational work to be addressed simultaneously and in situ, and seeks
improvement. Elliott (1991) defines action research as ‘the Study of a social
situation with a view to improving the quality of action within it’ (p.69). ‘The
fundamental aim of action research’ he declares, ‘is to improve practice rather
than to produce knowledge’ (p.49). Carr and Kemmis (1986) go further in stating
that action research aims not only to improve practice but also to improve both
‘the understanding of the practice by its practitioners; and .... the situation in
which the practice takes place’ (p.165).
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The characteristics believed to make these improvements possible, derived from
the work of Lewin (1946) on bringing about change in social situations, are the

participative, collaborative nature of the research and successive cycle of

activities.

Action research is concerned with people examining their own practice within the
community in which it takes place, with a view to bringing about improvement
(e.g. Kemmis and McTaggart, 1988; Kemmis and Wilkinson, 1998; Elliott, 1991;
Winter, 1989; McNiff, 1988, 1993). It is research by those involved in the
situations and not research done on them by others. This enables individuals to
investigate their own reality taking full account of their own perspectives, placing
the decision making process into their hands and empowering them to determine
where,"how and when to intervene in their own situations. It is a collaborative
examination, taking place within and working with the community of others who
are engaged in, affected by or interested in the situation, bestowing a sense of
equality of status on all involved - colleagues, students, parents, principals,
universities, for instance. This, states McNiff (1988), encourages dialogue - the
sharing of perspectives, experiences, ideas, objectives; leads to common
understandings and the moving of views; encourages participants to question their
practice and to articulate their own answers, in order to explore new ways of

working that are beneficial to the community as a whole.

Participative collaboration contains features which can encourage and lead to a
greater understanding of and an improvement in practice through the application
of the action research cycle, described later in this chapter. These features are
relevance, autonomy and challenge. Relevance is created as teachers focus the
research process on aspects of their own practice and, as potential benefits from
this emerge, they act as a spur for further improvements (McKen, 1996). By
directing the research process and determining the outcomes for themselves,
participants exercise responsibility for their own actions, experiencing an
autonomy which empowers them to believe in themselves and to use their own
abilities to effect change (McKen, 1996; Kemmis and Wilkinson, 1998; McNiff,

1993). By interacting with others in the research enquiry, each individual’s
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subjectivity (starting points and assumptions) is considered, taken as provisional
and challenged as to its significance to the situation (Winter, 1989), prompting
individuals to critically review how their current understanding shapes and
constrains their action and to explore the possibility of improvement (Kemmis and
Wilkinson, 1998).

Literature supports the role of participative collaboration in contributing to
successful reflection and the development of practice through action research.
Reid (1988) describes how she and her students collaborated in the development
of the curriculum, negotiating what would be studied and how it would be studied
in a course. She explains how, through this interaction, she was ‘astounded at the
differences between what I had anticipated the areas of study would be and what
the students themselves decided they needed to know’ (p.115) and was
encouraged to adapt her plans to accommodate the students’ views. By viewing
her students as responsible, trustworthy people capable of directing their learning
in a meaningful way, she re-defined her role as teacher not as one of controlling
what happened but as one of leading students in furthering their own

understanding.

The benefits of collegial collaboration are evidenced by (1999a) who, as a
principal manager, investigated the effect of incorporation on staff motivation by
carrying out a survey of colleagues’ views. This provoked discussion among
staff, raised their awareness, influenced their determination to do something about
the results and provided impetus to address the concerns. The effect on the staff
was of a sense of them and their views being appreciated; the effect on Lumby
was a sense of reassurance gained from knowing that she was not alone in his

views on the issue and had support for taking action.

Bone (1996), a head teacher, explains how collaboration works with a number of
individuals in different roles but all acting as critical friends - someone who will
offer a critique of and support during the research process (Lomax et al. 1996;

Kember and Gow, 1992). His deputy head provided a challenge to the way he
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handled situations and another staff member questioned some of his actions, both
prompting extra reflection; an old school friend, not connected with education,
enabled him to explain himself more clearly; the support group of other head
teachers suggested alternative avenues for consideration, and assisted him to
identify and clarify situations and meanings within his research focus. As Bone
sought improvements the various critical friends responded in a range of different

ways to help him reflect on and validate his research claims.

Another dimension of collaboration is the involvement of university researchers
as part.ners. Garrido et al (1999), as university researchers, fostered teacher
development by stimulating intellectual curiosity and a desire to study in a
systematic way and then helping the school staff involved to think collectively,
search for collective solutions, learn the art of dialogue, become more capable in

critical reflection and be more daring in implementing change.

However, participative collaboration is not unproblematic or always viewed
favourably. Involving students in the critique of one’s professional practice can
be seen by others as a confession of not having got it right, as the ultimate in
‘publicly confessing to shortcomings in ... expertise, and ... likely to lower the
image of the profession’ (James and Ebbutt, 1980, quoted in Elliott, 1991, p.59).
Collaboration with colleagues can have mixed effects as promoting reflective
conver3ations, informing practice and building relationships also carry the risk of
exposing areas of perceived weakness; encourage latent conflicts and tensions into
the open; and give rise to a sense of vulnerability and judgement in front of others
(Elliott, 1991). It can also be looked on with suspicion because it may result in
involving colleagues in more work (Lumby, 1999b). The position of researchers
from outside the immediate research situation who participate as facilitators or
partners can also be difficult. Gorodetsky et al (1997) reveal the possibility of a
conceptual gulf between external researchers and teacher researchers with the two
parties ascribing different meanings to the same terms and associating them with
different practices, hindering both collaboration and progress. Elliott (1991)
shows that whilst the role of external facilitators is unlikely to constitute any

threat to the professional autonomy of those researching their own practice and
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their involvement can foster capacities for self-reflection, analysis and theorising,
it can also lead to unequal power relations. Instead of all participants having
equal status, external researchers can be perceived by others as having all the
answers or themselves treat the theoretical perspectives as solely their territory.
These attitudes can influence the extent to which others are willing to develop
their own reflection and concepts, creating an atmosphere whereby ‘insider’
(practitioner) researchers are disempowered, restricted in their contribution to
dialogue, dependant on the facilitators for self-understanding and defensive about
their own practice. The involvement of someone who holds a position bof power is
also two-edged (Lumby, 1999b). For instance, a head teacher’s authority can be
used positively to increase the possible use of the research but negatively to force
others into co-operating in the review of their practice. However, Coleman (1999)
states that the lack of involvement, interest and support from someone in a
position of power can frustrate the potential use of the research findings because it
lacks the necessary authority to push through its implementation in a wider

context.

Despite these drawbacks, participative collaboration is perceived to empower
individuals to investigate, understand and develop their practice in a personalised
way, yet with the support, encouragement, critique and like-minded purpose of
others which provides the incentive to continue the exploration. However it is the
second characteristic of action research - the action research cycle - which
provides a mechanism for ensuring that the investigation is carried out in a

manner that is illuminative and rigorous.

The action-research cycle is a sequence of steps involving a spiral of self-
reflective cycles (Kemmis and Wilkinson, 1998). The classic activities which
form this cycle (Figure 1.2) are commonly described as planning, acting,

observing and reflecting (e.g. Kemmis and McTaggart, 1988; Winter, 1989;
Elliott, 1991).
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Figure 1.2 The action research cycle

REFLECT

K OBSERVE j

Engaging deliberately in these activities, according to Kemmis and McTaggart
(1988) means:

e identifying a general focus and developing a plan of critically informed action

to improve the current situation,
e taking action to implement the plan,
e observing the effects of the action in the context in which it occurs, and

e reflecting on the effects as a basis for further planning, action, observation

etc.

When followed in a systematic manner, each stage is mutually supportive of and
feeds into the next. This makes it possible to enter the cycle at any stage and
follow it through its logical sequence, although it is assumed that one should
begin with a general focus around which a plan should develop (e.g. Kemmis and
McTaggart, 1988). Thus participants are offered an integrated method for initially
reviewing a situation in order to identify, articulate and attend to a particular area
of interest or concern, and continuing that reflection and development through a

succession of cycles. Hence a cycle of enquiry is created.
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The details of each stage (Kemmis and McTaggart, 1988; Elliott, 1991) are
important to explaining why the action research cycle is effective in bringing
about contextual understanding and improvement. Planning concerns looking
ahead to future events or situations, with the intention to take action, and involves
theorising about what might be appropriate, assessing risks, considering and
negotiating constraints and resources, deeming what is possible. Taking action
means implementing the plan, creating a new event or situation- taking risks in a
purposeful, deliberate and controlled manner, putting ideas into practice in real
time, in context, being flexible and open to change in the light of emerging
circumstances. The action is then subjected to observation, where the event or
situatian is monitored in order to describe perceptions of the facts of the situation,
the effects of the action and the way in which circumstances limit or enhance the
intended effects. This observation becomes the basis for reflection which seeks to
describe, explain and evaluate the relevant facts, issues, processes and problems
that have arisen from the experience so that the situation is further illuminated for
future planning. When participants complete an action research cycle they meld
together experience and theories, reflection and action, with the result that

understanding may be enhanced and improvement may be achieved.

The nature of the different activities are perceived by Kolb (Kolb and Fry, 1975;
Kolb, 1993) and Winter (1989) to be the crux of why the action research cycle
works. The four activities are distinct from each other and also describe conflicts
between opposing ways of dealing with the world. Two dialectics are involved -
the cor;ﬂict between focusing on experience (through observation of events and
situations) and theorising (through planning for future events and situations), and
the conflict between reflection (through description, explanation and evaluation )
and action (implementing the plans). To effectively reinterpret and reshape an
event or situation individuals must negotiate the tensions and resolve the conflicts
arising from all four activities. For instance, since purposeful action is not
achieved solely through experience and experience is not reshaped by considering
only the theoretical possibility of change, an individual needs to be able to move
between being an actor, involved in and dominated by experience (the observation

stage) and being an observer, detached from, analysing and creating concepts
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about experience (the planning stage). Similarly, as a predominance of reflection
on experience will inhibit active testing of theories, and constant action and
experithentation will preclude the development of thinking intelligently about
experience, an individual needs also to be able to move between interpreting the
data collected from experience (the reflective stage) and actively testing the
theories subsequently devised (the action stage). Hence no stage of the cycle is
sufficient by itself to bring about effective understanding and improvement, and
the provision of the cycle encourages individuals to engage in every stage to
confront the conflicts and avoid any tendency to specialise around a preferred
activity. In these ways, the action research model is said to work and an
individual can gain new experiences, perspectives, understanding and knowledge

to improve future experiences.

This classic presentation of the action research cycle - planning, observing,
reflecting and acting - can make it appear that implementation is straightforward
and the content of the cycle is uncontested. This is not the case. Fixing the focus
for improvement in advance can prove to be unrealistic as the underlying nature
of the initial idea turns out to have been misunderstood; what was originally
identified as a need for improvement is superceded by the emergence of another
more pressing issue during the course of the research; the idea becomes an issue
about which the researcher can do nothing. Instead what is required, states Elliott
(1991), is that the general idea be allowed to shift according to the prevailing
circumstances. Rigid adherence to the cycle can also be too constricting, stifling
creativity, restricting the exploration of novel situations and unknown aspects. In
these circumstances the cycle needs to be adapted so that the researcher creates
their own framework within which related problems can be pursued without
losing sight of the main focus (McKen, 1996). 1t is also perceived as being purely
mechapistic, a system that when used alone allows the researcher to move round
the loop of activities without having to account for their own personal and
professional development - the practitioner is not required to confront how and
why their practice originated in the first place, nor to offer explanations of how
and why they have been prompted to change and neither do they have to
demonstrate publicly that their activity has led to improvement (McNiff, 1988).
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This is why McNiff and Zuber-Skerritt (1992) view the cycle as only fully
effective when used in collaborative settings which introduce an elemeht of public
accountability to fellow researchers that will encourage practitioners to explain
how they have come to understand their own practice, to produce personal
theories of education and to substantiate their claims for knowledge. The cycle
can also be daunting to those who are new researchers or lack confidence in
undertaking research (Kember and Gow, 1992) and, therefore, help has to be
sought to develop the necessary skills to tackle each stage. It takes time, energy
and determination to complete the cycle and bring about improvement or change
(Hopkins, 1985; Coleman, 1999; Lumby, 1999¢). It also requires the exercise of
care so as not to interfere with the practitioner researcher’s primary role of
teaching whilst seeking at the same time to develop that very same practice

(Hopkins, 1985).

In summarising the impact of action research on a teacher’s consideration of
improving teaching and learning, its strengths can also be deemed to be its
weaknesses. People working and dialoguing together with the common objective
of improving the situation encourages reflection and development. Implementing,
in a systematic way, discrete yet connected stages of activities - planning,
observing, reflecting and acting - helps them maintain their focus, be persistent
and take action. However, when collaboration fails, is perceived as too risky or
threatening; or the action research cycle is perceived as too cumbersome, or used
too prescriptively or mechanistically then reflection and development is hindered.
In addition intra-personal factors such as determination and energy, and extra-
personal factors such as time appear to influence individuals’ abilities to

successfully engage in this form of enquiry into their practice.

The conclusion to be drawn about the use of action research is that whilst it
addresses some of the concerns about how to foster reflective practice, it may not
be suitable for all circumstances and may, itself, require facilitating to ensure and
enable wider use. Therefore, some doubts surround the adequacy of this model as

a useful approach to encouraging and enabling reflective practice.
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The proposal to investigate reflective practice and self-directed

professional development

It has been argued in this chapter that there is a need to improve levels of
interpersonal communication in post-compulsory education settings in order to
enhance students’ experience of effective teaching and learning. Reflective
practice has been proposed as a means of empowering teachers to accomplish
such improvements. However, it is often neglected or ineffective and, therefore, it
requires facilitation. Action research offers a way of incorporating and assisting
reflection within a teacher’s everyday activities but problematic aspects of the
model lead to querying whether it is approbriate or sufficient for ensuring wide-

spread and effective reflective practice.

.

One way of considering the suitability of action research is to investigate
examples of reflective practice, aimed at improving teaching and learning, which
do not resort to the application of any particular model to facilitate the activity.
By observing and enquiring into these instances insights into the process involved

in, and influences on, improving teaching and learning can be gained.

Furthermore, as reflective practice is only one form of achieving sélf-directed
improvements in teaching and learning, investigating other experiences of self-
directed professional development could illuminate ways in which participation
in, and accomplishment of, improvements in teaching and learning are facilitated
and hindered.

\ ]

The understandings gained from these two sources could identify ways of
promoting participation in, and enabling accomplishment of, reflective practice
aimed at self-directed improvements in teaching and learning. It should then be
possible to assess whether action research should be pursued as an appropriate
strategy for encouraging and empowering improvements in teaching and learning

through reflective practice, or whether alternative or additional means should be
recommended.
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This research

This research aims to enquire into the facilitation of self-directed improvements in
teaching and learning. Firstly, this entails the investigation of teachers’
experiences as they engage in reflective practice without the application of any
particular model to assist the activity. Secondly, it involves an examination of
other instances of self-directed professional development which the participants
have previously undertaken. The manner in which self-directed improvements in
teaching and learning are achieved is examined and the influences on teachers’
participation in, and their accomplishment of this activity are considered. It is
anticipated that the outcomes could be used to inform the facilitation of reflective
practice aimed at self-directed improvements in teaching and learning in post-

compulsory education settings.

The research adopted an action research methodology (described in chapter two)
and was carried out over a three year period in post-compulsory education
settings. Using the recently developed Communication Styles Questionnaire
(Harkin ef al., 1999) to identify patterns of interaction between a teacher and their
students, volunteer teachers explored their interpersonal communication with one
or more student groups with a view to developing a wider or more flexible style of

communicating to enhance teaching and learning.

Two broad research questions were formulated:

o If, following the use of the Communication Styles Questionnaire, teachers
developed aspects of their interpersonal communication, how had such self-
directed professional development aimed at improving teaching and learning

been achieved and influenced during this experience of reflective practice?

e What do these, and other, experiences of self-directed professional
development indicate about how best to encourage teachers’ participation in,
and enable their accomplishment of, reflective practice aimed at self-directed

improvements in teaching and learning in post-compulsory education
settings?
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The methodology and design of the study are explained in more detail in chapter

two.

»
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CHAPTER TWO

THE RESEARCH METHODOLOGY

Introduction

As outlined at the end of chapter one, this research is an enquiry into the
facilitation of improvements in teaching and learning. This involves the
investigation of teachers’ experiences as they engage in reflective practice without
the application of any particular model to assist the activity, and an examination
of other instances of self-directed professional development which the participants
have previously undertaken. The manner in which self-directed improvements in
teaching and learning are achieved is explored and the influences on teachers’
participation in, and their accomplishment of this activity are considered. It is
anticipated that the outcomes could be used to inform the facilitation of reflective
practice aimed at self-directed improvements in teaching and learning in post-

compulsory education settings.

This second chapter outlines the approach to the research. It states the
characteristics inherent in the study; explains the suitability of action research as
the meﬁodology and multiple case studies as the method; describes the sampling,
data collection and analysis procedures and gives due attention to issues of

validity and ethics.

Characteristics required of the methodology

The fundamental feature of the research is the way that teachers were invited to
participate jointly with the researcher in an investigation into the nature of self-
directed professional development and the influences on participation and

accomplishment of this activity. The instances of self-directed professional
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development that were to be researched would involve volunteer teachers using
the Communication Styles Questionnaire (CSQ) to identify and explore their
interpersonal communication with one or more student groups with a view to
developing a wider, more flexible style of communicating to enhance teaching
and learning. A methodology suitable for the research had to take into account
the fundamental feature mentioned at the start of this paragraph and criteria
regarded as basic to the notion of self-directed professional development and the
development and use of the CSQ, which is described fully in chapter three. It

needed:

e to allow teachers to participate jointly with the researcher in researching the
nature of the review and development of their communication style, and the

influences upon their participation and accomplishment;

e to allow each teacher to engage in reflective activity on their communication

style with a view to improving teaching and learning;

e to allow each teacher to take responsibility for directing their own review and,
where desired, development of aspects of their communication style which

could improve teaching and learning;

e to provide the opportunity for students to co-participate in the review and the

possible development of a teacher’s communication style;
e to be sensitive to context;

e to enable the researcher and Communication Styles project director to work
alongside each teacher to facilitate understanding and interpretation of the

CSQ profiles and to follow each teacher’s progress through the study;

e to allow the researcher to reflect on the outcomes of each phase of the

research and to follow-up in ways most appropriate to the progress of the

study.

It was concluded that an action research methodology would satisfy these

requirements.
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The methodology of action research

In chapter one action research was reviewed as a method which could facilitate
reflective practice. However, it is also considered to be a methodology which can
be used as the framework for research. To consider it as a research methodology
it is necessary to turn to the work of Kurt Lewin (1946) from which action
research evolved. Lewin advocated action research as a means of reflective
enquiry by participants in a social situation in order to bring about understanding,
improvement and transformation of that situation. This was seen to be achieved
best through a cycle of practical steps of planning, fact-finding and execution,

(more readily described today as planning, acting, observing and reflecting).

As explained in chapter one, the reflective nature of an action research enquiry
encourages participants to critically scrutinise a situation and aids development of
their capacities for discrimination and judgement in respect of subsequent action
(Elliott, 1991). This occurs in situ so that the focus of reflection can be
considered, interpreted and tackled in its particular context (Cohen and Manion,
1980). With the research being engaged in and driven by those participating, or
with an interest in the situation, reflection and decision making become activities
of joint ownership, dialectics and collaboration (e.g. McKen, 1996). By making
the objective of the enquiry that of improving the situation the act of reflection is
infused with an orientation towards taking action (Kemmis, 1985). The method of
enquiry in terms of the practical steps of the action research cycle ensures that the
research becomes an integrated and active process whereby participants are
required to observe their experience, analyse and draw conclusions from it, make
plans for improvements and execute them. This mechanism enables the operation
both to progress and achieve its original objectives, and to bring about further

improvements as these activities are repeated in a continuous spiral of reflection.

These are the qualities that made action research the appropriate methodology for
this study. The participatory aspect would permit three things: the teachers and
the researcher to engage in a collective enquiry into the nature of self-directed

professional development and the influences on participation and accomplishment
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of this activity; each teacher, the researcher, project direct and students, (where
desired and appropriate), to collectively engage in the review of a teacher’s
communication style through the use of the CSQ; all participants to take
responsibility for and own their contributions to and behaviour in the research.
The reflective character would allow critical reviews by a teacher of their
communication style and by both a teacher and the researcher of self-directed
professional development. The in sifu nature would enable a teacher to review
and develop their communication style in ways appropriate to their individual
situation, and allow teachers and the researcher to consider self-directed
professional development within the context of a teacher’s daily practice and
workiné environment. The action research cycle would provide a way for the
researcher to thoroughly consider the progress of the research into self-directed
professional development and to determine the actions most appropriate at each

phase.

The method of investigation

The investigation intended to follow a number of teachers in a variety of post-
compulsory education settings over a period of time, observing and exploring
their use of the CSQ, the process or events involved and the influences associated
with their participation and accomplishment of self-directed professional
development, both in this instance and generally. The action research
methodology meant that the scientific, deductive approach was not appropriate.
The researcher was not to be an objective observer working with a sample of
individuals; the confines of a pre-determined theoretical framework requiring
experimentation, manipulation, replication or refinement did not apply; the data
would not be offered as evidence in support (or otherwise) of a pre-specified
hypothesis and generalised to the whole population. Therefore a method in which
the researcher maintains a distance from and a tight control over the actions of the
participants was not required. Instead the investigation was based within an
inductive or interpretive methodology in which the researcher was a subjective

participant in a number of naturalistic settings; the data across settings were to be
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a source from which to generate theories and hypotheses about the topic under
investigation; the analysis of the data was to aid exploration, interpretation and
explanation of the reality of the situations as viewed by the various participants.
Thus a method that would readily accept the active involvement of the researcher,
allow events to evolve naturally, and take into consideration a variety of contexts
had to be chosen. Accordingly, an exploratory multiple case study approach was

considered most suitable.
A case study is defined by Robson (1993) as

‘a strategy for doing research which involves an empirical investigation of
a particular contemporary phenomenon within its real life context using
multiple sources of evidence.” (p5)

In his view the case study is an overarching approach to carrying out research,
allowing the characteristics of the individual, unit or phenomenon under
investigation to be observed and the data collected within its naturalistic setting,
using a variety of appropriate methods. In this way the case is something that is
studied in its own right and not as a sample from a population, the data from
which will be interpreted with a view to making statistical generalisations.
However the use of multiple case studies can ensure that an area is covered in
depth, point to other areas worthy of investigation, provide complementary
evidence by focusing on something not covered in other cases or illuminate

patterns across cases.

This description of a case study was well-suited to the nature of this investigation.
The naturalistic setting of the classroom could be used; the researcher could work
alongside the other participants, both contributing to and observing the process or
events; various methods of collecting the data could be employed depending on
the setting, the questions being raised and the phase of the study; each teacher
working on their own or groups of teachers working together could be studied as a
unit in their own right, allowing unique and varied responses to be noted yet

possibly giving rise to similarities across the many different cases.
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The phases of the investigation

In adopting the action research methodology and by using the action research
cycle of observe, reflect, plan and act, the resultant investigation consisted of three
phases, with the outcome of one phase being used to inform its successor. A brief
outline of the purpose of each phase, the participants and the methods used is
shown in Figure 2.1 by way of route map through the study. Full details of each
phase are found in chapters four, six and seven whilst particulars of the

participants and their selection follows in the next section.

The case studies

It was proposed that the research would take place in a variety of post-compulsory
educational settings. Twelve to fourteen teachers were originally to be recruited
with at least four from HE and eight from FE, between them representing both
genders, varying ages and teaching experience; working as individuals within
their departments or with colleagues; covering various course types and subjects.
Eventually twenty four teachers took part, of whom one later withdrew from the
project due to ill health, and two acted as external facilitators of the administration
of the CSQ and its associated procedures within their institution (pp.139-140).
Overall, five were from HE, eighteen from FE and one from a comprehensive
school 6% Form. Seven were male and seventeen female. For the twenty for
whom complete biographical details were obtained ages ranged from mid twenties
to early sixties; teaching experience ranged from two to forty years; all except one
were teacher trained to at least City and Guilds 730 standard by the end of their
participation in the study, with seven undergoing training during the course of
their involvement. The twenty four teachers came from six different institutions;

covered seventeen courses; and twenty subjects.

In total twelve case studies informed the research (Table 2.1). Five case studies
covered HE, six covered FE and one took place in a comprehensive school 6"

form. Nine case studies focused on individual teachers researching their practice
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in isolation from colleagues; one focused on a course program being taught to the
same student group by three teachers who researched their practice together; one
focused on a departmental setting where two teachers from the same study area
researched their practice together; one consisted of a college setting where
individual teachers researched their practice facilitated by trained college staff as
distinct from the researcher. The duration of participation ranged from eleven to

thirty months. Full details can be found in Appendix 1.1.

All teachers who participated were volunteers. This was necessary for three
reasons. Firstly, ethical considerations required that all who took part consented
to do so and were not forced or coerced in any way. Secondly, the CSQ which
formed the basis for the research is intended for voluntary use by teachers. Lastly,
because the implications for self-directed (as distinct from compulsory or
imposed) professional development were to be studied it was important to
consider the research within a context where teachers initiated their own review

and development.

Table 2.1 The case studies (CS) informing the research (no. participants)

Individuals Course Department College
HE CS1()2()s51)y6

(1); 11(1)
FE CST7(1);8(1)9(D CS3(3) CS42) CS 12 (10)
6" Form | CS10(1)

The twenty-four volunteers were recruited in a number of ways. The project
director made presentations about the CSQ to teachers and trainers on in-service
Certificate in Education courses run at Oxford Brookes University and invited
them to use the Questionnaire; seven participants were enlisted in this way. Of
these seven teachers, two invited their colleagues to participate which resulted in a
further three teachers volunteering. An invitation from two members of staff at

one college led to the project director and researcher presenting the CSQ to all
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teaching staff who were interested and culminated in the recruitment of ten
participants. A request by the project director, to the head of one of the Schools at
Oxford Brookes University, for teachers to pilot the HE version of the
Questionnaire (see p.56) yielded two more volunteers. Another participant was
recruited by the project director, at a meeting about another research project, in
response to the teacher’s expression of interest in researching issues surrounding
teaching. Finally, one participant (T11) was the researcher’s second supervisor
who volunteered to use the CSQ as an aid to their understanding of this research;

this participant was the only teacher known to the researcher prior to this study.

The intention was to have a variety of case studies to consider the phenomenon
under a range of circumstances, although the study was restricted to those who
were willing to participate. Since the case studies were not to be a representative
sample from a population to which any results would be generalised, the
voluntary nature of the participants was not problematic. However, it did mean
that the study was potentially vulnerable to falling short of the intended number of
participants and diversity of settings required for the purpose of making analytical
generalisations. In the event the number of participants exceeded that originally
intended but the diversity of settings was less satisfactory. Whilst this was not
intended to be a comparative study of FE, HE and schools, it was acknowledged
that context could have a bearing on teachers® views on, and accomplishment of,
reflective practice and self-directed professional development. Consequently, it
was anticipated that the impact of context would be analysed if teachers from
different settings displayed different attitudes and actions in relation to the
research issues. Ultimately, this intention was not fulfilled because, as the
analysis proceeded, it became clear that the emerging key issues were common to
all individuals regardless of setting. Yet the fact that some settings were not

studied does leave the question regarding the impact of context open to further

research.

The main problem concerned the variety of HE case studies. To add confidence
to the findings it would have been useful for the research to have been informed

by HE case studies which matched the nature of the FE ‘course’ and
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‘departmental’ case studies. However, as time and recruiting progressed, it
transpired that the nature of the HE institute from which participants were drawn
was such that obtaining these case studies was unlikely. Teachers teaching on the
same course program within the institution concemed was rare. Teachers
collaborating with each other within departments was not widely established and,
unsurprisingly, the two individuals who came from the same School did not seek
to reflect and develop together. Ultimately only five ‘individual® case studies
from HE were included, with an awareness that this could limit the depth of the
investigation and the extent to which the findings may illuminate similarities and

differences across cases, and hence, context.

The single school case study was also unsatisfactory. Again, it would have been
useful for the research to have been informed by school case studies which
matched the nature of those from further education. Although an opportunity did
arise for a school ‘departmental’ case study to be studied, this occurred late on in
the research when it was considered that there was insufficient time to investigate
it fully. Consequently, the investigation ran with only CS10 from the school
sector, aware that this imposed the same limitations as those which applied to the

number of HE case studies.

Finally, one further point about the composition of the case studies needs to be
made with regard to the issue of gender. Although both males and females were
represented in the case studies the gender perspective was not specifically
considered in relation to the research questions. However, reflection on the

findings has led to a point concerning gender being made in the concluding
chapter (p.264).

Data collection and analysis

It was anticipated, and it transpired, that the investigation would consist of several

sequential phases in which the findings of one phase would not only answer
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earlier questions but also raise further questions for exploration. As a result a
variety of quantitative and qualitative methods for collecting data were employed,
each according to its suitability for the questions posed and the participants’
situations. These included the CSQ (Harkin et al., 1999) which was administered
to students and teachers to obtain comparative profiles of Actual and Ideal
communication style (described more fully in chapter three); feedback sessions
with each teacher to discuss aspects of the CSQ data; discussion sessions with
students and their teacher based on the CSQ data; use of video recordings of
classroom interaction reviewed by the teacher with the students using the
technique of Interpersonal Process Recall (Kagan and Krathwohl, 1967);
telephone conversations; in-depth face-to-face interviews; research dissemination
sessions with opportunities for teachers to take part in discussions; teacher
assignments on the experience; Repertory Grid technique (Fransella, 1981); Q
Sort technique (Brown, 1980); and questionnaires.

Different elements of the data were examined in different ways. Statistical
techniques were employed to analyse and present the Repertory Grid data, the Q
Sort déta, the questionnaire data and some aspects of the CSQ profiles. This
analysis used the computer software Microsoft Excel 97 and the Statistical
Package for Social Sciences for Windows (SPSS) Version 9.0.0. The
investigation of the remaining data took an exploratory approach involving
identifying and coding categories; detecting and matching patterns across cases;
highlighting important similarities and differences between cases and used the

computer software Microsoft Word 97 and Microsoft Excel 97.

The precise data collection and analysis methods used throughout the
investigation are explained in more detail in relation to each phase of the study as

the thesis progresses.
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Issues of quality

Much, if not all, research attracts questions about the trustworthiness of the results
(Robson, 1993; Cohen and Manion, 1980; Yin, 1994; Miles and Huberman,
1994). Qualitative research such as these exploratory multiple case studies is
often criticised for being subjective, biased, idiosyncratic, lacking in quantifiable
measurable outcomes and, therefore, the credibility of the findings is deemed by
some to be questionable. The findings are intimately tied up with the researchers
who are actively engaged with the participants and have their own perspectives,
understandings, preferences, biases, and agenda which influence data gathering
and int‘erpretation. However, for this very reason Tindall (1994) points out that
there is no such thing as completely valid research which ‘represents an
unchallengeable “truthful” view of reality’ (p.157). Taking a Kellyian
perspective, Tindall views knowledge as a construction even when it arises from
research and, therefore, it remains uncertain as the final evaluation is one
particular understanding of the research process, reliant on one particular
individual’s interpretation. Other individuals will have different understandings
of the research. This is true even of quantitative research. Yet it is both
responsible and professional to ensure that confidence in the conclusions of an
investigation is maximised. In the light of this, the issues of reliability and

validity have been considered and addressed.

Reliability in qualitative studies refers to whether ‘the process of the study is
consistent, reasonably stable over time and across researchers and methods’
(Miles and Huberman, 1994, p.278). It is difficult to achieve total reliability in a
study that involves people, as one would expect them to change to a certain extent
over time. However, reliability can be assisted by ensuring the data collection
procedures are standardised across settings or between people. Therefore, in this
investigation protocols or procedures were used where appropriate.  This
occurred, for example, in the administration of the CSQ; in the feedback
discussion of the CSQ data; in the later in-depth semi-structured interviews and
the Q Sort. Such action allowed some comparability between the various

participants of aspects of the data collection and of the same individual at different
times during the study.
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Validity concerns whether the research findings make sense, are authentic, and
have any larger import, given the issues being studied (Miles and Huberman,
1994). Two aspects of the investigation contribute towards establishing validity.
These are the multiple case studies and triangulation. The use of multiple case
studies constitutes a replication strategy (Yin, 1994) which helps to strengthen the
conceptual framework of the findings. The selection of a range of similar and
contrasting cases for investigation allowed the conditions under which certain
ideas or insights held to be determined. Through a process of confirmation and
disconfirmation of underlying theories across cases, general statements about

particular aspects of the findings and their generalisability could be made.

Triangulation is the use of different vantage points to verify views and insights
relating to the interpretation of the findings. According to Tindall (1994) it can
take five forms. Three of these were used in the investigation - data triangulation,
method triangulation and theoretical triangulation. Data triangulation allows
similarities and contrasts of the experiences and understandings of the participants
to emerge, extending and adding depth to the descriptive and analytical processes.
In this investigation it involved collecting accounts from the different participants
at different stages within the duration of the case studies. Method triangulation
aims to ensure that information collected is not purely the product of a particular
method. To this end the investigation used a combination of methods which
included interviews, copies of teachers’ assignments for teacher training courses;
articles written for journal publication; and dissemination sessions in which
participants provided feedback on the findings. Theoretical triangulation
acknowledges the complexity and diversity of situations, experiences and
understandings and considers more than one theory when arriving at explanations.
Therefore, although this investigation is rooted in education within the specific
methodology of action research, to increase awareness and insight the data
collection and analysis is also informed by other theories of development and

evidence from other disciplines (see chapter five).

To summarise, the issue of quality concerns the trustworthiness of research

findings. Steps have been taken, as outlined, to enable this study to adequately
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access and represent the area under investigation; to responsibly and effectively
examine the information collected; and to draw substantiated conclusions that will

illuminate the issue of self-directed professional development.

Issues of ethics

Action research is essentially a practical and problem solving approach to
development and change of social processes or situations. Consequently as this
investigation demonstrates, it is intensely relational and interventionist. It is
relational in the way that collaboration brings individuals and groups of
individuals together to offer, exchange, discuss and confront views that are
personal and intimate with a view to determining a better outcome for all. It is
interventionist in the sense that it intervenes directly into people’s lives - not only
what they do and how, but also why they do it, exposing them to evidence and
situations they may otherwise have preferred to avoid. Therefore, as much as
action research has the capacity for doing or bringing about good, it also has the
capacity for harm. To this end steps were taken to ensure that, as well as aiming
for a beneficial outcome, the well-being, health, values and dignity of all

participants were preserved.

Since much of the investigation was carried out and completed prior to the
finalisation of the Oxford Brookes’ Ethical Standards for Research involving
Human Participants, other ethical guidelines were adopted for the investigation.
These principally were those associated with the British Educational Research
Association and the British Psychological Association. However, broadly
speaking, the following four issues used to guide this research process conform to
the later Brookes guidelines: informed consent, protection of participants,
confidentiality and anonymity, and accountability. All participants - teachers and
students, who were all aged 16 or over - were orally informed at the outset and at
each subsequent stage about the purposes of the research, the nature of the CSQ,

and the content and consequences of their anticipated involvement; all were

advised of the voluntary nature of their participation; agreement to participate was
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actively requested and all were reminded that they could withdraw at any point
during the research. This latter option was especially important for those who felt
exposed or vulnerable during reflection (whether teacher or student), since they
knew they could bring a halt to their part in the proceedings if necessary. It was
stressed to everyone that anonymity and confidentiality were ensured. This was
important to the students who needed to know that their responses could not be
traced to them as individuals by the teacher when completing the CSQ); and for
teachers when findings were disseminated. Means to maintain this in respect of
the storage of information and data relating to all participants have been taken.
Accountability was built into the investigation by regularly disseminating the
findings, principally to the teachers involved, through group feedback sessions
and written summaries, and asking participants for their comments for verification
and further consideration. Lastly, where requested any additional guidelines of

the institutions in which the research took place were adhered to.

The Communication Styles Questionnaire and Phase One

With this outline of the investigation in mind, chapter four describes Phase One of
the study. The purpose of this first phase was to engage teachers in reflective
practice which was aimed at bringing about improvements in teaching and
learning without the application of any particular model to facilitate the
experience. Through their use of the CSQ it was anticipated that some teachers
would develop aspects of their communication style that could enhance teaching
and learning. If so, this would provide the basis both to examine the manner in
which self-directed improvements in teaching and learning were achieved and
consider the influences on teachers’ participation in, and their accomplishment of

this activity.

However before proceeding to Phase One, chapter three provides a full
description of the CSQ - its purpose; its development; its use and early findings

from research in which it was used. This instrument is integral to the study,
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forming the basis of each teacher’s reflective activity and the foundation for any

subsequent self-directed professional development.
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CHAPTER THREE

THE COMMUNICATION STYLES QUESTIONNAIRE

Introduction

The purpose of this research, explained in chapter one, is to investigate how self-
directed improvements in teaching and learning may be facilitated in order to
encourage teachers’ participation in, and enable their accomplishment of,
reflective practice. The first phase of the investigation, mentioned at the end of
chapter two, is to create an opportunity for teachers to engage in reflective
practice aimed at bringing about improvements in teaching and learning, without
the application of any particular model to facilitate the activity. This experience
would be created through the teachers’ use of the Communication Styles

Questionnaire (Harkin et al., 1999).

The Communication Styles Questionnaire (CSQ) is a means by which teachers in
post-compulsory education settings may, alone or with colleagues, review how
they tend to interact with their students. The CSQ is completed by teachers and
their students in two formats. The Actual format elicits the teacher’s and the
students’ perceptions of the interaction that occurs routinely; the Ideal format
elicits the respondents’ perceptions of how they would prefer to interact. The
subsequent communication style profiles arising from the Questionnaire provide a
focus for reflection on, and the possible development of, the patterns of teaching

and learning,

This chapter describes the CSQ - its purpose; its nature; its use and early findings
from research in which it was used. These indicate the suitability of the CSQ for

forming the basis for teachers reflective activity aimed at improving teaching and

learning.
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The purpose of the Communication Styles Questionnaire

The decision to research a communications styles questionnaire arose from work
on developing the key skills units for communication where it emerged that many
teachers in English 16-19 education, although committed to developing the
language skills of their learners, felt that they themselves lacked the knowledge
necessary to do this (Oates and Harkin, 1994). Few had received training in
language development, received little help in communicating with their learners,
had little conceptual understanding of the nature of human communication, and
lacked a vocabulary to discuss interaction with their learners. Since interpersonal
communication is an important dynamic in effective teaching and learning,
teachers needed help to redress this situation. The CSQ is aimed at providing

such assistance.

Teaching is a complex activity that is affected by, among other things, the subject
matter, the time available, the character of the teacher, the dispositions of the
learners, resources, and the ethos of the institution. It follows that, although
certain features (such as interpersonal communication) are important in effective
teaching and learning, there is no absolutely right or wrong way to teach and that
teachers need to vary their approach according to particular circumstances.
Therefore, the CSQ is not intended as a means for judging or classifying teachers
as good or bad in any absolute sense, or better or worse than others. Instead it is
intended to facilitate thought and discussion about teaching styles; help teachers
who wish to do so to broaden their repertoire of communication to teach more
effectively, in particular allowing more learner autonomy; and provide a way for
reviewing the opportunities for students’ development of key skills, such as
communication and working with others. By questioning all participants in the
classroom - students as well as teachers - an accurate picture can be obtained of
the nature of the day-to-day communication, upon which teachers and learners

may reflect and use as a basis for discussion.

Chapter Three The Communication Styles Questionnaire 46



Thus the development of the CSQ was considered worthwhile for three purposes -
to improve teachers’ pedagogic knowledge; to help foster more autonomous

learners; and to develop key skills in communication and working with others.

To improve teachers’ pedagogic knowledge concerning communication

Primarily what teachers do is communicate. But as has already been mentioned in
chapter one (p.17), this is often carried out in isolation from other teachers and
with little feedback from, or discussion with, either colleagues or students about
the patterns of interaction they tend to use. Therefore, teachers lack a
comprehensive view of how they are communicating with their students.
Furthermore, as was also pointed out in chapter one, although reflective practice
encourages teachers to review even their habitual actions, a conceptual framework
for critically considering such activities with a view to improving teaching and
learning where appropriate, is not always available. Consequently, teachers lack

the means to assess the effectiveness of their communication.

The development of the CSQ set out to address these issues. The questionnaire
provides teachers, who desire more detailed feedback about how they
communicate with students, with a mechanism to obtain this in a valid and
reliable way. It offers a vocabulary that teachers and learners can use as a
foundation for exploration and discussion of classroom interaction. In addition,
the model on which the CSQ is based, described later in this chapter, provides
teachers with a conceptual framework to critically reflect on their habitual

practices, either alone or with colleagues.

To help teachers foster more autonomous learners

The second reason for developing the CSQ was to provide a staff development
instrument by which, if they choose to do so, teachers could adapt their teaching
style to encourage more autonomy on the part of the learners. The notion that
learner autonomy is desirable was alluded to in chapter one (p.4) when reporting

studies that show that, when students are released from the power and authority of
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‘teacher talk’ to interact collaboratively with their peers, learning gains can occur
from the resultant freedom to shape their own understanding and construct and
organise their own learning. In keeping with such studies, there is widespread
support for the encouragement of greater learner autonomy in further and higher
education, with an emphasis on skills and attributes such as communication,
problem-solving, improving one’s own learning and working with others. This
has come from a number of quarters - educators who desire to engage learners
more aétively in the process of learning and to equip them more appropriately for
work and adult life; teachers who advocate education as democracy and wish to
develop more democratic educational processes; employers who require skills and
attributes characteristic of effective employees; and policies of successive

governments who want higher student numbers but at a lower cost per capita.

However, whilst learner autonomy is an encouraged educational objective, there
are few means to assess the extent of students’ responsibility for their own
learning and to determine how this can be facilitated. To this end, the CSQ is
intended to offer a way both to identify the degree of learner autonomy and to
highlight areas of classroom interaction that may be developed or modified where

desired to increase this educational ideal.

To develop key skills in communication and working with others

The third reason for the development of the CSQ relates to the fact that key skills
in communication and working with others are now part of many learning
programmes in post-compulsory education. The development of these skills
requires an environment in which teachers teach less didactically; create more
interactive classrooms where learners work more closely together in groups; and
enable a lot of oracy, including the use of language to explore ideas and to present
findings. However, as chapter one showed (pp.7-12), such learning environments
are not the norm and, as Oates and Harkin (1994) discovered, many teachers

perceive they lack the confidence and knowledge to facilitate this kind of

interaction.
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Therefore, a third purpose of the CSQ was to help teachers to review whether
sufficient opportunities exist for students to develop these key skills, and to
highlight aspects of the learning environment that could be improved to promote

skill development.

The development of the Communication Styles Questionnaire

The CSQ, for use in post-compulsory education, is founded on the Questionnaire
on Teacher Interaction (QTI) developed by Wubbels and colleagues at the
University of Utrecht for use by secondary school teachers (Wubbels and Levy,
1993). " It elicits the views of learners as well as the teacher because classroom
interaction is regarded as a reciprocal system. It concentrates comprehensively on
interaction in the classroom, and provides representations of that interaction based
on the perceptions of all participants. This is achieved by teachers and students
completing the CSQ in two formats. The Actual format elicits perceptions of the
interaction that occurs routinely; the Ideal format elicits perceptions of preferred
interaction. The subsequent communication style profiles provide a focus for

reflection on, discussion about and possible development of teaching and learning.

The theoretical framework

The theoretical framework of the CSQ is that of human interaction derived from
clinical and social psychology (Leary, 1957; Argyle, 1982). The underlying
assumption is that human interaction can be described by two independent factors:
influence, running from dominance to submission, and proximity, running from
opposition to co-operation. Consequently, in a teaching situation influence
assesses who controls the interaction by measuring the dominance of a teacher
and the extent to which learners are active and responsible for their own learning.
Thus a high influence rating would indicate that it is the teacher who controls the
interaction. Proximity assesses the degree of warmth or affectivity in the teaching
situation by measuring the extent to which a supportive relationship exists

between teacher and students, actively encouraging students’ participation. Thus,
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a high rating for proximity would indicate that the teacher has fostered a co-
operative learning environment. Therefore, this model allows for any teacher
behaviour to be thought of in terms of a degree of influence and a degree of
proximity. For the purposes of aiding comprehension of the CSQ the terms are

referred to as control and warmth respectively (Figure 3.1).

Figure 3.1 The factors of the CSQ Model

TEACHER CONTROL
(influence)
High
TEACHER WARMTH
(proximity)
Low High
Low

The theory of human interaction asserts that these factors of warmth and control
encompass different kinds of interpersonal behaviour which can be categorised.
Eight categories representing four bi-polar dimensions of interpersonal behaviour
are consequently defined which allow the two independent factors to be more
fully déscribed and enable the components and style of an individual’s overall
communication pattern to be identified. For teaching in English 16-19 education
the eight categories, (called scales in the CSQ results), representing the four bi-

polar dimensions identified during the development of the CSQ, are: High
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Standards - Lenient and Learner Autonomy - Authoritarian, which relate to the

control dimension; and Leadership - Uncertain; and Understanding - Dissatisfied

which relate to the warmth dimension. The behavioural characteristics associated

with each scale are shown in Tables 3.1 and 3.2.

Table 3.1 Scales of Communication used by the CSQ - Warmth Factor

Dissatisfied e.g. teacher:

Displays a pessimistic view of students, as
people who are unable to act responsibly or to

learn successfuily.

Takes little or no interest in students as

individual persons.

Is heavy-handed in criticism, undermining

learner self-confidence.
Is prone to sarcasm and/or anger.

Instils a negative opinion of learner

potential.

Leadership e.g. teacher:
Appears to be a dependable, ‘safe’ pair of hands
Understands the subject and its assessment.

Designs learning activities with a particular

group of students in mind.

Is prepared to change tack and vary activities to
enhance learning by, for example, drawing on

learner experience and interest.

Is confident enough to share jokes and humour
with students.

Instils respect for the teacher.

Uncertain e.g. teacher:

Appears unsure of the subject and/or the

assessment requirements.

Displays a weak grasp of the learning needs of

a particular group of students.

Changes tack for no apparent reason and/or

responds too much to student red herrings

Instils disrespect for the teacher.

Understanding e.g. teacher:

Displays an optimistic view of students as
people who are capable of acting responsibly

and of learning successfully.
Knows individual students by name

Monitors individual performance and gives help

when needed.

Takes an interest in students beyond their role

as learners.

Instils self-respect and confidence in

learners.
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Table 3.2 Scales of Communication used by the CSQ - Control Factor

Authoritarian e.g. teacher: High standards e.g. teacher:

Prefers students to be quiet and passive, to Is punctual

list .
en and take notes Is well prepared to teach

Dominates int ion, even during discussions. . .
ates Interaction, e & Has high expectations of student effort and

Uses assessment to control and motivate. performance.

Instils fear of learning and of the teacher. Is fair in assessing against criteria and gives

useful, critical feedback.

Will not tolerate bullying or other offensive

behaviour

Instils respect for learning.

Lenient e.g. teacher: Learner autonomy e.g. teacher:

May not be punctual Encourages students to play an active role in
learni fc le, consulting th

Is not well prepared to teach ing by, for examp g them about
activities, setting work that challenges them to

Has low expectations of student effort and find out for themselves and to solve real-life

performance. problems.
Is lenient in assessment, passing poor quality Encourages student-student, as well as teacher-
work. student interaction.
Fai .
ails to control student behaviour and may Uses self and peer assessment to help learners
abdi ibili is. .
dicate responsibility for this understand what they know and still need to

Instils lack of respect for learning. learn.

Instils independent learning.

The theoretical model allows for human interaction to be represented graphically.
In this representation the scales are shown as equal sectors forming a regular
octagon superimposed on the warmth and control factors (Figure 3.2). Each scale
correlates most strongly with the scales next to it and most negatively or weakly
with the scale opposite. Each sector is shaded appropriately with the proportion
of time the behaviours within a scale are perceived to be present in an interaction.
Thus, at one extreme, a sector without any shading indicates that the behaviours in
that scale are never displayed. At the other extreme, a sector that is completely

shaded indicates that the behaviours in that scale are always displayed.
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Ultimately, this octagon creates a profile representing an individual’s pattern of
interaction within a particular setting. In the case of the CSQ this profile

represents a teacher’s communication style with a particular class.

Figure 3.2 Octagon profile

Development of the CSQ

The original QTI, consisting of 48 statements, was designed for use in secondary
schools in the Netherlands, and later adapted for use in the USA, Australia and
Israel. The initial research for an English version focused on English 16-19
education and indicated that there were substantial difficulties with adopting the
QTI for use in the English context. Statistical analysis of the QTI, which had
been administered in its original format to 66 volunteer teachers and 992 students
in six further education colleges, showed that internal consistency of the scales
was weak and that the structure of the data did not compare well with the

theoretical model. In addition, video observation of whole lessons and subsequent
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student-teacher discussions of sequences of interaction from those lessons showed
that the QTI failed to differentiate adequately between the different teaching styles
observed. For instance, profiles of more authoritarian teachers with a more
didactic style were hardly discernible from teachers with a more relaxed approach
who tended to use small group work (Harkin and Davis, 1996b). Consequently,
the questionnaire was revised in response to the statistical analysis on the QTI, the
data from the video observations and the classroom discussions, resulting in the
CSQ.

The initial CSQ contained 75 statements (Appendix 2.1), relating to issues that
research has concluded are involved in effective teaching and learning, as
discussed in chapter one. These included the original 48 statements from the QTI
plus a further 27 statements, added as a result of the weaknesses found with the
QTI. These additional statements were considered pertinent to English further
education, especially with regard to increased learner autonomy and to interactive
modes of teaching and learning and would, therefore, assist differentiation

between teaching styles.

The CSQ for English 16-19 education was administered to 30 volunteer teachers
and 358 students from nine post-compulsory settings. From this sample, 10
teachers agreed to video observations of whole lessons and subsequent sessions of
discussion with their students using Interpersonal Process Recall (IPR) developed
by Kagan and Krathwohl (1967) to elicit more detail about patterns of classroom

interaction and to validate the results of the CSQ data.

Validation of the CSQ focused on the Actual questionnaire completed by the
students, in accordance with the precedent set by the QTI. This approach was
considered most appropriate since it was important that teachers received reliable
feedback from their students about their interpersonal behaviour (Wubbels et al.,
1993). The statistical analysis confirmed the data broadly adhered to the

theoretical model and that the scale measurements were reliable (Harkin et al.,

1999).  Principal Components analysis indicated two underlying contrasting
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dimensions which could be deemed to represent the control and warmth factors.
It also confirmed that the positioning of the eight scales approximated to a regular
octagon shape when superimposed on the control and warmth factors, although a
better fit was desired. Cronbach’s Alpha confirmed the scales had adequate
internal consistency (although there was room for improvement) and, therefore,
the items within a scale referred to the common concept they were deemed to

represent.

The statistical findings were backed up by the video recordings of lessons,
followed by the IPR feedback. Joint discussions between the researchers, teacher
and students showed that the patterns of interaction revealed by the CSQ
corresponded with teacher and student perceptions. Consequently, these
confirmed that the new questionnaire was able to differentiate between the range

of communication styles found in English 16-19 education.

Shortcomings were identified by the statistical analysis - the positioning of the
scales in an octagon shape around the two factors could have been better, and the
reliability of some of the scales was no more than adequate. Yet, it was
considered that the CSQ, adapted from the QTI, could be used by teachers as a
reliable source of information about their classroom interaction. A ‘good enough’
adherence to the theoretical model was considered acceptable for the
questionnaire to be used as the basis for a teacher’s reflection on their

communication style.

However, development of the CSQ has continued, partly in response to the
statistical findings. This has taken two forms. Firstly, in English 16-19
education, the original CSQ containing 75 statements has been revised and
revalidated. The revision increased the utility of the questionnaire and improved
the levels of internal consistency. Consequently, by dropping or re-wording
existing statements and adding new ones, a reduction in the overall number to 64
statements plus increased reliability have been achieved whilst maintaining

adherence to the theoretical model (Appendix 2.2).
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Secondly, a CSQ for higher education (HE) is being developed. Whilst the
theoretical framework is applicable to HE, some questions in the CSQ for further
education were not considered relevant to the HE context. Consequently, the
CSQ has been modified for HE. After piloting a 74 statement questionnaire
(Appendix 2.3), a CSQ containing 73 statements has been adapted from the
original, dropping statements considered unsuitable and adding new ones
considered more appropriate to the more mature nature of HE students (Appendix
2.4). Although this is currently in the final process of validation, for the purposes
of this research, the CSQ (HE) used by teachers in this study does adhere to a
‘good enough’ fit to form the basis of self-directed reflection on patterns of

teacher-student interaction in HE.

Using the Communication Styles Questionnaire

The Communication Styles Questionnaire is intended for voluntary use by a
teacher with a group of their students, who also consent to participation. It is
normally administered only after the first month of a teacher’s work with the
group to enable a communication style to be established and a routine pattern of
teacher interaction to be measured. Both the teacher and the students are then in a
position to rate each statement relating to interpersonal communication on a 5
point Likert scale. A rating of 1 indicates that a communicative behaviour is
‘Never’ displayed; a rating of 5 indicates that a communicative behaviour is
‘Always’ displayed. Ratings of 2, 3 and 4 represent in-between frequencies.
These statements are answered by both teacher and students in two formats,
Actual and Ideal. The Actual format elicits the respondents’ perceptions of the
interaction that occurs routinely; the Ideal format elicits the respondents’
perceptions of the interaction as they would prefer it to be. Consequently, a
teacher receives details of four different perceptions on classroom interaction on

which to reflect.

Each statement in the CSQ reflects the characteristics associated with one of the

eight scales of communicative behaviour (Table 3.3). Thus the proportion of time
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a particular scale of communicative behaviour is perceived to be displayed
(Actual) or desired (Ideal) relates to the responses to the statements which form
the basis of that scale. This proportion is calculated by applying a formula to the
combined ratings for the statements within a scale and results in a numeric score
between 0 and 1. Consequently, at one extreme, a score of 0 suggests that the
behaviours in a scale are never displayed or desired. At the other extreme, a score
of 1 suggests that the behaviours in a scale are always displayed or desired. Once
the scores for every scale have been calculated, the overall communication style

can be described.

Table 3.3 Sample statements associated with the CSQ scales

High Standards

I demand that work is handed in on time

Leadership

I hold the students’ attention

Understanding

I help the students with their work

Learner Autonomy

I allow the students choice in what they study

Lenient

I let the students fool around in class

Uncertain

I am not sure what to do when the students fool around

Dissatisfied

I put the students down

Authoritarian

The students need my permission before they speak
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The results from the CSQ, describing the communication styles arising from the
four questionnaire formats, are presented in both graphic and tabular form, with

the students’ results representing a class average.

Octagon shaped graphs summarise the four sets of results side by side (Appendix
3.1). Each sector is shaded to correspond with the calculated scale score
described earlier. Consequently, a completely unshaded sector represents a score
of 0 whilst a fully shaded sector represents a score of 1. Scores between 0 and 1
are shaded intermediately as appropriate. These Octagons are supplemented by a
bar chart (Appendix 3.2) and a statement of the scale scores (Appendix 3.3). All
of these items indicate the proportion of time a particular scale of communicative
behaviour is perceived to be displayed (4ctual) or desired (Ideal). Together, they
provide an overview of the perceptions of the general characteristics of a teacher’s
communication style, allowing similarities and differences between the various

participants’ views to be seen at a glance.

Accompanying these three items is a detailed breakdown of the ratings given to
each individual statement within a scale, for each format of the questionnaire
(Appendix 3.4). This breakdown enables a teacher to identify the contributions
made by specific communicative behaviours to the overall pattern indicated by the
other results. Altogether, these four items provide a comprehensive basis for

reflection, discussion and possible development.

Interpreting the results and using them as a basis for reflection requires being
mindful of both meaning and context. Regard for meaning is important because
the results are based on perceptions and not facts. Individuals have responded to
the CSQ according to how they have construed the meaning of the statements in
the questionnaire and in light of their own interpretation of the reality of the
classroom interaction. Attention to context is necessary because there are
constraints upon the way that teachers may communicate. Teachers are not free to
interact with learners in any way they wish. Communication is an interactive

process and learners, as well as teachers, determine what is possible in a particular
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situation. Therefore certain guidelines are recommended to assist a teacher with

their exploration of the results. These are as follows:

Firstly, the teacher considers the octagon profiles and the statement of scale

scores, highlighting and deliberating the possible meaning of :

- any scales which show a difference of 0.1 or more between the Actual and

Ideal scores of the teacher or students;

- any scales where the teacher’s score (Actual or Ideal) differs from the

corresponding students’ score by 0.1 or more;

giving particular attention to scales which show a difference of 0.1 or more in
the same direction between Actual and Ideal scores of both the teacher and

students;

Secondly, the teacher considers the detailed breakdown of the ratings to each
individual statement within a scale, again highlighting and deliberating the

possible meaning of:

- any statements which show a difference of 1.0 or more between the

Actual and Ideal ratings of the teacher or students;

- any statements where the teacher’s score (Actual or Ideal) differs from the

corresponding students’ ratings by 1.0 or more;

giving particular attention to statements which show a difference of 1.0 or
more in the same direction between Actual and Ideal ratings of both the

teacher and students;

Lastly, the teacher considers three things in response to their review of the

results:

- whether any development of the way in which they communicate with

their learners is indicated;

- whether any such development is feasible given the context in which they

live and work;

- whether they desire to implement any such development.
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Reflecting on the results in this manner helps a teacher to focus on specific
aspects of their communication style which, taken at face value, seem to suggest
significant differences between the various perceptions. The numeric values of
0.1 and 1.0 selected to identify the differences in scale scores and statement
ratings respectively, were a pragmatic choice. Since individuals’ perceptions
differ to a greater or lesser extent from each other, some variation between the
responses to the various formats of the CSQ is to be expected. Therefore, it is
necessary to determine a point at which it becomes worthwhile to consider
differences between perceptions as possibly containing some real meaning. Thus
it was thought that the values chosen should represent the least difference between
responses that a teacher should consider, having the added advantage of being

easy to identify.

Teachers may reflect on their results alone but it is recommended that the data is
reviewed with a facilitator, preferably a colleague, who is trained in the use and
sensitive interpretation of the CSQ. In this way it is anticipated that more
interesting and probing insights will be gained within a supportive atmosphere.
Where a teacher chooses to review their results in this way it is important to
remember that the facilitator’s role is to help a teacher to interpret the feedback in
light of the teacher’s own context and knowledge of their students. If, during the
converéation, any desired changes in how a teacher communicates with their
learners is identified, these changes should arise from a teacher’s own perceptions
of desirable professional development and, therefore, should be self-directed.
Teaching style is something personal to an individual and rarely responds to
enforced change. The CSQ and its guidelines are intended to help teachers, in a
non-threatening process that is controlled by the teacher, to identify aspects of

their teaching style that they themselves consider suitable for development.

Use of the CSQ is beneficial to individual teachers. It is also hoped that it will be
useful to groups of teachers working with a particular group or groups of students
who wish to develop their team approach to communication styles. The CSQ
results for an individual teacher may depend in part on the teaching styles of

colleagues in contact with the students, since students may judge behaviour
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relative to their other experiences of learning. The questionnaire may be of most
use, therefore, when used collaboratively by small groups of colleagues interested
in developing their teaching styles together. When teams or groups of staff use
the CSQ, it is expected that useful discussions will take place about different
patterns of communication, even with the same students. Working with
colleagues in this way may enable teachers who wish to develop their
communication styles to benefit from the group’s wider experience, support and

encouragement.

Furthermore, it is suggested that teachers give consideration to sharing some or all
of their CSQ results with their students. Through discussion this provides another
opportunity to consider the meanings of any differences highlighted during earlier
reflections and the appropriateness of any proposed development. It opens up a
dialogue that can lead to further insights into students’ perceptions of
communicative interaction in the classroom, and their thoughts and feelings about
the process of teaching and learning. From this the appropriateness of a teacher’s
communication style, and the need for any development, can be greatly informed.
It is recommended that any teacher-student discussion takes place after an initial
interpretation of the results but prior to planning or implementing any changes in

communication style.

Preliminary findings of communication styles of teachers in

English 16-19 education

Evidence of communication styles of teachers in English 16-19 education has
been gathered from phases of the CSQ Project prior to the research upon which
this thesis is based. This earlier evidence indicates that those teachers
volunteering to use the CSQ in further education are communicating effectively
with scores between moderate to good being observed for most scales (Harkin and
Davis, 1996a; Harkin and Davis, 1996b; Harkin and Turner, 1997). There is
much agreement between teachers’ and students’ perceptions of Ideal and Actual

behaviour. Most teachers perceive themselves to be providing a purposeful and
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coherel}t structure for learning, in which there is co-operation between teachers
and learners. This view is matched by that of the students who perceive a
majority of the teachers to display relatively high warmth and high control
behaviours. Teachers believe that, ideally, they should get closer to the students,
display more behaviours relating to the warmth factor and generally create a more
supportive environment for learning. This too is mirrored by their students who
desire a greater degree of warmth in the interaction (Harkin and Davis, 1996a).
These findings not only suggest that these teachers are doing a good job but, also,
that in desiring an Ideal that could be even more effective, the warmth dimension
is considered to be more important than that of contro!/ (Harkin and Davis,

1996b). This is seen across differences of learning programme, sex and age.

However, whilst this overview of teachers’ communication styles is encouraging
there dre differences between perceptions of those participating in classroom
interaction. Firstly, teachers accentuate the positive qualities in their behaviour;
compared with their students’ perceptions: teachers see themselves setting higher
standards; displaying better leadership qualities; showing greater understanding;
and allowing more learner autonomy. In addition a teacher’s Ideal is similarly
higher than that of their students. This has resulted in learners, in general,
wanting teachers to ideally behave more like the teachers’ perceptions of how
they actually behave (Harkin and Davis, 1996b; Harkin et al., 1997).

Secondly, there are perceived differences in the degree of warmth and control
displayed by teachers. Students taking GNVQs indicate that they experience less
teacher control and more teacher warmth than that experienced by students on
BTEC ,and A level courses. In other words, teachers on outcome-based
programmes such as GNVQs, whilst displaying good management of learning, are
less concerned to control classroom activities and use warmer, more supportive
communication styles than teachers of other programmes (Harkin and Davis,
1996b). In addition female teachers, compared with male teachers, are perceived
by students to display more warmth and less control. Women are seen to give

students more autonomy over their learning, are less lenient in accepting poor
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quality work, are more confident in their work and more satisfied with their
students (Harkin et al., 1997).

Thirdly, perceptions of levels of learner autonomy are not uniform. Students on
more traditional courses (GCSE/ A levels) experience much less control over their
leminé than do their counterparts on GNVQ courses, a view that is echoed by
their teachers. Students and teachers also agree that learners of language oriented
subjects such as English and communication experience the highest level of
control over their learning whilst those studying more technical and mechanical
subjects (engineering, woodtrades and mathematics) experience the least. Where
students and teachers disagree is over the Ideal degree of learner autonomy:
learners on all types of programmes (A level, GNVQ, BTEC) would like to be
given more responsibility for their learning whereas teachers would prefer to give
them less (Harkin and Davis, 1996b).

These patterns show that, even amongst those who volunteer to use the CSQ, a
wide variety of communication styles are present. Interpreting why these patterns
have atisen requires caution. Concerning course type, perhaps learners having to
take more responsibility for their own learning as part of the newer initiatives
such as GNVQs actively encourages teachers to allow greater student control in
these classes when compared with those of a more traditional nature, at the same
time being mindful of the need to provide a greater level of support (Harkin and
Davis, 1996a). Differences between gender can probably be attributed to the
obvious - women, in general, may be less dominant and better at providing social
Support than men; therefore, they allow greater student control and appear warmer
than male colleagues. Differences between subject areas may depend on how the
teacher views their task within a given discipline - whether this is to encourage
Students to create their own personal meaning through active participation and
exploration of their own thoughts or to transmit facts in a passive receptive
Process. Such differences in approach were observed by Barnes (1969) between

those téaching English, and those teaching maths and sciences.
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Determining whether these results indicate that changes in communication style
are warranted should also be approached with caution, particularly bearing in
mind that the CSQ is not intended as a measure of classifying or judging teachers.
The initial impression is that all is well with the process of teaching and learning
in English 16-19 education since, on the face of things, the communication styles
displayed by the teachers in this sample are generally effective, showing a high
degree of both control and warmth. However, two things make further enquiry

and debate desirable.

Firstly, the teachers from whom this data arose were volunteers, and, therefore,
are probably more able teachers than those who would have been questioned if a
random sample had been possible. Therefore, it is likely that the profiles seen
from these volunteers are not typical of the general population of teachers. In
reality, a different picture of classroom interaction might be the case; the variety
of communication styles may be greater and the differences between teacher and
student perceptions more contrasting. If so, it could be appropriate to suggest that
reflection should be aimed at developing a wider, more flexible range of

communicative style.

Secondly, evidence from the early research indicates that even when teachers’
communication styles are perceived to be effective, there may yet be room for
both improvements in, and debate about, patterns of effective teaching and
1earniﬂg. This is seen most clearly in the differences observed across a variety of
perceptions. Both a teacher’s and their students’ /deal perceptions are higher than
that of their respective Actual, implying that each party desires the process of
teaching and learning to be different from and, therefore, possibly better than, that
being experienced. Differences also exist between a teacher’s Actual perception
of their communication style and that perceived by their students, which suggest
that teachers may not be communicating what they think they are communicating
and, thus, perhaps is an indication that changes or improvements may be required.
Differences in warmth and control, noted across a number of programmes, convey
the impression that there is a need to create a more supportive environment for

Some students, whilst differences in learner autonomy across a number of subjects
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as well as programmes show the need for some students to be allowed to exercise
more responsibility for their learning. Lastly, differences between a teacher’s
Ideal and that of their students suggest that the expectations and ultimate aims of
each party may be dissimilar and, consequently, what may be perceived as a
desirable improvement by one could be perceived as undesirable by the other.
This implies that intended improvements in a teacher’s communication style could
benefit from prior explanation, discussion and, possibly, refinement between the
parties if more effective opportunities for teaching and learning are to result and

disappointment, dissatisfaction and unfulfilment are to be avoided.

Overall, these initial findings highlight the need to promote discussion about
patterns of teaching and learning between all participants’ in the process,
including students. Obviously, the differences noted in perceptions between those
involved in classroom interaction may or may not have a basis in reality.
Howevér, these differences should be explored to identify the extent to which they
require resolving, and to open up possibilities for mutual development of more

effective learning opportunities.

The suitability of the Communication Styles Questionnaire for

this research

This overview of the CSQ indicates that it is a suitable instrument for use by this
research into self-directed professional development. There are five reasons
which make it an appropriate choice for engaging teachers in an activity of
reflective practice which is aimed at bringing about improvements in teaching and
learning, without the application of any particular model to facilitate the

experience.

Firstly, the CSQ is focused on interpersonal communication and its importance in
the effectiveness of teaching and learning, as outlined in chapter one. It highlights

communicative behaviour which involves the use of language, the opportunity for
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social interaction and the degree of affect present within the teacher-student
relationship. The two formats of Actual and Ideal allow for a comparison
between routine classroom interaction and possibilities that could bring about

more effective learning opportunities.

Secondly, the CSQ is intended as a useful aid for reflective practice with a view to
teachers directing their own development of teaching and learning. By providing
teachers with a perspective other than their own (i.e. their students’ view); and a
theory and a vocabulary with which to describe and discuss how they tend to
interact with learners, the CSQ can help teachers to stand outside their own
perceptions. Throﬁgh an examination of how they and their students perceive
current practice and future possibilities, it is hoped teachers will be encouraged to
critically enquire into how the situation might be changed for mutual benefit.
Consequently, it may help reflective practice to become more than a means of

evaluating and accounting for competence, as described in chapter one.

Thirdly, the CSQ has been validated and, therefore, is a valid and reliable
instrun}ent. It offers a relatively simple, inexpensive, quick and realistic way of
accurately recording the perceptions of the teacher and their learners and,
consequently, of uncovering shared understandings and areas of differences about
patterns of classroom interaction. Therefore, it is a sound basis on which teachers
can begin to reflect on their interpersonal communication with a view to

improving the process of teaching and learning.

Fourthly, the CSQ is flexible. It can be used with or without the application of
any particular model to facilitate the experience of reflection. It can be used by a
teacher on their own or in collaboration with colleagues. It can be used by a
teacher with one or more of the student groups. It can be used across the wide

variety of post-compulsory education programmes and subjects.
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Fifthly, the findings from the use of the CSQ confirm the need to consider
improving the process of teaching and learning. Whilst the CSQ is not meant as a
means of judging teachers, there is an underlying suggestion that high levels of
high standards, leadership, understanding and learner autonomy create the kind
of interpersonal communication described in chapter one as important to effective
teaching and learning. Teachers displaying these behaviours are likely to provide
the type of learning environment in which the shared use of language between
teacher and learners is evident; peer interaction is allowed and is used to
encourage students to take responsibility for their own learning; and a co-
operative and supportive relationship between teacher and learners exists.
Howe\{er, the findings show that, in reality, the learning environments in English
16-19 education do not always reflect this supposition. Therefore, a review of
teaching and learning by individual teachers is to be encouraged through the use
of the CSQ, with a view to assessing the appropriateness of the classroom

interaction and the merits of alternatives.

Conclusion

The investigation into facilitating self-directed improvements in teaching and
learning in order to encourage teachers’ participation in, and enable their
accomplishment of, reflective practice could be accomplished through the use of
the CSQ. Through its purpose, development, use and the research findings
derived from it the questionnaire indicates that it is suited to engaging teachers in
a reflective activity which is aimed at bringing about improvements in teaching
and learning, without the application of any particular model to facilitate the
activity. The subsequent experience of the teachers using the CSQ in the research
should provide information for examining the manner in which self-directed
improvements in teaching and learning are achieved and for considering the

influences on teachers’ participation in, and their accomplishment of, this activity.

Consequently, on this basis, Phase One of the research proceeded. The voluntary

use of the CSQ was offered to teachers as a means to explore their interpersonal
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communication with one or more student groups, with a view to developing a

wider, more flexible style of communicating to enhance teaching and learning.

This is.described in chapter four.
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CHAPTER FOUR

CREATING THE OPPORTUNITY FOR SELF-DIRECTED
IMPROVEMENTS IN TEACHING AND LEARNING

Introduction

In order to examine the manner in which self-directed improvements in teaching
and learning are achieved and to consider the influences on teachers’ participation
in, and accomplishment of, this activity, it was decided that Phase One of the
study would observe instances of reflective practice aimed at bringing about
improvements in teaching and learning without the application of any particular
model to facilitate the activity. To create these opportunities teachers were
offered the use of the CSQ, on a voluntary basis, to review their interpersonal
communication with a view to developing a wider, more flexible repertoire of
communication style where appropriate, which could enhance teaching and

learning.

This chapter sets out Phase One of the investigation which concerned the creation
of opportunities for self-directed professional development. It details the case
studies involved; explains the research and data collection methods used; reports
the outcomes and their implications; and indicates the second phase of the

research.

Design of Phase One
Case study participants

The teachers who form the case studies joined the investigation over a period of
time. Twelve teachers were involved in this first phase, from Case Studies (CS)

One to Nine. The time frame was March 1998 to July 1999.

IC;:apfer Four Creating the opportunity for self-directed improvements in teaching and 69
arning



Research Methods

A variety of methods were used to create this opportunity for reflective practice

and for. determining teachers’ responses to the experience.

Reviewing teaching and learning

Four methods were offered to assist the review of teaching and learning - the
CSQ; a feedback session; teacher - student discussions; and video observations.
All teachers participated in using the CSQ and a feedback session. Seven chose to
engage in discussions with their students. Two chose to undergo video

observations.

The CSQ formed the foundation of the activity in Phase One. The revised CSQ
for FE containing 64 statements was used by those teachers who worked in either
a school 6™ form or a college of further education (Appendix 2.2). For teachers at
the university, with one exception, the CSQ for HE containing 73 statements was
used (Appendix 2.4); the exception was T1’s first student group which piloted the
74 statement CSQ for HE (Appendix 2.3). The procedure for completing the

questionnaire is explained later in this chapter.

A feedback session between the teacher and one of, or both, the project director
and researcher was held after each teacher had received the communication style
profiles and statements arising from the administration of the CSQ. Although not
compulsory, this was considered an integral part of using the CSQ. The main
purpose was for those more experienced in the interpretation of the CSQ to
facilitate the less experienced teacher in sensitively understanding their profiles in
light of their own teaching context and knowledge of their students, and to discuss
whether any development of communication style was desired or warranted in
response to the CSQ results. This discussion was loosely structured in as much as

the following procedure was established:

* the purpose of the profiles and feedback session was explained;
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e the teacher was invited to express their initial reflections on and reactions to

the profiles;

e the researcher and/ or project director then encouraged the teacher to consider
‘the octagon profiles, the statement of scale scores and the breakdown of
individual statements as outlined in chapter three under ‘Using the

Communication Styles Questionnaire’ (p.56-61);

¢ finally, the potential and desire for development of any aspect of the teacher’s
communication style was discussed, along with the feasibility of
implementation, as outlined in chapter three under ‘Using the Communication

Styles Questionnaire’.

Discussions between a teacher and their student group about the CSQ profiles
were encouraged. The aim was to enhance a teacher’s understanding of the
students’ perceptions revealed in the CSQ results and to supplement the feedback
session to further inform their reflection and possible development. Either or both
the - researcher and project director attended the discussion sessions and the

following sequence occurred:

e the researcher or project director opened with a brief overview of the project

and the purpose of the discussion session;

e the CSQ profiles arising from that particular group were presented and

explained;

o the teacher and the researcher/ project director then took part in a discussion
with the students about specific items from the CSQ which were of particular

significance to the teacher.

Video observations of a teacher’s classroom interaction were offered as a further
aid‘ to the review. These sessions involved videoing each teachers’
communication style during a lesson and subsequently reviewing selected
sequences with the teacher and their students through the technique of
Interpersonal Process Recall (IPR) developed by Kagan and Krathwoh! (1967).

Discussion centred around what the teacher and students had thought and felt at
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the time about the interaction; what had been successful, what had been less
successful; and what students thought made a “good” teacher. The review was
intended to stimulate discussion of the communication style by all participants. It
was hoped this would provide more details about the pattern of the classroom
interaction as it was perceived by both teacher and students; illuminate further the
CSQ results; and assist reflection. This was facilitated by either the researcher,

project director or both.

Determining the Responses

The feedback session initially identified any action already taken, or any stated
intention to act, by way of a teacher developing any aspects of their
communication style in response to the CSQ results. Thereafter, determining
whether or not any plans had been formulated or implemented with regard to
developing a wider, more flexible communication style was ascertained in a

number of ways.

Copies of assignments, written about their experience of using the CSQ to support
the reflective practice element of their Certificate in Education course, were
provided by five teachers to form part of the evidence of their responses for the

research.

Short written compositions, intended to form the basis of journal articles about

their experience of using the CSQ, were prbvided by three teachers.

Telephone and face-to-face interviews were held with seven teachers to follow-up

their responses to the CSQ profiles.

Inevitably, more than one source was used to acquire the relevant information

from some teachers. This was a consequence of written articles and assignments
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either not containing the requisite information or being received over a period of

time, sometimes after an earlier enquiry had been made.

Procedure

As and when each teacher joined the investigation they nominated one or more
classes with which to complete the CSQ. Where two or more classes were chosen
this was because either a teacher wanted to compare their communication style
across more than one group being taught in the same term or that they wanted to

track their development over a period of time.

Once a student group had been selected, the following protocol was observed each
time: Before the CSQ was administered the teacher informed the class about
participation in a research project aimed at helping reflection on teaching and
learning that he/ she would like the students to take part by answering a
questionnaire. The researcher then explained the nature of the CSQ - that it
concerned the way the teacher communicated and interacted with the students;
that it was to be completed in an Actual and Ideal format; that the teacher would
be completing the same questionnaires. It was stressed that the results would be
anonymous and that participation was voluntary. All students were asked if they
would prefer to not take part - only three (out of over 600) declined. Students
were also advised to ask for clarification if any of the instructions or terminology
were unclear. The Actual questionnaire, together with the marking instructions
and answer sheets (Appendices 2.5 to 2.7), was then distributed to each member
of the class. As and when each student completed the Actual version they were
given the Ideal questionnaire to answer. At the same time and in the same room
the teacher completed their versions of the two questionnaires. The class was

thanked for their participation at the end of the administration.

The responses to the questionnaires were processed at Oxford Brookes University
using an Optical Mark Reader, the computer software Microsoft Excel 97, and the
computer software Teacher’s Report which was developed specifically for the
research. The Octagon profiles, spreadsheets and graphs displaying the results
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were sent to each teacher for their initial review. After a period of a couple of
weeks each teacher was contacted and a feedback meeting was arranged with one
or both of the researcher and project director. Sometimes, due to circumstances,
this meeting took place several weeks after the administration of the CSQ. Most
teachers were seen individually and contemporaneous field notes were taken of
the session. However, where a collaborative approach was adopted within the
case study (CS3 comprising T3a, T3b and T3c; and CS4 comprising T4a and T4b)
joint consultations took place, by agreement. In these instances the meetings were

audio-tape recorded, by consent, and later transcribed.

The teachers from CS1, CS2, CS3, CS5 and CS7 disclosed their CSQ profiles to
some of their student groups and engaged in a discussion about perceptions
arising from the results. These teacher-student discussions were held some time
after the feedback session between teacher and researcher had taken place. Most
teacher-student discussions occurred during the module or unit that was the
subject of reflection, but on one occasion (CS1), it was held at the end. Where the
size of the group was larger than 15 students these discussions were audio-tape

recorded and later transcribed; otherwise contemporaneous field notes were taken.

The two teachers from CS4 agreed to one session of each of their classes being
recorded on video and subsequently reviewed selected seQuences with their
students through the technique of IPR. Due to time-tabling considerations there
was a two week gap between these two parts of the procedure. Two out of the
three [PR sessions for T4a took place prior to the feedback session whilst the third
session and that of T4b occurred subsequently. Each IPR session was audio-tape

recorded and later transcribed.

These activities were followed up by ascertaining what action, if any, the teachers
had taken, or intended to take, in response to their experience of using the CSQ.
Assignments and written accounts were collected and interviews were held, as

follows:
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Teachers T2, T3a, T6, T7 and T8 provided copies of their assignments of their
CSQ experience, written in support of the reflective practice element within their

Certificate in Education;

Teachers T1, T4a and T4b provided short written accounts of their experience of,
and responses to, using the CSQ, produced in anticipation of submitting journal

articles;

Interviews (telephone or face-to-face) were held with T1, T2, T3a, T3b, T3¢, TS,
and T6 to determine whether any plans for development had been made or any

actions taken. Contemporaneous field notes of these conversation were made;

T9 was the only teacher who was not followed-up, having stated during the
feedback session that changes were already in the process of being implemented

which would address the issues arising from the CSQ results.

Once each teacher’s response to their CSQ results had been ascertained, the data

were reviewed to determine the outcomes of this phase.

Outcomes of Phase One

The data were reviewed for two reasons. One was to ascertain whether anything
further could be learned about the process of teaching and learning and, thus, the
need to promote reflective practice. The other was to satisfy two issues that were
crucial to the research, concerning the critical nature of reflection and the
accomplishment of self-directed development aimed at improvements in teaching

and learning.
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The process of teaching and learning in post-compulsory education

The communication style profiles arising from Phase One were reviewed for
features that could inform the process of teaching and learning in post-compulsory
education settings. Twenty-nine profiles were analysed in total, since nine of the
twelve participants in this phase of the study used the CSQ with more than one
student group resulting in the creation of a set of Octagons for each administration
of the Questionnaire. Of these profiles, twenty were based on the FE
Questionnaire and nine on the HE Questionnaire. However, the data from all
twenty-nine sets of profiles were analysed together since both FE and HE
Questionnaires are based on the same underlying model and share two-thirds of

the same statements.

The findings from the analysis of the CSQ results of these particular teachers
reveal several consistent features about patterns of classroom interaction in these
settings (Table 4.1 and Figure 4.1). These consistencies indicate two things.
Firstly, teachers and students do not perceive classroom interaction in exactly the
same way. Secondly, teachers and students desire a communication style that is

different from that currently being experienced.

Table 4.1 CSQ scale scores illustrating consistent features

ACTUAL IDEAL

Scale . Teacher Student Teacher Student
High Standards 0.75 0.67 0.86 0.67
Leadership 0.55 0.71 0.78 0.87
Understanding 0.88 0.78 0.99 0.91
Learner Autonomy 0.58 0.58 0.72 0.64
Lenient 0.36 0.36 0.23 0.36
Urcertain 0.22 0.22 0.10 0.13
Dissatisfied 0.10 0.22 0.00 0.12
Authoritarian 0.13 0.24 0.13 0.17
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Using average scores for the ‘Student Actual’ as base values, the scale scores in
Table 4.1 and the profiles in Figure 4.1 have been constructed to illustrate the
features identified in the data. The consistencies refer to relationships between
Teacher Actual and Student Actual; Teacher Actual and Teacher Ideal; and
Student Actual and Student Ideal. The calculation of these figures is detailed in

Appendix 4.1.

Figure 4.1 CSQ profiles illustrating consistent features
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The consistent features concern both the overall shape of the Octagon profiles and

the trends perceived between teachers’ and students’ perceptions, as follows:

The Actual communication style of the teacher is perceived by both the
teacher and their students to be clearly on the right hand side of the Octagon.
This shows a high level of warmth (leadership and understanding) and a
reagonable level of lshared control (high standards and learner autonomy).
However, greater co-operation (warmth) is perceived to come through
understanding than leadership whilst more responsibility for directing
learning (control) is perceived to lie with the teacher (high standards) than

with the students (learner autonomy).

The Ideal communication style of the teacher is also desired by both a teacher
and their students to be overwhelmingly on the right hand side of the Octagon.
However, the warmth dimension is considered to be more important than that
of control, particularly by the students. There is a perceived greater need for
good leadership and high understanding than for high levels of high standards

and learner autonomy.

Teachers tend to rate their Actual communication style more positively than
do their students on the scales of high standards,' understanding, dissatisfied
and authoritarian; and more negatively on leadership. For each scale this is
true for at least seventeen of the teacher profiles in Phase One. However,
although there is a difference between teacher and student scores, the pattern
of relationships between the various scales on the teacher’s profile mirrors that

of their students’.

Teachers’ and students’ Ideal profiles are more demanding than their
respective Actual profiles. For teachers this is clearly the case for all scales
except authoritarian. For each scale this is true for at least sixteen of the
teacher profiles in Phase One. For students the Ideal is more demanding for
all scales except for high standards and lenient. For each scale this is true for

twenty-three or more student profiles in Phase One.

Diﬁ'crences between the Actual and Ideal ratings of certain communicative
behaviours were observed in half or more of the teachers or students responses
(Appendix 4.2).
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Teachers indicated that ideally they should:

- Set more homework (FE only); assess work more fairly; provide more
useful feedback (high standards);

- Talk more enthusiastically about the subject; explain things more clearly;
hold students’ attention more; know more about what goes on in the
room; be more organised (FE only); be a better leader (HE only)
(leadership);

- Be more dependable; have a pleasanter class (HE only); realise more

when students don’t understand (HE only) (understanding),

- . Give students more choice in their assignments; allow students more

choice in what they study (learner autonomy);
- Allow students’ attention to wander less (uncertain);
- Be less impatient (dissatisfied);

- Enable students to feel more at ease to ask questions (authoritarian).

Students indicated that, ideally, teachers should:

- Explain things more clearly; hold students’ attention more; be more

organised (FE only) (leadership),
- Realise more when students don’t understand (HE only) (understanding);

- Give students more choice in their assignments; allow students more

" choice in what they study (learner autonomy);

- Allow students’ attention to wander less (uncertain).

The critical nature of reflection and the accomplishment of self-directed

development aimed at improvements in teaching and learning

Teachers in this phase of the study had been offered, and accepted, the
opportunity to use the CSQ to review their communication style. This engaged
them in an experience of reflective practice aimed at bringing about self-directed

improvements in teaching and learning, without the application of any particular
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model to facilitate the activity. The nature of this experience and the influences
on it were later to be studied in order to inform the facilitation of reflective
practice. Therefore, it was essential to confirm two things. Firstly, the use of the
CSQ needed to have created an opportunity for teachers to engage in reflective
behaviour relevant to that of reflective practice. Secondly, it was important that
some teachers had developed aspects of their communication style which would
provide instances of self-directed development aimed at improvements in teaching
and learning for further investigation. Therefore, it was necessary to determine
whether any teachers had taken action to develop a more flexible communication

style in response to their use of the CSQ.

Qualitative analysis was employed to explore both issues. To satisfy the aspect of
reflective behaviour, the data were reviewed for evidence that supported the
description in chapter one that reflective practice ‘requires teachers to become
'leamers, responding to their experience of teaching with a conscious and
deliberate intent to check their practice, critically evaluating its everyday content
with the objective of bringing about improvement or transformation where

appropriate’. (p.15).

To satisfy the second aspect of development, the data was reviewed for teachers’
reports of the action they had taken to develop their communication style in

response to their CSQ results.

Evidence of reflective practice

The experience of using the CSQ created the requisite reflective activity, as
defined above, which stimulated teachers’ thoughts on, interest in and discussion
about interpersonal relationships in the classroom and their Aimpact on teaching
and learning. The following extracts from the experience of T3a is typical of the
critical reflective activity carried out by the teachers in this phase of the study. It
begins with teachers finding themselves in the place of being a learner, by giving
them a hitherto unknown theoretical basis on which to found their teaching and a

means by which to consciously and deliberately check their practice:
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T3a: ‘Both these projects [Preferred Learning Styles research and the
Communication Styles of Teachers research] have had a dramatic effect on
my teaching and thinking and have consolidated years of muddled intuitive
thinking and feeling into a justifiable structured and systematic approach
to teaching and learning. . . The Communication Styles Project, developed
by Joe Harkin, gave me a way to assess the effectiveness and
appropriateness of my own communication style with students with mixed
abilities and mixed learning styles.’

When T3a compared her own perceptions with those of her students, critical

evaluation was seen to take place:

T3a: ‘I was initially pleased by how similar the students perceptions were
to mine, there were no glaring huge differences, however, on closer
analysis I became aware of some subtle differences of perception. . . with
regard to being dissatisfied with students’ work the data from both the
Actual and Ideal questionnaires show that I perceive myself as very rarely
dissatisfied with the students. However, the students themselves on their
scores for the Actual questionnaire perceived that I communicate a 0.13
score for Dissatisfied against my 0.00. Again what is interesting to me is
their Ideal score for Dissatisfied which was 0.09 to my Ideal score which
was 0.00. This group . . . perceived my Actual communication of High
Standards to be 0.64 with their idea of Ideal as being 0.58 (again perhaps
an indication that they perceive my expectations of them to be too high).
Again the overall scores suggest that: High standards are less important to
the students than they are to me; that they would have liked more
Leadership and a little more Understanding; more Learner autonomy and
in this group a less Authoritarian approach. My Ideal scores suggest that I
too would ideally like to communicate better Leadership skills, more
‘Understanding and create situations for more Learner autonomy.’

This critical evaluation led to a gathering of further information for assessment

and evaluation:

T3a: “What, however, is not clear is how the students are defining,
interpreting and valuing certain words and concepts: for example one of
the questions on the questionnaire asks:
“is the ideal teacher sarcastic:” always/sometimes/never.

Some people who have been painfully hurt by someone’s sarcastic
comments might define the word and create associations with it that are
negative, where as if the person has experienced sarcasm from an
intelligent, bright, witty person, the definition and associations with the
word might be positive.

The next phase of this ongoing research is to go back to the students and
talk to them either collectively or individually in order to get a better
understanding of how they interpret some of the questions. Whether or not
they perceive being Lenient as desirable or not and whether or not more
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'Leafiership equates more with guidance and indeed whether or not this is
in direct conflict with the stated desire for more Learner autonomy.’

The subsequent discussion with the students created another instance of learning
for the teacher, particularly illuminating the issues of /leadership (clear
explanations) and learner autonomy (choice in what they studied) and giving rise
to the consideration of improving or transforming teaching and learning:
Students: ‘[We want] to go through assignments in class before being
given them in order to understand them, change things, wordings, so that

we can see what is involved in writing them. [We] want more choice of
assignments, say two, to suit different learning styles.’

T3a: ‘Last year I did that and am considering doing it next year; it’s a
good idea; it makes it interesting to mark, it’s also difficult to mark - you
need different bench marks for each assignment so that the grades are fair;
but choice can lead to confusion over grade allocation.’

This culminated in action aimed at improving teaching and learning:

T3a (from a field note): ‘T3a mentioned that with her topic she had
implemented the students’ suggestion by getting them to write their own
assignment and based it around their dominant learning style, which was
visual, by using a film.’

Reported development in response to using the CSQ

The experience of using the CSQ and the subsequent reflective activity provided
for further investigation instances of self-directed professional development aimed
at improving teaching and learning. By September 1999, in response to their
reflections, four teachers (T1, T2, T3a and T4a) reported taking specific action to
develof: a wider, more flexible repertoire of communication style whilst a further
five had identified possibilities for future development. Brief accounts of the four
actions taken and how each teacher arrived at their decision are detailed in the
following pages. Unavoidably, the quotations used as supportive evidence of
development reported by T3a are a repetition of some of those used earlier to
analyse the critical nature of the reflective experience. The CSQ profiles, scale

scores and individual statement ratings are contained in Appendices 5.1 to 5.4.
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T1 - teaching Accountancy to undergraduates (Appendix 5.1)

T1 first used the CSQ in March 1998. From the possible areas for development
arising from this set of CSQ results T1 selected learner autonomy, in particular
the issues of ‘Allowing students choice in what they study’ and ‘Students having
the opportunity to choose the assignments they work on’. For both teacher and
students, the differences between the Actual and Ideal scale scores and statement
ratings were more than 0.1 and 1.0 respectively. T1 wanted students to take more
responsibility for their own learning by setting the agenda for modules, both with

respect, to the subjects and emphasis:

T1: ‘Much learning in accounting is traditionally associated with
relatively narrow focus learning outcomes. This is necessarily so, given
that graduate profiles include familiarity with the kinds of skills that are
essential in professional practice. . . While accepting that such skills are
important, it is also entirely possible that an accounting education based
entirely on these can ignore the importance of learner autonomy in
developing the potential of students to learn for themselves.’ '

Consequently, based solely on the CSQ results, T1 took steps to manége learner
autonomy more effectively and to offer more opportunities within the institutional
constraints. He developed a new module whereby students chose their own topic
within the broadly defined subject area and set their own essay title for the

assignment which constituted the assessment.

T1 continued to reflect on his communication style throughout the study by using
the CSQ with a further three student groups. His objective was to monitor the
effectiveness of his approach to learner autonomy and, where appropriate, to

develop aspects further.

T2 - teaching on an MBA to mature students (Appendix 5.2)
T2 first used the CSQ with a group of part-time students in May 1998. The CSQ

scale scores from this class gave no clear indication of which specific areas should

form the focus of this teacher’s reflections. The Actual communication style was
considered to be very close to the Ideal by both parties. However, scrutiny of the

individual statements led T2 to consider developing learner autonomy based on
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differences between teacher and student views concerning ‘Students’ appraisal of
their own work’ and ‘Students’ assessment of each others work’. Students wanted
less of-each whilst T2 wanted the present levels to be increased and maintained

respectively.

T2 (from field note): ¢[T2] thinks MBA students should be autonomous,
self—managed but clearly they do not think this should be the case in all
areas - there is an issue about the degree and type of autonomy they want
and have. . . [Also] The students were resistant to assessing each others
work and perhaps see this as being part of a traditional tutor’s role.’

A teacher-student discussion about the CSQ results confirmed students’
unwillingness to engage in assessment for the purposes of furthering their ability

to self-assess and peer assess in their work environments:

Student 5: ‘The reason that I’m taking this course is that I do want to
become more aware, I do want to become more self-appraising because at
the end of the day . . . the guys in this group here are out on their own
making decisions, very large decisions for their companies and we need
'that skill set. But when you actually come into a college environment, I
think we’re almost ditching some of that burden in saying “In this
environment those rules don’t apply”. We are now looking towards
somebody to provide that sort of facility for us, to judge us, to help us,
evaluate how can we improve. But we know that when we walk out there,
new rules apply.’

Student 6: ‘. .. when we come to the [peer] assessing side of it we know
that there’s an underlying thing that we’re not going to fail anyone here;
that that was our goal because we all know how important it is for the
qualification and nobody’s going even to attempt to put that at risk. .
when it comes down to it marks being recorded which go collectwely
towards a qualification, I certainly would feel very uncomfortable about
anybody in this group influencing that.’

Reflecting afterwards on the students’ comments, T2 was particularly concerned

about their attitude towards peer-assessment:

‘T2 (from field note): ‘He [T2] was not surprised by the comments about
the task which required the group to assess each other - i.e. they were not
prepared or going to fail anyone - but he had not realised that it had
become an unwritten rule.’
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T2 wanted to take action on this issue but there was no suitable opportunity with
this group since the module was close to finishing. Instead, he reserved his
response concerning peer-assessment until the module was run again in January
1999, this time with two groups of full-time students. From the outset of this
module, he determined to be clearer and more directive about his expectations of
what was to be covered and why:
T2 (from field note): ‘For Learner Autonomy, [and peer assessment] he
‘explained to the students that in their work environments they would be
faced with situations where they couldn’t delegate their responsibilities for
assessing or judging others’ work and therefore as MBAs they had to face

up to this issue and take appropriate responsibility and behave accordingly
in respect of assessing the presentations of fellow students.’

He concluded that:

T2: ‘Consequently, the full-time students appeared more relaxed about
assessing their peers.’

The fact that peer-assessment had been the beneficial experience T2 was hoping
to create was later confirmed by the students. T2 monitored the effect of his
actions by using the CSQ with each group and by subsequently holding teacher-

student discussions:

Student (group one): ‘Personally it’s [peer-assessment] has been a very
positive thing. Some of us have talked about this and had different views -
it’s right/not right; some felt that they could give themselves a fairly
accurate mark. But it’s been a very courageous thing for us, helping us to
take the next step. It’s been a good thing.’

Student (group two): ‘I had big worries about this system, but I was
surprised about how realistic the assessments were. Students accepted the
feedback - it was a good thing, generally.’

T3a - teaching GNVQ Health and Social Care to 16-19 vear olds (Appendix 5.3)

In June of the academic year 1997/8 T3a used the CSQ with two student groups.
However, as it was too late in the year for either group to benefit from her
subsequent reflections these experiences were treated as a ‘trial run’.
Consequently, T3a followed up the CSQ results (November 1998) from her third
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student group and, by comparing the scale scores, identified several issues worth
investigating further:
T3a: ... the overall scores suggest that: High standards are less important
to the students than they are to me; that they would have liked more
Leadership and a little more Understanding; more Learner autonomy and
in this group a /ess Authoritarian approach. My Ideal scores suggest that I

too would ideally like to communicate better Leadership skills, more
Understanding and create situations for more Learner autonomy.’

A subsequent teacher-student discussion about the CSQ results was held. This
highlighted that students wanted better Jeadership through clearer explanations of
what was involved in assignments and more learner autonomy through a choice of
assignment to suit their learning styles:
Students (from field notes): ‘[We want] to go through assignments in class
before being given them in order to understand them, change things,
wordings, so that they could see what was involved in the writing of

assignments. . . [We] want more choice of assignments, say two, to suit
different learning styles.’

T3a responded by incorporating the students’ remarks in the design of the next
assignment. Focusing on the development of leadership and learner autonomy
within her communication style, arrangements were made for the students to write
the assignment, based on their choice of a film which suited their dominant

learning style, which was visual.

Further reflection on the outcomes of the assignment led T3a to conclude that the

actions had led to the desired improvements in teaching and learning:

T3a (from field note): [T3a}had asked them [students] to evaluate the
process and found that several found it a good thing to do and were
enthused by it. Part way through marking the assignments, [T3a] felt the
students had understood the language and the assignment better for having
written it themselves.’
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T4a - teaching Nursery Nursing and GNVOQ Health and Social Care to 16-19 year
olds (Appendix 5.4)

T4a used the CSQ with four student groups between July and November 1998.
Since it was too late in the year (July administration) for the ﬁrst group to benefit
from the findings, T4a concentrated her actions on the three subsequent groups
(November administration). The sets of CSQ results arising from these three
groups showed that both teacher and students desired more leadership and
understanding (differences between Actual and Ideal scores were more than 0.1
for each scale). Subsequent video recordings and IPR discussions of lessons for
two of the groups suggested that leadership was the prominent issue, indicating

that the lessons seemed to lack clarity and to be somewhat disorganised:

Lesson One:

T4a: ‘It [lesson] was terribly slow. I would be feeling a bit bored by that
stage. . . Because I spent so long on that work [handouts] that the students
didn’t get enough time to go and do the research later.’

Students: ‘ [We] didn’t really understand the worksheet, what we had to
do.’ A

Lesson Two:

T4a: I felt that it was rushed because [I] was wanting to make time for
the research task.’

Students: °. . . unsure about whether we were supposed to be putting the
individuals into the categories to wh1ch they had already been allocated or
to where we thought they should go.’

The need for greater clarity of explanation and better organisation was also
indicated in the CSQ individual statement responses (the Actual and Ideal ratings
for both teacher and students differed by more than 1.0). This was acknowledged
by T4a:

T4a: ‘Well, there were a couple of things I did badly this year which I
usually do a bit better which might have a bearing on the subject. To do
‘with organisation and in my experience [it] gives the students a better
sense of direction. One is that they have a week by week program for
what I’m going to teach for that particular module. . . Often they can’t see
where they are going. That was one thing I didn’t do. And likewise to
propetly review the module at the end so they can look back and see a
shape and direction. . . The students I’ve had in the past have told me how
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much they appreciate me doing that. . . Oh, the other thing was to be clear
about my aims. One of the problems about the two sessions you saw was
that I had two very conflicting aims and I was trying to fudge a
compromise between them which didn’t work..’ '

In response T4a concentrated on developing these aspects of leadership, as can be
seen from T4a’s subsequent write-up of the CSQ experience:
T4a: ‘Re-introduced weekly programmes and earmarked time to review

programme at the end. Made sure that when under pressure I simplify
-objectives rather than add more.’

The impact of these developments was not known at this stage of the study.

Discussion

The analysis of the data confirmed three things. Firstly, that there is a need to
consider improvements in teaching and learning, since teachers and students do
not perceive the process of classroom interaction in the same way and that both
parties desire a communication style that is, in some ways, different from that
~currently being displayed. Secondly, that behaviour appropriate to critical
reflection had taken pléce. Thirdly, that some teachers had taken action to
develop aspects of their communication style and, therefore, instances of self-

directed professional development had occurred.

The process of teaching and learning in post-compulsory education

The analysis of the CSQ profiles from these volunteer teachers and their students
is consistent with previous CSQ results reported in chapter three and the research
about effective teaching and learning reported in chapter one. It also indicates a

need for teachers to at least consider improving aspects of teaching and learning.

Firstly, the Actual communication style of most teachers was viewed by both

teacher and students to be relatively effective, as defined by research reported in
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chaptef one. A co-operative environment was perceived with teachers displaying
considerable warmth, whilst students had some degree of responsibility for
directing their own learning as teachers took less than total comtrol of the
situation. However, teachers assess some aspects of their Acfual communication
style more optimistically than do their students, confirming the earlier CSQ
findings mentioned in chapter three. This may indicate real differences in
teachers’ and students’ experiences but, as teachers tend to perceive the pattern of
relationships between the various scales in the same way as their students, the

differences in reality are probably one of degree rather than type.

Secondly, whilst the Actual profiles provide evidence that the process of teaching
~and learning in post-compulsory education involves suitable interpersonal
communication, teachers and students alike perceive an Ideal that is different in
some ways from their Actual experience. The warmth dimension still indicates
that teachers should have an unconditional positive regard for their students but it
is desired to a much greater extent. The control dimension indicates that students
should be treated much more as collaborators with teachers in the process of
learning. Yet, overall, the creation of a safe and supportive environment through
a trusting relationship with the teacher is considered more important than the way
learning opportunities are directed, again consistent with the research findings

reported in chapter one and chapter three.

Thirdly, teachers’ and students’ perceptions differ on many levels. Teachers
perceive some aspects of their 4ctual communication style more positively than
do their students. Teachers are more idealistic than their students in their Ideal
communication style, aiming for perfection and attaching greater importance to
control. Teachers perceive more than twice as many individual behavioural
characteristics as requiring attention than do their students. Whether these
differences can or should be acted upon is for individual teachers to decide in light
of their own circumstances and beliefs. However, the existence of such
differences highlight the need for teachers to come together with their students to

discuss perceptions and experiences of classroom interaction and to jointly and
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mutually identify and develop areas that could lead to improvements in teaching

and learning.

Reflective Activity

The perceptions of classroom interaction as outlined in the findings provided
teachers with a number of focus points for reflection. This reflective activity in
response to the CSQ results fulfilled the criteria regarded appropriate to critical,
thoughtful and systematic consideration of teaching as outlined in chapter one.
For different teachers this activity focused on different aspects of their
communication style and followed different formats but, for most, it was rarely
straight forward. Sometimes the CSQ results alone gave no clear indication of the
areas a teacher may benefit most from focusing on. At other times, the results
indicated that more than one scale should form the basis of reflection.
Consequently, receiving the CSQ results was only the beginning of the reflective
process as, to arrive at an informed decision to develop an aspect of
communication style, a teacher needed to do more than take the CSQ resuits at

face value.

During this reflective activity teachers integrated the CSQ results with both prior
and current learning. Along side the views of their students, they also considered
the validity of their own perceptions, assumptions and actions and took
appropriate responsibility for the consequences as perceived by their students.
They sought a clearer understanding of the nature of the classroom interaction
under scrutiny and genuinely considered developing aspects' of their

communication style which could lead to improvements in teaching and learning.

Whilst it is not certain at this stage of the study how this reflective activity was
facilitated, there are some pointers. The media of a questionnaire and video
recordings provided ways of focusing a teacher’s thoughts on issues worth
investigating further, assisting them to orient their reflection towards something
that was relevant to them and their students. The students’ viewpoints elicited

through the CSQ were thought provoking and indicated the part that specific
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feedback can have in helping to assess the effectiveness and appropriateness of a
particular form of classroom interaction. Discussions between a teacher and their
students uncovered reasons for and causes of the perceptions and showed the
value of dialogue in illuminating attitudes and assumptions which affect
participants’ behaviour and objectives. However, whether some or all of these, or
other factors yet to be identified, are crucial remained to be investigated at this

stage.

Self-directed professional development aimed at improving teaching and

learning

By the end of Phase One four teachers had reported taking action to develop a
wider range of communication style aimed at improving teaching and learning.
The actions taken were varied, occurred under different circumstances and were
arrived at by different routes. This indicates that development was .considered in
relationship to its appropriateness to the learning situation; was not the result of
the characteristics associated with one type of case study; and accommodated a

number of ways of stimulating reflective practice.

The actions taken by the teachers to develop their communication style can be
classified as representing three different degrees of development. Firstly, the
design of a new module by T1 could be termed as the development of an original
aspect of the teacher’s communication style. Secondly T2’s overt explanation to
his | students of his internalised and implied assumptions concerning peer
assessment could be considered as development which is building on existing
elements of the teacher’s communication style. Thirdly, the creation of the
student-designed assignment by T3a and re-introduction of a course program by
T4a can be seen as development which is reviving a former aspect of a teacher’s

communication style.

The circumstances in which the actions took place demonstrated development in
teachers across a number of different characteristics. Both male and female

teachers developed aspects of their communication style. Both FE and HE
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institutions were represented. Different programme types were covered - degree,
MBA (Masters in Business Administration), GNVQ (General National Vocational
Qualification) and NNEB (Diploma in Nursery Nursing). Subject areas also
differed - accountancy; business studieS; health and social care; nursery nursing
and child care. Lastly, whilst all four teachers each had seven or more years of

teaching experience, two were undergoing formal initial teacher training.

The routes by which these teachers arrived at their decisions differed in the extent
to which their students were involved in the reflective process after participating
in the CSQ. TI1 determined his development activity on the strength of the CSQ
results alone. T2 and T3a held a discussion with their students based on their
CSQ results and proceeded with action that took into account these further
comments made by the students. T4a experienced video observations of three of
her lessons and engaged in IPR with her students based around sequences of
classroom interaction from the recordings. Action was taken after considering the
students’ views on teaching and learning arising from both the IPR discussions

and the CSQ results.

In addition to the four teachers who had taken action, a further five had indicated
that there were aspects of their communication style which could be developed in
future, but action was yet to be taken. Although the reasons for the delays were
not ascertained at this stage of the study, one reason may be suggested and that is
that reflective practice and, consequently, self-directed improvements in teaching
and learning, are not matters which can be accomplished quickly. This, of course,
could be due more to the nature of the reflective opportunity created in this study
rather than to anything inherent in reflective practice in general. However, it is
interesting to note that the teachers who reported having developed aspects of
thei; communication style by the end of Phase One were those who had
participated longest in the study; the five yet to take action were those who had
joined later. The implication is that time for reflective practice is a key factor in

the accomplishment of development.
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Conclusion

The aim of Phase One was to engage teachers in reflective practice aimed at
bringing about self-directed improvements in teaching and learning without the
application of any particular model to facilitate the activity. The conclusion to be
drawn from the analysis is that the objective was achieved. The analysis of the
CSQ results showing differences between teachers’ and students’ perceptions of
classroom interaction confirmed the need to consider self-directed developments
in teaching and learning. The teachers involved considered these differences to be
worthwhile investigating and seemed to approach the review of their
communication style as if there was something that could be learned from the
experience; with a determination to illuminate their practice; and with a critical
eye for possible improvements. By the end of the phase, four teachers reported
developing aspects of their communication style with a view to improving

teaching and learning; a further five had identified possible future developments,

Achieving the aim of Phase One meant that there was a basis for examining, in
depth, the manner in which self-directed improvements in teaching and learning
can be achieved and the influences on teachers’ participation in, and
accomplishment of, this activity. There were already some suggestions as to the
factors that may be involved: the CSQ; students’ feedback; teacher-student
discussions; time. Consequently, Phase Two of the study was planned with a
view to collecting further data which could shed light on the two main questions
of the study:

e If, following the use of the Communication Styles Questionnaire, teachers
developed aspects of their interpersonal communication, how had such self-
directed professional development, aimed at improving teaching and learning,

been achieved and influenced during this experience of reflective practice?

e What do these, and other, experiences of self-directed professional
development indicate about how best to encourage teachers’ participation in,
and enable their accomplishment of, reflective practice aimed at self-directed
improvements in teaching and learning in post-compulsory education

settings?
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However, before embarking on Phase Two a review of the literature relevant to
the area of investigation was undertaken. The issues considered relevant to this

study are presented in chapter five.
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CHAPTER FIVE

LITERATURE REVIEW

Introduction

Instances of reflective practice in Phase One of the study resulted in four teachers
reporting the self-directed development of their communication style aimed at
improving teaching and learning. In order to examine the manner in which this
development occurred and to determine what could be learned from these, and
other, previous experiences of self-directed professional development engaged in
by these teachers, it was considered most appropriate to investigate the
practicalities surrounding their achievement. Specifically it was decided to
consider how teachers had come to participate in the study; the process involved
in the self-directed development of their communication style; and the factors that
had facilitated and hindered their reflective activity and actions. To provide a
basis for this exploration literature concerning development was reviewed. This is
in addition to the review of action research carried out in chapter one relating to

reflective practice.

The framework for this literature review was broad for two reasons. Firstly,
various terms can be associated with self-directed professional development.
Secondly, the context of the study concerned issues that were personal,
educational and organisational in nature. Consequently, literature was consulted
concerning continuing professional development; staff development; teacher
development; professional education; teachers as learners; teacher change;

educational change; organisational change and psychological theories of change.

Although the main focus was on professional development that was directed by
teachers themselves, inevitably some of the literature related to situations where

development, training or change was determined by ‘someone outside the
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classroom’ (Richardson, 1990: 11). However, since what teachers do, how and
why they do it are central to professional development in situations of both self-
directed and imposed development, it was considered appropriate to take into

account the issues arising from each scenario.

The resultant review is in two parts. Part One consists of six theories which,
together, offer a broad range of explanations about how and why development
occurs. The reasons why these theories may have a bearing on this study into
self-directed professional development are considered. Part Two reviews the
factors that influence an individual’s abilities or attempts to participate in and

accomplish development.

PART ONE - THEORIES RELEVANT TO DEVELOPMENT

One of the first things that becomes clear from the literature is that any kind of
development is a process and not a one-off event. The consideration of one’s
practice and the implementation of improved or new ideas - the possible use of
better or new materials or teaching approaches or the alteration of beliefs - are not
developed all at once. It is time consuming, involves loss, anxiety, struggle and is
often characterised by ambivalence and uncertainty (Fullan, 1991). It needs
persistence, support, assistance and clarity of purpose (Loucks-Horsley ez al,
1998). It means dealing with the socialising forces at work in an institution; it
requires coping with disorientation during the refinement of craft and expert
knowledge; it creates insecurity when pedagogical content knowledge is
threatened; it is perceived as impossible or costly when perceptions of teaching
are challenged; it means accommodating changes in emotions and taking risks
(Leat, 1999). Yet when development is achieved people feel a sense of mastery,

accomplishment and professional growth.

It is a process which, whilst generally acknowledged to be complex and

idiosyncratic (McKinney ef al., 1999), is considered in several theories to involve
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a number of progressive and, usually, sequential stages which are common to
most participants. Furthermore, an awareness and understanding of these stages
and bow individuals move through them can point to ways in which the

development process can be facilitated.

The most integrated theory of individual development in education is that
proposed by Ohlhausen et al. (1992) and tested by McKinney et al. (1999). The
Efficacy-Based Change Model (EBCM) is a stage model founded on the
relationships between teacher concerns, self-efficacy and attributional processes
(Figure 5.1). It implies that individual change is influenced by a teacher’s
concerns about the issue; the factors influencing their involvement; their past

experiences of change; and their confidence in their ability to tackle it.

Figure 5.1 The Efficacy-Based Change Model

Efficacy Process Stage of Innovation Expressed Concems

Increased
/ self-efficacy \ m
Influencing Intemnal Refinement «------ »|  Impact concems
factors cause T l
Attributional
~—<p Implementation ¢~----
process %4 - Implementation < |  Task concems
influencing External T l
factors cause Initiation ~ @------] p  Self concems
\ Decreased / T_]
self-efficacy

The EBCM suggests that the process of change involves individuals moving
through three stages of Initiation (considering the possibility of change);
Implementation (carrying out alterations, improvements, innovations) and
Refinement (fine-tuning the actions taken). Progress through these stages is

characterised by the expression of thoughts, feelings and reactions individuals
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have in connection with the notion and accomplishment of change. These
expressions relate to three types of concerns - self, task and impact - each of
which is substantially, though not exclusively, related to one of the stages. These
concerns also consist of stages, seven in total. Self-concerns cover whether
change‘ is warranted (awéreness), what change would involve (informational), and
the teacher’s ability to see it through (personal); task concerns focus a teacher’s
attention on the viability of implementation (management); and impact concerns
cover how change will affect students, how cdlleagues will contribute to
improvements and how the outcomes can be improved (consequence,

collaboration and refocusing).

Where a teacher is in the stages of concern and, therefore, in the process of
change, is related to their self-efficacy, or confidence, in their own ability to
initiate and persist in change. Individuals with lower self-efficacy have more self-
concerns than those with higher self-efficacy whose focus is on task and impact
concerns. Self-efficacy, in turn, is related to attribution factors, and self-beliefs of
" outcome expectation and outcome value. Individuals with high self-efficacy
attribute success to their own efforts as well as luck; believe that change can be
implemented successfully; and believe that change is important. Thus there are at
least two implications of the model. Firstly, individuals with high levels of self-
efficacy are more likely to initiate and sustain change than those with low levels.
Secondly, if individuals with low self-efficacy can be helped to perceive the
importance and possibilities of change, their confidence may be enhanced to a

level which enables them to initiate and sustain change.

McKinney er al., (1999) acknowledge that further research on the EBCM is
needed because aspects of their findings may have been influenced by factors not
included in the model. The research involved teachers enrolled in semester-long
graduate classes looking at their practice and understanding of an educational
innovation known as ‘a whole language approach’ (Ohlhausen ef al., 1992, p.538-
9; McKinney et al., 1999, p.472) to teaching and learning. Thus, collaboration,
whereby these individuals worked together within a network of supportive peers,

could have contributed to feelings of self-efficacy, and therefore, to the change
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process. Also, since it seemed necessary for individuals to have some knowledge
base and skill level appropriate to the application of ‘whole language’, and the
self-efficacy beliefs that they can use those skills and knowledge, it may be that
knowledge and skill levels are dimensions which also contribute to the change

process.

However, the EBCM is relevant to this study on self-directed professional
development for three reasons. Firstly, as with the research using the CSQ,
- inquiry into the ECMB was conducted within the context of educational
professional development as teachers sought to understand and practice ‘whole
language’. Secondly, McKinney et al. (1999) state that the nature of ‘the whole
language approach’ to teaching and learning is based on a theory which gives
teachers an opportunity to examine their practice and make changes congruent
with the theory. This may be similar to the reflective opportunity provided by the
CSQ which also has a theoretical underpinning. Thirdly, as with the participants
in this research into self-directed professional development, the teachers were
participating of their own volition, possessed a wide range of teaching experience

and came from a variety of contexts.

Turning from education to the development of the individual within organisations,
Jackson (1985) focuses on ways to optimise the transfer of learning from training
situations into the workplacé. He outlines seven steps in the process of individual
change, each of which is taken in response to questions which are relevant to the
individual’s decision about implementing change (Table 5.1). The first four -
Awareness, Understanding, Belief and Effort - are dependant on the individual;
the fifth and sixth - Reward and Feedback - depends on actions by the system or
organisation in which the individual works; the final step - System

Accommodation - requires the attention of both parties.

In the initial stages of the change process, an individual has to become aware that
there are alternatives to the current situation which may bring about better

outcomes; he then needs to gain an understanding about the effect of the
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alternatives and how to implement them; he requires a belief that the alternatives
will work for him and then needs to proceed to action. Once engaged in a change
initiative, the organisation then needs to fulfil its part by seeking ways, acceptable
to the individual, of positively acknowledging and rewarding the change; and
offering feedback regarding the impact of the individual’s change efforts. Finally,
the individual must consider how their effort to change is impacting on others
whilst the organisation must ensure that the change effort becomes established,

supported and maintained within the system.

Table 5.1 The Seven-Step Model of Individual Change

Change Steps Questions Relevant to Individuals

1. Awareness Can I experience better outcomes?

Are there different ways I could behave?

2. Undei'smnding How could this work?

What outcomes are they supposed to lead to for

me?

3. Belief Could I achieve this if I tried?

Would I really be rewarded if I did perform it?

4. Effort Shall I give it a try on my job?

5. Reward Will anyone notice the change?

Will anyone appreciate my effort?

6. Feedback How effective are my efforts?

What can I do to fine-tune my skills?

7. System Accommodation What impact is my change in behaviour having

on others?

Can we find reasons for all of us to support

changes by individuals?

Jackson’s model has its foundations in two theories. Firstly he cites Porter and
Lawler’s (1968) model for employee performance and satisfaction, stating that

performance is a function of an employee’s efforts; their skills; and their
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understanding of the expectations of their role in the organisation. Thus viable
change is related to the extent an individual is willing and equipped to adapt
appropriately. Secondly, Jackson cites expectancy theory (Lawler, 1973) whereby
four conditions must be met to motivate an individual to change: the reward or
outcome associated with their performance must be valued by the individual; the
individual must believe they are capable of performing well enough to gain the
reward; the individual must believe they will receive the rewaid if performance is
satisfactory; and the individual must not perceive an adverse cost or outcome
associated with their performance. The extent to which these conditions are met
influences an individual’s attitudes and beliefs towards the possibility of change.
Between them, these two theories propose that the determinants of individual

change lie both within the individual and the organisation.

It is this mix of responsibility which makes the Seven-Step Model of Change
interesting from the perspective of self-directed professional development. It
suggests that the impetus for implementing change is dependent on the individual
whilst the organisation is charged with providing support to ensure individuals
can persist with the change and maintain new behaviours. How this may relate to
self-directed professional development is uncertain since, in chapter one (p.17), it
was stated that teachers engaging in reflective practice frequently do so within an
unsupportive environment, whereby their daily work is often isolated, unnoticed
and unrewarded by colleagues and managers. However, since change has been
reported in this present study, this suggests three possibilities with regard to the
organisational responsibility of educational establishments as proposed in the
steps of Reward, Feedback and System Accommodation. One, that organisational
factors, in reality, have little or no place in individual change and, therefore, these
three steps have no application in educational settings. Two, that change only
occurs where the educational establishment does support the individual in the
ways the Seven-Step Model proposes. Three, that the steps of Reward, Feedback
and System Accommodation exist with a different orientation - perhaps they can
be explained in terms of internal (individual), rather than external (organisational),

dimensions in the context of educational change. Consequently, it raises the

Chapter Five Literature review 101



question of whether or not everything that an individual may require to effect

change is under their control.

The third model of development involving stages comes from the area of health
psychology. Based on comparative analysis of eighteen leading psychotherapies,
the Transtheoretical Model of Change (Prochaska and Di Clemente, 1982;
Prochaska er al, 1992) established a structure which underlies both self-initiated
and professionally assisted intentional change. It is the most commonly used
model to date for aiding the understanding of why individuals adopt or avoid
- particular behaviours (Hevey, 1998) and proposes five stages of change. These
are Pre-contemplation (individuals have no intention to consider a possible need
to change behaviour in the foreseeable future); Contemplation (individuals are
aware that something needs changing); Preparation (individuals intend to take
action to change their behaviour); Action (individuals act to modify their
behaviour), and Maintenance (individuals work to prevent a relapse and to
consolidate the gains attained during action). Movement through the stages
occurs as individuals engage in ten covert and overt activities and experiences
aimed at modifying their behaviour. Each of these activities or processes, (Table
5.2), is a broad category covering a range of techniques, methods, and
interventions which can be stimulated either by an individual’s own actions

(experiential) and/ or by environmental events (environmental).

These ten processes, a common and finite set repeatedly identified by research
across a range of behaviours, are applied or avoided to a greater or lesser extent at
each stage of change. Pre-contemplators rarely use any of the processes.
Individuals in the Contemplation stage are most open to consciousness-raising,
dramatic relief and self- and environmental re-evaluation. Those in the
Preparation stage add counter-conditioning and stimulus control whilst during the
Action stage people also focus on self-liberation. Maintenance builds on each of
the processes which came before and includes helping relationships and
reinforcement management. However, according to this model, implementing a
behavioural change is not usually a straightforward, linear progression with

individuals easily applying each process and moving smoothly from one stage to
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another until they achieve their aim on their first attempt. Rather it usually
requires three or four action attempts before long-term maintenance is achieved as
people relapse, regress to an earlier stage and recycle through the stages again.

Consequently, change becomes a spiral process.

Table 5.2 Processes of Change (T ranstheoretical Model)

Process Definitions
Consciousness raising Increasing information about self and problem
Self re-evaluation Assessing how one feels and thinks about

oneself with respect to the problem

Self-liberation Choosing and committing to action or belief in
ability to change

Counter-conditioning Substituting alternatives for problem
behaviours

Stimulus control | Avoiding or countering stimuli that elicit
problem behaviours

Reinforced management Rewarding one’s self or being rewarded by

others for making changes

Helping relationships Being open and trusting about problems with

someone who cares

Dramatic relief Experiencing and expressing feelings about

one’s problems and solutions

Environmental re-evaluation Assessing how one’s problem affects the

physical environment

Social liberation Increasing alternatives for non-problem

behaviours available in society

Whilst much of the research into the Transtheoretical Model has been carried out
in the areas of smoking, psychological distress, weight control and dietary fat
consumption, there are good reasons to consider it in relation to the self-directed
professional development of teachers. Firstly, although the practice of the

teachers in this study is not considered to be problematic or addictive behaviour, it
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can be viewed as habitually ingrained behaviour which may require modification.
Secondly, the diverse behaviours to which the model has been applied confirms
that the ten change processes are used across them all (Prochaska et al., 1992)
which suggests they may be consistent with change in other areas such as
teaching. Thirdly, research evidence has identified that the predominance of
specific change processes differs across different problem behaviours (e.g.
Prochaska et al., 1992; Bowen et al., 1994; Lamb and Sissons Joshi, 1996) and
this opens up the possibility for identifying those which may be specific to the

self-directed professional development of teachers.

Not all theories relating to development are stage theories as the following three
. show. However, they are all process oriented, confirming the view stated earlier

that development is not a one-off event.

Theories-in-Action (Argyris and Schon, 1974; Schén, 1987) arose in the context
of endeavours to increase professional effectiveness and describes how
development takes place as individuals integrate thought with action. It is based
on the premise that people design their actions and hold theories for doing so.
These theories include values, strategies, and assumptions which enable people to
explain, predict and control their interpersonal behaviour. For an individual to
develop it is necessary for them to challenge both the validity of the theories they
hold (theories-in-use) and the actions purported to arise from them. To do so,
individuals need to move away from: unilaterally defining purposes; maximising
the potential to win in every situation; minimising the expression of negative
feelings; and being predominantly rational (Model I, Table 5.3). Such values lead
to a néed to own and control tasks and relevant factors; to protect oneself and
others from being hurt; to avoid public discussion of alternatives and to adopt a
generally defensive approach to development. For the individual this results in
confirmation or disconfirmation of his theories (or single-loop learning) but rarely
leads to the disclosure of information that enables others to test their assumptions
about the individual and, therefore, provide him with another opportunity to test
his theories (or double-loop learning). To be open to the possibility of changing
either or both of their theories and actions, individuals need to adopt general
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values, strategies and assumptions which allow them to exchange valid
information, even about difficult and sensitive matters; to subject private
dilemmas to shared inquiry; and to publicly test negative assumptions (Model 11,
Table 5.4). These enable an individual to explore different viewpoints and risky
ideas, and to become more effective through the experience of development as a

collaborative and supportive venture.

Theories of Action raises some interesting thoughts for the issue of self-directed
professional development. The CSQ is theory based and was used in a way that
allowed others to expreés their viewpoints; the subsequent feedback session with
the res;zarcher or project director and, where held, teacher-student discussions
encouraged joint exploration of the process of teaching and learning.
Consequently, it would seem to provide an opportunity for the participants to
exercise double-loop learning values in consideration of development. Therefore,
development of communication styles could be the result of teachers adopting the

approach outlined in Model II.

Cunningham’s (1994) view of the development of individuals within
organisations is within the context of how people manage their own learning with
the objective of integrating theory and practice (purposes and action) and strategy
and tactics (why? and how?). Successful Self-Managed Learning, he believes, is
governed by four principles and facilitated by four processes. The four principles
are: responsibility; self-control; autonomy; and choice. Individuals need to take
responsibility for their own development since they are best placed to analyse and
assess their own experience, priorities, needs and goals within their organisational
context. They must exercise self-control by managing the development need that
is identified, and autonomy by mastering their own situation through critical
thinking, informed judgements, and planned action. Finally, individuals need to
perceive they have more choices than demands and constraints place upon them
and be willing to break out of any self-imposed straight jackets. The four
processes considered to facilitate development are - preparing; resourcing;

collaborating and judging (Table 5.5).
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Table 5.5 The processes of Self-Managed Learning

Process Involves:

Preparing Mapping (having a view of their world to direct their learning); diagnosing
(becoming self-aware); planning (identify improvements); contracting

(developing a learning contract).

Resourcing Acquiring more resources (money; materials etc.) or working within limited

and/ or existing resources.

Collaborating Working with others; sharing and exchanging ideas with others; receiving
and giving support.
Judging Assessing and evaluating the use of past experience; assessing and evaluating

learning and its effectiveness.

The combination of these principles and processes enables individuals to develop,
design, and plan a programme to meet their own needs within their organisation.
However, such development is better facilitated when the organisation is actively
involved in supporting and managing the learning of its people. This requires the
organisation to become a learning business, expressing its commitment and
intentions through a strategic approach that is both big-picture oriented and
personal. Through the big-picture dimension, the organisation values learning;
develops a culture and structures that assist people to work in better ways; and
clarifies the strategic direction of the organisation and individuals’ contributions
to this. Through the personal dimension, an organisation encourages individuals’
learning by developing their capability to learn; their ability to apply such learning
wisely; and their ability to take a holistic view which connects their feelings,
physical attributes, values and social factors within themselves and with the
world. The integration and support of the big picture and the personal approach is
best achieved by the organisation creating ‘learning sets’ in which individuals
within an organisation come together to raise ideas; jointly assess proposed and
actual outcomes; allow each other to struggle with ideas; and learn to listen to and

support each other.

As with Jackson’s Seven-Step Model of Change, Cunningham’s Self-Managed
Learning method considers that for development to be mutually successful to both
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individual and organisation, the two parties need to work together. The
advantages for the individual are that they receive support, acknowledgement and
resources for their efforts. The advantages for tﬁe organisation are that
individuals’ objectives can be linked with its own; large scale and long term
development involving all employees can be planned and executed; personal
~autonomy can be developed to encourage initiative; collaboration can be
developed to establish fhe exchange and sharing of ideas and support; and by
selecting good learners into the organisation it can maximise both its and their

learning potential.

Yet, despite the advantages of this mutual approach, individual learning and
development does, and will continue to, occur without organisational input. This
may well be the case for the self-directed professional development reported so
far in this study, for reasons that such organisational support does not exist.
However, it may also be the case that individuals have chosen not to access the
organisational support available to them, perhaps for reasons that it could impact
adversely on the outcomes they wish to achieve. Consequently, the views of the
Self-Managed Learning method are useful in exploring possible interactions
between individuals and their educational institutions and the effects on self-

directed professional development.

Finally, the Theory of Planned Behaviour (Ajzen, 1991) proposes that someone’s
actions are dependent on how strongly they intend to engage in a particular
behaviour. In turn, the individual’s intention to perform is a result of three factors
- attitude, subjective norm and perceived behavioural control (Figure 5.2). Itis
the strength and combination of these three which influence, indirectly, the
individual’s actions. Therefore, whether an individual will begin and complete a
development initiative will depend greatly on how each of these factors detracts

from or contributes towards their intentions.

Attitude refers to the beliefs an individual has about the behaviour in question. If

an individual believes that a particular behaviour will have desirable
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consequences, then they will form a favourable attitude towards it. Conversely if
the consequences are considered to be undesirable, then an unfavourable attitude
will be formed. Subjective Norm is concerned with the beliefs an individual holds
about the likelihood of important ‘others’ (e.g. individuals, groups) in their life
approving or disapproving of their performing the proposed behaviour. Thus, an
individual is more likely to act in a particular way if they perceive considerable
social pressure to do so rather than little or no social pressure. Perceived
Behavioural Control is related to beliefs about the existence or absence of
resources or opportunities required to implement the behaviour. The more
resources and opportunities individuals believe they have access to, and the fewer
the obstacles they anticipate, the more they perceive control over their behaviour

and the greater the likelihood of the behaviour occurring.

Figilre $.2 The Theory of Planned Behaviour

Attitude
towards the
behaviour

Perceived
Behavioural
Control
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Two pieces of research using the Theory of Planned Behaviour (TPB) highlight
some specifics that influence development in educational setﬁngs. Haney et al.
(1996) investigated teacher beliefs and intentions concerning the implementation
of a science education program. The likelihood of implementation was linked to
positive views of how the program would: increase students’ interest, independent
learning and attitudes towards science; and enable them as teachers to teach the
concepts and accommodate a variety of student learning styles (am’;udes); be
supported by administrators and other teachers (social norms); be provided with
adequate staff development opportunities related to the program and available
resources such as funding and curriculum materials (perceived behavioural
control). Crawley and Salyer (1995) explored middle school teachers’ intentions
to introduce life science reforms into their practice and elicited several influences
on behaviour. Attitudes were represented by an expectation of improved student
learning and interest in the subject and were a key motivator to implement reform.
Social norms reflected the need for teachers implementing a school-wide reform
program to communicate and co-ordinate with others in their situation (e.g.
colleagues) but not necessarily with of all the key people in their school (e.g.
principal or head of department); and concerned whether those who were to teach
the students next would follow-up the program. Perceived behavioural control
highlighted major obstacles as being lack of time, materials and equipment whilst
suggesting that articulation of beliefs may actually bolster teachers’ intentions to

implement reform.

The TPB attempts to both explain and predict behaviour. However, meta-analysis
of TPB research shows that, in its present format, the theory falls short of being a
very effective means of identifying the determinants of behaviour or predicting
actual behaviour (Suttoxi, 1998). Two reasons are put forward. Firstly, intentions
to act appear to be affected by more than the three existing factors; additional
factors of belief salience; past behaviour and habit; self-efficacy; self-identity;
moral norms; affective beliefs and situational influences also appear to be
involved (Conner and Armitage, 1998). Secondly, stated intentions may change
as unforeseen events occur or may only be provisional because further

consideration is desired (Sutton, 1998). Yet, despite the apparent need to improve
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and extend the existing model, the TPB is worth reviewing in connection with
self-directed professional development as it encourages accomplishment of this
activity to be considered in relation to the individual’s stance toward
development, social pressures to perform, and opportunities and resources viewed

as important influences on the performance of behaviours.

Summary of Part One

All six of these theories provide an idea of the structure that is perceived in
successful development by individuals. The stage models propose that
individuals move through phases which reflect whenr particular shifts in attitudés,
intentions and behaviours occur and how such shifts occur. Each stage is viewed
as a platform for progress to the subsequent stage with various activities,
experiences and factors characterising the process involved. The non-stage
models emphasise the pattern of behaviours people follow to enable development
to occur. These patterns involve specific inter-related factors which individuals
need to manage in order to develop. All six theories provide useful ways to model
development and offer information which can be used to inform how individuals

can be encouraged to initiate, sustain and complete the development process.

PART TWO - FACTORS INFLUENCING DEVELOPMENT

Theories of development are attempts to provide an explanatioﬁ of how
effectiveness is intentionally improved, based on a finite number of essential
principles. Other literature relevant to development focuses on specific factors
that have a major influence on individuals engaging in and coping with the
demands and requirements of the development process. These factors can be
loosely grouped into intra-, inter- and extra-personal areas and are expanded in the

following sections.

Chapter Five Literature review 112



Intra-Personal Factors

‘Change’, claims Fullan (1991), ‘is a highly personal experience’ (p.127) and, in
contemplating development, it is the individual teacher who ultimately determines
the level of success. Three different perspectives on how teachers influence

development are considered.

Citing Doyle and Ponder’s (1977-8) “practicality ethic” of teacher decision
making Fullan (1991) explains that each individual decides on the value of any
proposed development by asking what personal meaning any change effort or
- outcome has. This involves considering whether the proposal meets a perceived
need (e.g. will students learn?); whether the manner in. which it will be
implemented is clear (i.e. how will it be implemented?); and whether the
perceived incentives outweigh the disincentives (e.g. how will it affect them in
terms of time, energy, leamning new skills and competencies, interacting with
others, interfere with existing priorities?). The exact concerns differ from person
to person but, drawing on research from Hall and Hord (1987) and House (1974),
Fullan reports that when development efforts fail it is because too frequently the
aims are not congruent with a teacher’s felt needs; the implementation process
lacks clérity; the benefits seem unpredictable and the personal .costs high.
Therefore, promoting and fostering professional development must attend to the

personal meaning that teachers place on their own teaching.

Wallace et al (1995) also investigated why teachers chose, or chose not, to
participate in development efforts. Although the teachers involved in the project
brought with them a variety of backgrounds and views, a number of critical
distinctions in experience and motivation were found between teachers who
volunteered to participate and those who did not. The themes which emerged
concern personal meaning, professional history, ownership, rewards, professional
autonomy and gender. Those who became involved in the project did so because
the proposed changes were relevant to their own purposes; they had experienced
past successes with similar projects; they had been either closely involved in the

development of the project materials or publicly supported the need for change;
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they perceived personal gain through helping others and professional gain through
development; they felt in control of their professional destiny; they were most
likely to be male.

Joyce and Showers (1995) suggest the concept of ‘state of growth’, implying that
development is influenced according to the way individuals are oriented towards
it. Individuals with strong self-concepts, who believe their interactions with the
environment will be productive, are open to new experiences, are able to integrate
new information and tolerate alternative views were found to have high levels of
development activity. These Gourmet omnivores strive to learn all they can about
their craft; keep abreast of possibilities for growth; identify suitable events; and
work hard to ensure their participation in development activities, seeking
professional and informal peer interaction with likeminded individuals. Passive
consumers, by comparison, are developmentally less active; are characterised by
- modest self-concepts and a lesser ability to develop new conceptual awareness
and structures. They tend to conform to the norms around them, attending the
development activities required by the school administration and any compulsory
workshops, enjoying them but rarely doing anything with the content. However
their levels of involvement increase when in the presence of others who initiate
and participate in development activities. Those in the third group, Reticent
consumers, display poor self-concept and conceptual development and find their
environment threatening. Unable to cope with the unfamiliar they spend their
time and energy pushing away opportunities for development. Reluctant to
interact positively with their environment they attend only the staff development
required of them, expressing their anger at being there, disparaging the content,
avoiding follow-up activities and running down colleagues who willingly
participate. However, they are not completely unaffected by their social context
which, if it is affirming (i.e. suggests that all teachers are capable learners, able to
master -a variety of techniques and strategies successfully in the classroom) and

contains some omnivores, can enable them to be carried along in development
efforts.
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Inter-Personal Factors

The importance of other people in the development process was expressed or
alluded to in each of the six theories reviewed in Part One. However, none
specified the particular contributions made by different people within the
individual’s development context. As will be seen below, people in different roles
- colleagues, students and change agents - may assist or detract’ from an

individual’s development initiatives in different ways.

Colleagues

Collaboration was initially referred to in chapter one when describing action
research and was generally perceived as a positive influence on development.
This notion of colleagues coming together to work supportively, help one another
reflect on their teaching and assist each other to develop appropriately has also

been observed in other research.

Hargreaves (1992) advocates collaboration as the key to teacher development and
shows that collaborative school cultures are associated with successful
implementation of educational change, school improvement, good practices in
professional development and positive outcomes in pupil achievement. Such
cultures enable teachers to support, learn from and work with each other in order
to foster individual and school improvement. Indeed, Holly (1989) in a survey,
identified that more than 60% of teachers valued frequent communication and
relationships with other colleagues, both informally and formally, in order to gain
ideas for and insights into their work. Colleagues were viewed as valuable

resources for ideas, techniques, support and inspiration.

Joyce and Showers (1995) promote peer-group coaching. They perceived that
when whole faculties were organised into study groups and engaged in peer
coaching the proportion of staff who transferred the content of their learning into
classroom practice was between 75% and 90%. Belonging to such a group builds

a social structure that creates a sense of power and self-efficacy, minimising

Chapter Five Literature review 115



isolation and a sense of self-reliance; it provides support which engenders the
confidence to view one’s abilities differently and to attempt new things; it
encourages accommodation of alternative perspectives; it can lead to exploration
of professional literature and to making public information about student
~ progression which will further enhance the study of student learning and teachers’

responses through development.

Devlin-Scherer et al (1997) found that, in terms of incorporating new practices
into their normal repertoire of teaching, teachers who worked together in teacher
study groups significantly outperformed those who received individual
conferences and follow-up from principals or supervisors. Although the reasons
for this were not totally clear suggestions were put forward. It was proposed that
working and discussing with colleagues similarly engaged in the development
process generates more teaching options and ideas on how these can be effectively
integrated into classroom practice; provides a ready source of support and
encouragement from those in the same situation; and stimulates and promotes a
- desire to develop within each participant. Alternatively, since the collaborative
groups.were more labour intensive, it could be that more effective development
occurred because these participants spent more time focusing on the issues of
development than did the others. Or perhaps the workshops used to train the
principals/supervisors in the methodology were not a sufficiently strong enough
model to ensure that individual teachers received a measure of support
comparable to that in the collaborative study group. Whatever the reasons, it was
concluded that permitting teacher colleagues to convene study groups ‘appears to

be a useful approach to effecting individual change’ (p.21).

Yet more evidence for the collaborative approach supporting teacher development
comes from Newell (1996). Participants on a course enquiring into the structure
of craft knowledge, through collaboration and reflection, displayed an increased
awareness of the varietY of factors that influence effective teaching as a result of
working together with teachers of different races, experience and disciplines, and
with different student groups. Newell offers several reasons for the effectiveness

of collaboration: it provides a forum in which participants can establish ownership
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of their teaching behaviours; it enables them, through discussion, to consider their
behaviours, to define more clearly their own perspectives and reasons for them; it
allows them to hear differing arguments which can lead to a rethinking and
evaluation of the effectiveness of their actions, prompting a more appropriate and

confident choice of teaching strategy.

However whilst teachers desire this, and Hargreaves (1992) argues that the

institutional context should provide the ideal opportunity for professional sharing
and encouragement, this rarely occurs in reality. The culture that tends to prevail
is not collaborative or even conducive to collaboration and more is said about this

under extra-personal factors.

Students

Prior to the late 1970s, early 1980s little was known about what students thought
about their learning experiences or the implementation of educational innovations.
When research was carried out, it emerged that teachers were often out of step
with what their students thought, felt and desired (e.g. Fullan 1991; Parlett et al.,
1988). Since the late 1980s there has been an increased emphasis on involving
students in the development process by eliciting their views to inform practice
and, hopefully, improve it (e.g. Gibbs et al, 1989; Partington, 1993; Bloomer and
Hodkinson, 1997; Martinez and Munday, 1998). The methods used to ascertain
their perspectives are varied: discussion and analysis of daily routines;
recommendations from pupils’ school council; questionnaires and interviews. It
is hoped that this feedback - information or data on how teachers operate - will
illuminate what is happening and how it is happening, so as to provide a basis for
encouraging development. It is anticipated that such information will energise
behaviour by arousing and creating forces and interest within an individual that
will bring about a motivation to develop. Then, once motivation has been stirred,
feedback can direct behaviour by helping to inform individuals of the kinds of
actions that will bring about certain outcomes or results (Nadler, 1977). It is
believed that, ultimately, student perspectives on teaching can inform the process

of development, organisational life, the way educational initiatives are constructed
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- and implemented, and help determine the outcomes (Fullan, 1991; Craft, 1996).

Research suggests this can be the case.

Wisdom (1995) reports how, since 1986, Kingston University have operated
consultation exercises with students to create a report which gives teachers details
of student perspectives on how their learning has been going on a particular
course. Using a third party to initiate and facilitate structured student group
discussions, without the presence of the course tutor, a wealth of data has been
gathered concerning what makes a successful course, the ideal teaching style and
the frequent difficulties students face. Staff are then free to use the information as
they wish. Consequently, some have chosen to ignore or rebut the content. Yet,
where others have acted on it, it has been used as part of an ongoing discussion

about future staff and course development.

Phillips and Stevens (1996) devised a system for collecting student feedback that
could be used to inform tutors’ reflection on, and development of, how they
supported students’ learning. Tutors gained feedback directly from their students
without any third party involvement, using a questionnaire. Evidence suggested
that the responses obtained from the students had led to reflection by the tutors.
For instance, tutors found the remarks useful for guiding tutorial planning to meet
student needs more accurately; for providing more appropriate help in structuring
assignments; and for reassessing approaches to tutorials. Students tdo found the
opportunity beneficial for considering the course, their progress, strengths and

weaknesses.

Finally, Murray (1997) reviewed the research evidence from faculty surveys, field
experiments and longitudinal comparisons and concluded that under certain
circumstances student evaluation contributes significantly to improvement of
certain aspects of college and university teaching. These aspects referred to are
those areas of teaching which are measured by typical student evaluation forms,
such as clarity of explanations, encouragement of student participation and
promptness of feedback. The circumstances which he found contribute to
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improvement are when student feedback is coupled with expert consultation with
instructional development specialists, as distinct from student feedback alone.
However it was not possible to say whether perceived improvements are
maintained over time. Only 50% of the studies reported long term trends in
teaching improvement following the introduction of student evaluations and the

. conditions under which this occurred are not yet known.

In general the evidence relating to the participation of students in teacher
development is positive. Student perspectives can raise teacher awareness,
prompt evaluation and subsequent planning and action. However on occasions
student feedback does not lead to teacher development. Wisdom (1995) provides
some insights as to why this could be the case. Firstly, in most scenarios which
invite student feedback there is no guarantee that any appropriate action will be
taken. Students give their opinion but rarely does an opportunity or process exist
which allows them to help determine how the information is subsequently used
and acted upon. The unequal power relationship between teacher and students
allows the teacher to do (or not) as they wish with the results. Secondly, students
sometimes lack the abilities to articulate their views or to make best use of the
opportunities they do have to share their concerns and provoke action. This limits
the} avé.ilability of important information, almost making the whole process
worthless since teachers are unlikely to be reflecting on feedback that really goes
to the heart of students’ concerns. Lastly, on occasions, the amount of feedback
collected is so great that it is difficult for teachers to know where to begin to
translate it into action. Overall it seems that student feedback alone is insufficient
to bring about change and, therefore, perhaps should not be the sole source of

information about teaching in development decisions (Murray, 1997).

Change Agents

Sometimes an individual is appointed and charged specifically with the task of
assisting a teacher’s development process. This role of change agent can be
perceived in a number of terms - teacher educator, coach, consultant, staff

developer or facilitator.
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Diamond (1982) tells how facilitation and support within an experimental
atmosphere helped teachers ‘to step outside and go beyond the safe and familiar
routines’ of their teaching (p.165). By following Kelly’s fixed-role programme
teachers agreed to teach and interpret lessons in the manner of a fictitious but
acceptable and likeable teacher whose pedagogical characteristics are different
from their own self-characterisation. During this period individual teachers met
with Diamond, a teacher educator, to discuss and reflect on the experience and to
tackle constraints and threats. At the end of the programme teachers had been
prompted to examine in detail the pedagogy of an imaginary teacher; became less
centred on their own teaching role; and realised that a teacher can be self-
“inventing, not necessarily constrained by their usual thought or behaviour
patterns. The assistance of the teacher educator guided teachers in their self-
exploration and extended their range of choices. The opportunity to play at
‘make-believe’ enabled participants to search for new approaches to their

teaching.

Coaching as a method of facilitation was shown to be effective by Roelofs et al
(1991). A staff development programme dealing with mixed-age classes was
undertaken by twenty-eight teachers - eighteen coached and ten uncoached - and
their implementation of the new knowledge and skills was compared with
fourteen control group teachers. Coaching consisted of the provision of
companionship; the giving of technical feedback; the analysis of application;
assisting with adaptation to the students; and personal facilitation. Results
showed that teachers who received coaching made bigger improvements than the
uncoached. Feedback from the teachers indicated that this was due to the coaches

enabling the programme to be more practical and tailored to their needs.

Similarly Murray (1997), reviewing the impact of student feedback on staff
development, found evidence that expert consultation can turn something
apparently vague and unspecific into more clearly defined indications of what
requires improvement. In this instance, feedback from students which was
supplemented by a consultation with a development specialist produced much

larger gains in teaching than student feedback alone. The benefits of the expert
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consultation were seen as aiding interpretation of the findings; providing
motivational support; and offering specific ideas for development. Research by
Piccinin (1999) confirms Murray’s findings and adds that consultation increases

self-confidence, feelings of competence and teaching satisfaction.

However the involvement of a change agent is not equally successful with
everyone. Roelofs et al (1991) observed that some of those who received
coaching performed less well than others. In part this may have been due to the
programme contents not corresponding with a teacher’s beliefs and opinions about
teaching. In part this also could be attributed to a lack of consistency in the way
the coaching was performed - compared with those who showed large gains, those
who performed less well considered their coaches to have given fewer ideas and

suggestions and to have provided feedback that was less useful for planning

purposes.

Clearl}; the quality of the change agent can influence the development outcome.
Rogers and Shoemaker (1971) assert that a successful change agent has to put
effort in to encouraging and supporting his clients; should be well disposed
towards those he is assisting; has to enable clients to perceive that a need is being
met; must empathise with clients as they tackle change; needs credibility in the
eyes of the clients and should be aiming to increase the clients’ abilities to
evaluate the change effort for themselves. Calderhead and Gates (1993) state that
the characteristics required by a change agent are an ability to use a public
language to describe the practice and learning of their clients; a capacity to
partake in a constructive dialogue with their clients about their work; a readiness
to help their clients take charge of their own development; and a willingness to
appropriately withdraw their support to enable clients to develop their own
independence. Beaty (1996) suggests that change agents need to offer time and
space for learriing and practising new skills; encouragement and reassurance;
listen and empathise; build confidence; acknowledge progress; and, where
possible, provide resources and structures to assist development. If they come
from the same institution and are active in teaching and support roles their

credibility and acceptability increases. Exhibiting such characteristics will not
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guarantee success but does go some way towards supporting and encouraging

participation in development.

Principals (Leaders or Heads of Institutions)

Principals - considered here in the sense of leaders or heads of institutions -

influence both involvement in and the outcomes of educational development
efforts. Where they aré active, strong and persistent in the area of project and
staff dévelopment, professional development is encouraged and supported. This
is because a principal’s actions carry a message as to whether change is to be

taken seriously or not (Fullan, 1991 citing Berman and McLaughlin, 1977).

Studies into the role of principals in the implementation of change have identified
the performance' of a number of functions which contribute effectively to
development. These functions consist of aspects of leadership (mission; direction;
and inspiration) and management (designing and implementing plans; achieving
objectives; and working effectively with other people; Fullan, 1991).
Consequently, principals who are effective in promoting and facilitating the
development of their staff are a visible presence; person and task oriented; good
communicators who listen as well as control; involve staff in decision-making
processes; value staff contributions; initiate and develop a culture in which
teachers work together and support each other in improvement and change;
endorse the development of their staff through attendance at training sessions and
development activities; are interested in long term development and not quick
fixes; and exhibit a willingness to free up and fight for time and resources to
facilitate development opportunities (Eraut, 1977, 2000; Eraut et al. 1998; Little,
1984; Loucks-Horsley ef al, 1998; Creamer et al, 1991; Fullan, 1991). Perhaps,
most importantly, the effective principal acts in collaboration with other change
agents within their institution, developing a team approach, an understanding of
the institution’s needs and being actively involved in the institution’s work. In
this way, the role of a principal is not that of implementing innovations but in
transforming the culture of the institution so that individuals within the

organisation seek and adopt development initiatives (Fullan, 1991).
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However, whilst principals can have a positive impact on professional
development, teachers’ development does occur without either their involvement
or the exhibition of the qualities which would support change (Fullan, 1991).
Development regardless of a principal’s influence is often the norm as research
evidence shows that a principal’s workday and responsibilities diminish their
opportunities or abilities to be effective at encouraging staff development. Fullan
(1991) cites studies which highlight the demands on, and activities of; principals.
These include: one-to-one personal encounters, meetings and telephone calls
(Wolcott, 1973); student disciplinary control, keeping outside influences under
control and satisfied, keeping staff conflicts at bay, keeping the institution
supplied with adequate materials and staffing (Crowson and Porter-Gehrie, 1980);
constant interruptions, attending to those situations most current and pressing,
undertaking little reflective planning (Martin and Willower, 1981); administrative
housekeeping matters and maintaining order (Sarason, 1982); parent and
community interactions, trustee requests and board initiatives, dealing with staff
and student services, and with social services (Edu-con, 1984). Consequently,
with an average of around 150 tasks (Martin and Willower, 1981) and 2,000
interactions (Duke, 1988) each day, a principal’s time is characterised by brevity,
variety and fragmentation, with most activities aimed at maintaining stability.
Thus, teacher development is denied the encouragement and support of principals

that other research suggests is helpful to accomplishment.

Extra-Personal Factors

The context in which a teacher works and attempts development was briefly
mentioned in connection with collegiality and is given fuller consideration here.
Hargreaves and Fullan (1992) state that the process and success of teacher
development depends on the environment in which it takes place. Eraut (1977)
considers that the school context has far more effect on teacher development than
any external agency. Joyce and Showers (1995) confirm that the structures of
educational organisations affect teachers’ behaviour and their ability to grow in a

way that is beneficial to student achievement. From these and other articles, three
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major contextual factors emerge which influence development - the culture of

teaching, staff development, and technical blockages.

Culture

Hargreaves (1992) considers institutional culture as one of the main regulators of
a teacher’s development. In particular, it is the relationships with, and outlook
and orientations of, colleagues with whom they work that are significant to the
day to day life and work of a teacher. When considering the impact of inter-
personal factors on teacher development, collegiality and collaboration with
interested others were seen as positive influences. Consequently, the existence of
a collaborative institutional culture in which teachers are united in terms of
routine, support and openness on a moment-by-moment, day-to-day basis; share
and discuss ideas, resources, successes and failures; and allow others such as
students and change agents to contribute to the reflective process, are perceived to
be encouraging and supportive of development (e.g. Fullan, 1991; Hargreaves,
1992; Palmer, 1993; Shulman, 1993).

However, Hargreaves (1992) notes that the patterns of relationships that exist for
many teachers within their institution are such that collegiality and collaboration
are far from being the norm, resulting in most teachers being either individualised
(working alone in isolated and insulated environments) or balkanised (associating
in closed groups, reinforcing division rather than unity). There are two reasons
for this.

Firstly, environmental impositions outside a teacher’s control inhibit professional
growth through interpersonal relationships. These include timetables that i)rohibit
diverse or sustained collegiality; administrative demands which divert attention
from development issues; mandated curricula which leave little to collaborate
about and bureaucratic and technocratic controls via tests and accountability
systems.  All of these issues are perceived to detract from a teacher’s
professionalism and sense of empowerment in what they achieve or might want to

achieve (Apple and Jungck, 1992). Add to these the fact that the most pervasive
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characteristic of teaching for a teacher is that of classroom isolation for a large
proportion of the day, and the opportunities for shared experiences and support in
relation to professional development aimed at improving teaching and learning are

few and far between even where they are desired.

Secondly, the development of a collaborative culture is deliberately resisted by
some teachers as their norms, values, beliefs and practices are supported by the
“prevailing environment. In such situations, Hargreaves (1988) infers, a
collaborative culture would mean undermining the transmission mode of teaching
embedded in the existing environment which assists control of students; helps
teachers to achieve measurable objectives through examination within limited
situational constraints; and maintains a teacher’s sense of identity through the
exercise of their subject and skill-based expertise by which teacher achievement is
accomplished. Promoting collegiality and collaboration aimed at developing
teaching and learning is seen as a threat by some teachers to their sense of
security, competence and confidence as it would mean re-examining the power
relations between teacher and student within classroom interaction, giving
students more control over their learning; could lead to the loss of a public
reassurance of a teacher’s capability; and result in a more social and relational
form of teaching for which a teacher feels ill-equipped. Consequently, for these

teachers development through collaboration is a challenge that is avoided.

The prevailing non-collaborative culture is both a restriction on and protection
from professional development, depending on a teacher’s viewpoint. Those
wishing to engage in discussion and generation of ideas for improving teaching
and learning are denied the valuable resource perceived in interaction with
colleagues. Those whose sense of purpose and meaning are identified with the
existing environment use the contextual conditions to support their approach to
teaching and preclude the need for professional development. However, if the
fonper are to be enabled to develop and the latter are to be encouraged to engage
in critical reflection, the research evidence concerning inter-personal factors in
professional development suggest that the social arrangements of educational

institutions need to be collaborative so that teachers work supportively together,
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reflect on their teaching and help one another to make sensible changes

(Hargreaves, 1992; Joyce and Showers, 1995).

Staff Development

Staff development concerns the provision made by institutions of activities which
extend the knowledge, skills and attitudes of its staff (Brew, 1995). It is variously
described as ‘helping people to grow within the organisations in which they are
employed’ (Brew, 1995, p.15); a way to ‘facilitate and support staff so they can
serve fully their own and their institution’s needs’ (Webb, 1996, p.1); being
concerned with the competence of the individual, the health of the system or
organisation and the needs of the community which it serves (Main,-1985); and
providing teaching that will lead to ‘instructional improvement’ (Sparks, ﬁ983,
p.65). It is also considered ‘central to consolidate, extend, enhance and remedy
teaching and to prepare for innovation and changes in learning and teaching’
(Committee of Vice-Chancellors and Principals of the Universities of the United
Kingdom, 1994, p.3). Consequently, staff development provision is considered to
have a major role in teacher development. This role is most likely to be
accomplished when certain characteristics relating to ethos, institution, and

program design and delivery are fulfilled.

Joyce and Showers (1995), and Webb (1996) advocate that the ethos of staff
development should make human relationships central to development rather than
knowledge and skills. This means creating a system that invests in people;
dialogues with people; desires to come to a better understanding of the people
involved in the teaching and learning process; and offers instruction and support
to the people in the areas they are seeking to develop. This involves allowing
individuals across an institution the scope to mould staff development and to have
an input into the agenda (Beaty, 1995). It requires that when aspects of staff
development are compulsory, for instance appraisals and observations, these are
used p;'imarily to help improve practice by analysing the development needs of
the individual and assisting them to identify priorities and targets for future action

as distinct from satisfying external demands for information and accountability
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purposes (Craft, 1996). It means that the role of staff developer is that of a change
agent, predominantly committed to empowering staff to consider and actuate
development (Castling, 1996). When the system is oriented in these ways towards
teachers staff are encouraged to grow and adapt because it allows them to identify

their own needs and direct their own development.

A second characteristic required for effective staff development proyision is that it
takes place within the context of an organisation oriented towardé learning (Craft,
1996). , Since individuals find it hard to develop in institutions that are themselves
static, the organisation needs to be oriented towards improving its overall
effectiveness and committed to the collective development of all of its staff and
students (Holly and Southworth, 1989; Fullan, 1991; Veenman et al., 1994). To
establish this climate of leaining the organisation needs to encourage collegiality
and collaboration; allow sufficient and appropriate time for development; provide
clear and sustained leadership and administrative support for development
opportunities; formally acknowledge the place and importance of professional
development within the organisational structure; and offer appropriate incentives
and rewards (Loucks-Horsley et al. 1987). In these circumstances, 'staﬁ'
development activities are more likely to positively impact teacher development
since seeking improvements will be a natural part of their experience and

understanding of their organisational environment and objectives.

The third set of characteristics related to successful staff development provision
concerns the features of any program designed and delivered to help teachers in
their development. These features need to attend to the type of activities used; a
teacher’s perceptions; the relevance of the program; and commitment to

development.

Sparks (1983), in a review of staff development delivery systems, proposed a list
of five potential activities which would be effective in training and development.
These were diagnosing and prescribing a remedy for teacher behaviour; giving

information and demonstrating how a new skill, concept or technique works;
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discussing the application of a skill, concept or technique with others; and
coachifxg. These activities are seen to raise awareness and provide a focus for
development; help visualise how a new idea will work in practice; generate new
possibilities, answer problems and encourage having-a-go; provide extra data for
further adjustments to behaviour; and offer companionship and insight into the
progress of a development effort.

Pehkonen and Térmer (1999) researched key change factors for teachers and found
that breakthroughs in development were achieved when teachers perceived
themselves as learners instead of in their role as teachers. Consequently Pehkonen
and TOrner suggest staff development programs should contain two strategies to
be effective. One is that teachers should be encouraged to change their role by
identifying themselves with learners, perhaps in a simulation group, in order to
observe themselves from the outside and raise awareness. The other is that
teachers should avail themselves of a different viewpoint of their subject by
interviewing some of their students in depth in order to try and understand
different conceptions of their subject and consider altering their practice

accordingly.

Veenman et al. (1994) in a wide ranging review of the impact of in-service
training on the behaviour of primary school teachers found that, to be effective,
such training had to be of relevance to teachers. This required the content to be
geared to the professional spheres of influence of the participants; the goals to be
clearly explained in advance; the subject matter to be relevant to the job; the
demonstration of any requisite practical skills; and participants to be actively

involved in the activities.

Lastly, research by Devlin-Scherer ef al. (1985) found that three-quarters of those
who made verbal public commitments to change at staff development workshops
actually implemented the changes in their classroom teaching. By applying the
concept of expressed commitment to the training program participants were

assisted in creating an understanding of the requirements and feasibility of the

Chapter Five Literature review 128



proposed development. This occurred as they obtained sufficient information on
which to base their decision; entered into discussion about the implicatiohs of
implementing the new behaviour; and generated ideas about how to accomplish
the change. Therefore, the conclusion is that the effectiveness of training
programmes is enhanced where participants are encouraged to make public

commitments to change.

These features of the design and delivery of a staff development program provide
a general framework which can be tailored to meet the different levels of
expertise, learning styles, and interests of teachers and the objectives of the
institution. In this way too, the ethos of human relationships and the learning
organisation can be brought together, in a coherent and supportive gpproach to

facilitating teacher development.

Technical Blockages

One final factor which has a major influence on teachers’ participation in, and
accomplishment of, professional development is that of technical blockages in the

form of time, finance and resources.

Time is considered to be a necessity for successful development (Loucks-Horsley
et al., 1987, 1998; Veenman ef al., 1994; Joyce and Showers, 1995). It is required
to enable reflection on current practice; enquiry into alternatives and new ideas;
planning of changes; implementation of changes; and consolidation of
development actions. Yet it has already been noted in chapter one (pp:16-17) that
time is rarely officially set aside for reflection and development activities. This
lack of time during the working day is something which hinders teacher
development. Demands on their full-time work commitments and private lives
leave teachers with insufficient time for opportunities to share with and learn from
colleagues; to participate in development activities; and engage in in-depth study
(Holly, 1989). Stenhouse (1981) cited by Holly (1989) states that ‘The most
serious impediment to the development of teachers as researchers - and as artists

in teaching - is quite simply shortage of time. In this country teachers teach too
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much.’ Consequently, many of those who decide to undertake professional
development do so in their own time, receiving no reduction in their work

commitments from their employers (Tall et al., 1997).

An adequate financial budget is one of the key conditions Creamer et al. (1991)
identified for successful implementation of intentional development initiatives.
However, whilst colleges and universities are expected to encourage their staff to
update and develop professionally, the funds these institutions make available for
this are only a small fraction of their overall budget (between 0.15% and 2% in FE
colleges; FEFC, 1999b). This impacts on teachers’ professional development in
several. ways. Firstly, priority is given to training and development that supports
the institution’s strategic objectives and restricts a teacher’s own choice within the
bﬁdgetary confinements (FEFC, 1999b). Secondly, it reduces the possibility of
staff cover so that teachers can take time out to attend to their development.
Thirdly, it forces those keen to develop their own capabilities to do so at their own
or their family’s expense (Tall et al., 1997). Consequently, opportunities for

development are limited.

A lack of access to adequate resources - people, materials and equipment -
similarly hinders development and is also connected with the issues of time and
finance. Teachers view colleagues as valuable resources for ideas, techniques,
support and inspiration. However, lack of time denies them the opportunity to
meet and avail themselves of this interaction (Holly, 1989; FEFC, 1999b).
Managers are often key to enabling professional development to be undertaken or
ideas to be implemented. Yet this support is not always forthcoming, resulting in
development being delayed or curtailed (Crawley and Salyer, 1995). Materials
and equipment necessary for implementing development ideas are not always
available when needed, either because these can only be requisitioned at a few set
points during a year, or because the institution cannot afford them. In these
instances teachers sometimes resort to meeting their developmentél resource
needs out of their own pocket (Crawley and Salyer, 1995). Inadequacies of space,
materials and expertise hinder implementation of development activities and

experimentation with ideas. The effect of a lack of time and resources is that
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opportunities for development within the working environment are curtailed. For
some this simply means development coming to a halt. For others this means
attending to aspects of development outside of their daily context, possibly in
isolation, and in their own time, and at their own expense, which can reduce the

effectiveness of the development process and outcomes (Tall et al, 1997).

Summary of Part Two

The influences on participation in and accomplishment of professional
development can be loosely considered in three groups representing intra-

personal; inter-personal and extra-personal factors.

The individual teacher’s involvement is influenced by the personal meaning and
relevarice a development initiative has for them; the degree of ownership and
autonomy they can exercise over the initiative; the concerns they have over the
development; the rewards they perceive arising from the development; and their

desire to develop professionally.

Other people influence an individual’s involvement through the degree of support
they offer; the ideas they generate; the discussions they engage in and the

importance they attach to the individual’s professional development aspirations.

Extra-personal factors influence the opportunities an individual has for

involvement in professional development and the execution of development ideas.

In terms of this present study, any number of these or other factors could have
influenced teachers’ participation in, and accomplishment of, self-directed
professional development using the CSQ, as well as playing a part in their

consideration of professional development in other ways. The CSQ; student
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participation; and time have already been noted as possible influences in chapter

four.

Conclusion

The purpose of this chapter was to consider, through the literature, how self-
directed professional development, aimed at improving teaching and learning,
reported by teachers in Phase One may have occurred and how participation in,
and accomplishment of, reflective practice aimed at improving teaching and

learning may be better facilitated.

The research reviewed here presents contrasting theories which provide a
structure within which successful development takes place; and separate,
sometimes disconnected components that impact on development. The theories
make it clear that intentional development is based on a finite number of essential
principles involving a number and variety of processes and actions which,
possibly, are accomplished in systematic phases. The components imply that the
process of development is facilitated or hindered by a number and variety of
factors, both within and outside the control of the individual teacher.

Overall, this review intimates that self-directed professional development is a
complex matter which, as Loucks-Horsley ef al (1998) put it, ‘is not available in
one size fits all’ (p.173). No one scenario probably offers a complete method or
maximum encouragement, support and success to everyone who embarks on self-
directed professional development. A particular combination of processes and

factors might, but that is not obvious from the literature.

The literature provides a wide range of aspects to consider as a basis for

investigating the questions posed at the end of chapter one:
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e If, following the use of the Communication Styles Questionnaire, teachers
developed aspects of their interpersonal communication, how had such self-
directed professional development aimed at improving teaching and learning

been achieved and influenced during this experience of reflective practice?

e What do these, and other, experiences of self-directed professional
development indicate about how best to encourage teachers® participation in,

~ and enable their accomplishment of, reflective practice aimed at self-directed
improvements in teaching and learning in post-compulsory education

settings?

The manner in which the investigation proceeded, together with the findings, is

explained in chapter six.
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CHAPTER SIX

THE PROCESS OF, AND INFLUENCES ON, SELF-DIRECTED
IMPROVEMENTS IN TEACHING AND LEARNING

Introduction

In chapter four it was shown that Phase One of the study had engaged teachers in
an act of reflective practice. By the end of the phase, as a result of their use of the
CSQ, four teachers reported the self-directed development of their communication
style aimed at improving teaching and learning. However, at that point in the
study it was not possible to determine how this development had been prompted
or achieved, nor what could be learned from these or other experiences of self-
directed professional development about how best to encourage teachers’
participation in, and enable their accomplishment of, reflective practice aimed at
self-directed improvements in teaching and learning in post-compulsory education

settings.

The reviews of the action research literature in chapter one and of other literature
in chapter five indicate that successful development is a complex issue. Theories
of development suggest that it is a structured activity based on a finite number of
essential principles which involve processes and actions which, possibly, are
accomplished in systematic stages. Specific individual factors - intra-, inter-, and
extra-personal - are perceived to have a major influence on individuals® engaging
in and coping with the demands and requirements of the development process.
This literature provided a wide range of issues as a basis for investigating the
process of self-directed professional development achieved in Phase One, and for
identifying the influences on teachers’ participation in, and accomplishment of,

this activity.
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This chapter describes how Phase Two of the study investigated and identified the
process of, and influences on, self-directed improvements in teaching and learning

in response to the two questions posed at the end of chapter one:

e If, following the use of the Communication Styles Questionnaire, teachers
developed aspects of their interpersonal communication, how had such self-
directed professional development aimed at improving teaching and learning

been achieved and influenced during this experience of reflective practice?

° AWhat do these, and other, experiences of self-directed profeséional
development indicate about how best to encourage teachers’ participation in,
and enable their accomplishment of, reflective practice aimed at self-directed
improvements in teaching and learning in post-compulsory education

settings?

The following sections explain the selection of the case studies; outline the
research methods, and the procedures of data collection and analysis used; present
and interpret the findings; draw out the implications and indicate the final phase

of the study.

Design of Phase Two

_ Case study participants

In addition to case studies (CS) 1 to 9, Phase Two of the investigation was also
informed by CS10, CS11 and CS12. By this time, one teacher (T4b) from CS4
had withdrawn due to ill-health. The phase covers the time period from
September 1999 to July 2000.

Research Methods

Three methods were used.
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Two dissemination sessions with opportunities for teachers to take part in
discussions were held. The findings described in chapter four concerning the
common communication style patterns arising from the profiles in Phase One
were presented for comment and discussion, and the teachers’ views sought about
their reflective experience using the CSQ. Towards the end of each session
teachers were asked to consider what influenced their professional development,
as a preliminary to a later, more in-depth, individual interview. It was considered
appropriate that the findings were made known to the participants in line with the
ethic of collaboration inherent in the action research methodology. Teax?hers from

CS 1 to 9 were invited to these dissemination sessions.

A one-to-one interview between each teacher and the researcher took place to
consider in more depth and detail the process and factors involved in the reflective
experience using the CSQ, and the implications this may have for promoting and
- supporting effective self-directed professional development. An interview was
considered appropriate for two reasons. Firstly, the subjective meanings of the
participants could be explored. Secondly, since the literature on professional
development indicates that this is a vast and complex issue it is unlikely that it
could be captured adequately through quantitative means, such as a questionnaire.
However, in order to keep the investigation manageable, it was decided to make
the interview semi-structured with open questions (Appendix 6.1) focusing on

what, from the literature, were considered to be five key areas:

® a teacher’s motivation for using the CSQ. This would identify a teacher’s
attitude towards self-directed professional development; the nature of the
‘institution in which they worked and its outlook towards teacher

development;

* ateacher’s experience of using the CSQ. This considered the nature of the
teacher’s reflection, including the roles of the CSQ and the people involved

(e.g. students; researcher and project director; colleagues; facilitator);

® ateacher’s development following their use of the CSQ. This explored how
development had taken place by focusing on a teacher’s explanation of how

they used the CSQ results, when, where, and why;
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a teacher’s evaluation of their use of the CSQ. This examined the usefulness
of the CSQ, with a particular interest in what facilitated or hindered the

experience and whether these factors were general to all undertakings of self-

directed professional development;

a teacher’s attitude towards self-directed professional development. This
continued to probe a teacher’s attitude towards development; their beliefs
about what was required to achieve their objectives and how sclf-directed
professional development, aimed at improving teaching and learning, could

successfully be encouraged and supported.

Teachers from all the case studies were approached to be interviewed.

A separate ‘semi-stmctured interview (Appendix 6.2) was held with the two
facilitators from CS12 to obtain their views of an institutional approach to the

voluntary use of the CSQ as a tool for self-directed professional development.

This focused on:

how the use of the CSQ in the college had come about;
the impact the college expected from the use of the CSQ;
how the college was encouraging and supporting the wider use of the CSQ;

how the CSQ was administered to individual teachers and the results followed
up;

whether any teachers had taken action to develop their communication style

in response to their CSQ results;

how their roles as administrators and facilitators of the CSQ had been
received by the participants;

suggestions they had to improve the experience for others.

The third method employed was a questionnaire which focused a teacher’s

thoughts on their reflective experience and perceived outcomes arising from their
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use of the CSQ. Entitled ‘Stages of Change’, (Appendix 6.3), this questionnaire
was adapted from one developed by Lamb and Sissons Joshi (1996) to identify the
stages of change through which people pass when adjusting their intake of dietary
fat, according to the Transtheoretical Model of Change (Prochaska and
DiClemente, 1982; McConnaughy ef al. 1983; Prochaska and DiClemente, 1992).
The objective of the original questionnaire was to correlate the responses with
various processes deemed appropriate at different stages of the change cycle.

However, this was not the purpose for which it was adapted for this investigation.

The revised ‘Stages of Change’ questionnaire was not intended as a formal
classification but as a primer to the conversation that would follow in the in-depth
interview. It was intended to focus a teacher on their experience of reflective
practice using the CSQ; to encourage them to articulate what they perceived to be
the consequences of their experience; and to explain why they perceived this to be
the case. It was considered more appropriate than a direct question since it
offered a range of different possibilities to choose from, some of which may not
have occurred to the teacher and, consequently, which could stimulate some

interesting and useful thoughts.

To these ends the revised ‘Stages of Change’ questionnaire was constructed using
statements relating to the use of the CSQ. Teachers were asked to select the one
statement which best reflected their current situation following their experience of
using the CSQ and, in addition, to provide a reason why they thought their
selection was appropriate. Since the revised questionnaire was designed to
capture an individual teacher’s perceptions of the impact on their communication

style of their experience with the CSQ, piloting was not considered necessary.

Procedure
Dissemination sessions

The remaining eleven teachers from Phase One were invited to participate in one

or other of two dissemination sessions which were held in September 1999.

IC'hapter Six The process of, and influences on, self-directed improvements in teaching and 138
earning



Seven teachers took part. The first session was attended by T1, T4a and T5; the
second session by T3a, T3b, T3¢ and T9. The remaining teachers were unable to
attend due to prior engagements. The researcher and project director were present

at each session.

The findings describing the common patterns of communication styles observed
from the profiles arising from Phase One were presented. The teachers were
invited to comment and express their views and a discussion ensued. Towards the
end of each session, which lasted about 90 minutes, the teachers were informed
that the next phase‘ of the investigation would consider the nature of, and
influences on, the process of self-directed professional development. As part of
this, they were asked for their views on what facilitated and hindered the self-
direpted professional development of teachers. Each session, by agreement, was
audio-taped and later transcribed. A brief summary of the findings was
subsequently forwarded to all of the participants invited to the sessions for their

information and any further comments.

Case studies ten, eleven and twelve

In addition to CS1 to CS9, CS10, CS11 and CS12 also informed the investigation
from October 1999 onwards. The CSQ was administered to the teachers and their
students from CS10 and CS11 in the same way as for the earlier participants,
explained in chapter four. A feedback session took place between the researcher
and each teacher and the results of the CSQ were disclosed to their respective
students for a joint teacher-student discussion to enhance understanding. The
resgarcher was present for the discussion held by T11 and took contemporaneous

notes, but was not present during the discussion held by T10.

For teachers forming CS12 (T12a to T12h), the administration of the CSQ was
carried out by one or other of the designated facilitators (F12a and F12b) from
their institution and the raw data sent to the researcher for processing. The CSQ
results were returned directly to the individual teacher to maintain confidentiality.

A subsequent feedback session for each teacher was carried out by one or other of
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the facilitators. Both facilitators had been trained in the use and interpretation of
the CSQ. Seven out of the eight teachers from CS12 disclosed their results to

their students and held a joint teacher-student discussion.

One-to-one interviews and Stages of Change questionnaire

Each of the one-to-one interviews took place at one of the following three places:
the teachers place of work ; in the teacher’s home or at the researcher’s place of
“work. All of the remaining teachers from CS1 to CS10 agreed to be interviewed.
T11 was unable to participate at this time. For the purposes of data collection and
analysis this was not considered problematic as this setting (i.e. an individual
working in HE) was represented by four. other case studies. From CS12 it was
decided to interview a sub-sample to provide an insight into this unique setting
within the investigation (i.e. a whole institute approach to using the CSQ). Two
teachers were selected for the contrasts in their experience of using ‘the CSQ.
T12h participated with the CSQ in the established manner (chapter four, pp.73-
74) with two groups of students. TI12g, who taught students with special
educational needs, was unable to involve them in the CSQ experience as it was
considered that the language of the questionnaire was not suited to their abilities.

In total fourteen teachers were interviewed.

At the start of each interview, the researcher clarified to each teacher that the
purpose was to explore in greater depth their experience of using the CSQ and
issues concerning self-directed professional development and asked if they were
willing to continue on that basis. All agreed to proceed. Next, each teacher was
asked to complete the Stages of Change questionnaire. The semi-structured
interview followed and took around two hours to complete. Each interview, by

agreement, was audio-taped and later transcribed.
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Analysis and findings of Phase Two

The data collected during this phase of the investigation were qualitative in nature
- or ‘language in the form of extended text’ (Miles and Huberman, p.9, 1994) -
arising from discussions, interviews and documents. This information was added
to the data collected from Phase One and analysis was guided by Miles and
Huberman’s approach which defines analysis ‘as consisting of three concurrent
flows of activity: data reduction, data display, and conclusion
drawing/verification’ (p.11). During data reduction the data were coded to reflect
the key elements perceived in development. Matrices and networks were drawn
" up to organise and compress the coded information into displays that would
describe and explain the data. These displays were then used to formulate

conclusions in light of the questions posed at the start of the chapter.

The analysis was divided into two parts.

Part One concerned the nature of the self-directed improvements of teaching and
learning arising from the reflective experience using the CSQ, and aimed to

answer the question:

If, following the use of the Communication Styles Questionnaire, teachers
developed aspects of their interpersonal communication, how had such
self-directed professional development aimed at improving teaching and
learning been achieved and influenced during this experience of reflective

practice?

This analysis focused on:

(@) The process teachers engaged in when using the CSQ to review their

communication style;

(b) The factors that influenced the process and the nature of the impact of these
influences.
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Part Two concerned factors that facilitate and hinder self-directed professional

- development in general and aimed to answer the question:

What do these, and other, experiences of self-directed professional
development indicate about how best to encourage teachers’ participation
in, and enable their accomplishment of, reflective practice aimed at self-
directed improvements in teaching and learning in post-compulsory

education settings?

In addition to the two foci in Part One, the analysis considered:

(¢c) The factors perceived generally to influence involvement in and
accomplishment of self-directed professional development of teaching and

learning.

PART ONE - THE NATURE OF ACCOMPLISHING SELF-
DIRECTED IMPROVEMENTS IN TEACHING AND LEARNING

Part One is divided into two sections. Section A identifies the process of
accomplishing self-directed improvements in teaching and learning through
reflective practice as implemented by the teachers using the CSQ to review their
communication style. Section B identifies the ways in which this process was

influenced.

Section A: The process of development engaged in by teachers

using the CSQ to review their communication style

Ten of the fourteen teachers interviewed in Phase Two reported having developed
some aspect of their communication style subsequent to their use of the CSQ.
Two teachers (T3b and T7) determined not to develop any aspect of their
communication style whilst a further two (T12g and T12h) intended to develop

their communication style but had not done so by the time of the interview. T11,
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who was not interviewed during this phase had, during a feedback session,
expressed an intention to develop but, at this stage of the analysis, it was not

known whether or not this had taken place.

Initial analysis of the data suggested that seven activities were involved in the
development of communication styles. Additional analysis indicated that these
activities fell into four reasonably distinct stages whereby one set of activities had
to be performed in order to provide sufficient detail with which to engage
successfully in the next set. Furthermore, movement from one stage to the next
appeared to be assisted by a relevant decision-making prompt. This Four Stage
Model is shown in Figure 6.1. The routes which enabled development to take

place are shown in Figure 6.2.

Figure 6.1 The Four Stage Model of Development showing the stages (in

capitals), processes, and prompts (in italics) involved
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The model is expanded in the next sections. The four stages and associated
activities are described first, followed by the function and nature of the decision-
making prompts. Each aspect of the findings is supported by a sample quotation

from the data, which provides the clearest evidence of development process.'

The stages and activities of the Four Stage Model of Development
Stage One - Information

Stage one of the development process concentrated on information gathering -
acquiring useful, detailed knowledge of the prevailing and potential classroom
interact.ion to form a Basis for determining whether or not development was
appropriate. This information was acquired initially through the CSQ and
subsequently, in some cases, through teacher-student discussions and video
recorded observations of classroom sessions. Two activities were involved in this

stage - description and focus.

Description

Firstly, an accurate description of the situation was acquired. This brought clarity

to the reflective process:

Té6: “. .. it’s [CSQ] sort of formalising a lot of what I was thinking or

suspecting but never really been able to put down on paper or put down in
words. It’s done it very effectively I think. So I’ve found that aspect very

useful. It’s made me aware of the trends that I was actually following as a
tutor. And also the trends that the students seem to be following perhaps .
. . the high values they want - Leadership, Understanding - things like
that.’ '

Focus

Secondly, in order to make the development process manageable, a focus was
defined which pin-pointed specific issues considered appropriate for further

consideration:

! Under‘lined text represents the key point about which commentary will be made.
Dots with spaces ‘. . .” represent editing of irrelevant material.
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T6: *. .. this [ the CSQ] gives a lot of powerful information . . . on how I
communicate with students. . . it’s helped me focus on where I should be
looking. . . It’s bringing out . . . issues which I never really thought of.’

These two activities created a deeper awareness of classroom interaction. The
information gathered clarified the state of classroom interaction, sometimes by
identifying perceptions that were not immediately obvious during everyday
interactions and, occasionally, contradicting a teacher’s intuitions and
expectations. Thus awareness became the foundation of the development process.
However, whether the revelations meant that a teacher’s communication style
should be developed needed further consideration and this was the"purpose of
stage two.

Stage Two - Analysis

In stage two, a teacher undertook a conscious, deliberate and critical analysis of
their practice, considering the desirability and feasibility of bringing about
improvement or transformation based on the information gathered earlier. This
stage occurred on various occasions - during feedback sessions with the
researcher or facilitator; discussions with students; times of individual
contemplation including writing assignments; and discussions with colleagues. It
involved three activities - explanation, evaluation and exploration - which were
not carried out in any set order. Instead teachers moved back and forth between
the three as they gradually interpreted the perceptions of the facts; tested the
suitability of suggested areas for development; and determined alternative ways of

communicating.

Explanation

Through explanation a teacher offered an account of why the participants
perceived the classroom interaction as they did, as TS - who was given a rating by
their students of 2.2 (occasionally) for appearing dissatisfied with them -

demonstrates:
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TS: ““I appear dissatisfied with the students” — I don’t really have a
problem with that because I have been dissatisfied with some of them,
they haven’t handed work in, the work they’ve handed in I've had to refer
and we’ve had tutorials where I’ve said “you might not finish the course

2”9

on time”.

Evaluation

Through evaluation, areas suggestive of development were appraised for their

significance and appropriateness:

T2: ‘But students were looking for more leadership. The question is
“what is their perception of more leadership, given the cultural diversity?”.

.. So I’ve been grappling with the question of how to adapt a leadership
style to different contexts. When you’re dealing with people, from China,
South-east Asia, Latin America, North America, Northemn Europe,
Southern Europe - that kind of diaspora is - when you ask them what
leadership is, they have actually got profoundly different expectations. . .
Africans, for example, seem to have an expectation of a fairly directive
leadership style. Whereas Americans want a more discursive and
exploratory approach. And so in looking to me to lead, they actually have
different expectations and it’s not possible for me to score high on all the
ratings. Because in getting a high rating from one person I'm getting a
low rating from another.’

Exploration

Through exploration, options for suitable alternatives to improve classroom
interaction were sought and considered, as T12g, a teacher of students with

special educational needs shows:

T12g: ‘There was some positive suggestions [from the facilitator] on how
areas I was concerned about could be areas I was more happy about. . .
One of the areas was . . . that I would like the students to question more
things in class, and to try to give them opportunities to question. In maybe
tutorial sessions. By saying things like “Isn’t it good that it’s raining
outside” and it’s a really bright sunny day. . . So I think some of those
suggestions were quite good.. . . We’re about trying to get our students to
be more independent. . . It’s a part of their route to independence, that they
will be able to question. You know, even if they’re at the station to be
able to say “What time is the next train?” It’s very fundamental that skill
to be able to ask a question.’
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These three activities brought a number of issues, which impacted on the
decisions a teacher made about how to provide effective teaching and learning, to
the forefront of their thinking. They gained insights into their understanding of
the perceptions of their communication style; they clarified the contextual
framework of their teaching, highlighting factors that influenced their
communication style; they articulated their values behind adopting a particular
stance or behaviour; and they identified aspects they would be confronted with
when developing a given area of their communication style. The effect of this
stage was to challenge a teacher to consider responding to such issues in a manner
whiéh could bring about better teaching and learning outcomes. Where this
resulted in a teacher deciding that development of a particular area of their

communication style was appropriate, they moved onto stage three.

Stage Three - Preparation

Planning

Once a teacher had determined in stage two to develop one or more specific areas
of their communication style, preparations were made to enable their intentions to
lead to development. This required drawing up a plan of execution, addressing

such details as ‘what’, ‘when’, ‘how’, ‘where’, and ‘who’:

T8: “As soon as I got the questionnaire back and analysed it and thought
“Yeah, good, good, good, but I don’t like that. Sarcasm, am I sarcastic? . .
. I can’t remember being sarcastic” And then I looked at the video and,
yes, I was sarcastic. That’s the thing the students don’t like. so I'm going

to have to stop doing it.’

T10: ‘I can plan to deliver the next topic in a slightly diﬁ’erent way.’

T8: ‘Although I thought I gave all the feedback the students needed, it
seems that they would like a little more. This I will address, by asking
more questions in a discussion time.

T6: °...take them on a field course at a weekend . . .

T3a: ‘That they [student group 3] were involved in, obviously, in that
discussion [about the CSQ profiles], that I felt they desperately needed to

see some action being taken.’
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Planning provided a framework which set out the conditions and requirements
necessary for the intended development to take place. When these were fulfilled,
the plan could be executed in stage four.

Stage Four - Implementation
Execution

In order for development to take place, a teacher had to implement the plan
prepared in stage three. When a teacher deemed it appropriate, execution took
place:
T8: “Well, it’s [CSQ] highlighted one particular thing I wasn’t happy
with. And that was me being sarcastic. . . And the students didn’t like it. ..
And so I have tried very hard not to be sarcastic any more. . . Um, wt%ich
wasn’t easy. Because instead of me just going with the flow and just

letting it all come out, I had to stop, think about what I’m saying - “That’s
not sarcastic is it?” and then carry on.”

With execution the development of a wider, more flexible communication style

began.

The decision-making prompts of the Four Stage Model of Development

The four stages of the process represent the different behavioural dimensions
involved in development. The activities within each stage represent key tasks
performed to accomplish the purpose of each stage and lead to development.
However, movement from one stage to another required the making of an
appropriate decision. This involved a prompt in the form of a question, the
response to which determined whether the process continued or was concluded.

Four such prompts were observed, one for each stage of the process.

Stage One

“What does this information mean?”

Whilst stage one deepened awareness of perceptions of actual and desired

classroom interaction, the information itself did not constitute a recommendation
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to develop or not. It only indicated areas worthwhile considering for
development. This consideration had to aid understanding of how or why such
perceptions occurred; illuminate the relevance of such perceptions to the process
of teaching and learning and possible development; and determine the
implications for possible development. Consequently, a teacher needed to ask
themselves “What meaning does this information have?” In so doing, it moved
them from observing interaction into analysing it and, therefore, into stage two.

This is illustrated by T4a when discovering the students desired more leadership:

T4a: ‘I wonder what they [B group students] mean by that? . . . I wonder

if it’s something to do with confidence because there’s not a big difference
with the A group, who are a confident group, there’s a much closer
correlation there. Whereas that’s [B group students] a first year group,
they’re doing a complex subject and are a less confident group as well. .. .
it can be a circular thing - it’s not just me having an effect on them, they
have an effect on me too. Perhaps their lack of confidence makes me feel
I’m not explaining things clearly etc.’

Stage Two

“What response is suitable?”

Analysing the information gathered in stage one enabled a teacher to thoroughly
and critically review their communication style and to consider alternatives which
could bring about improvements in teaching and learning. However, analysis
alone did not result in development. In order to move beyond the understandings,
ideas, challenges, and implications generated during this stage, a teacher needed
to decide “What response is suitable?” This prompt resulted in sfage two being

concluded in one of three ways:

¢ An intention to develop one or more aspects of communication style:

T3c: ‘Um, when I first looked at it I was quite surprised and pleased. . . I
suppose a bit of relief really that I was actually getting it right, um, to a
large degree. . . I soaked it up a bit. And reflected on it a bit. And thought
“Well, do I need to change this?” And I thought, yes, there are some
areas. . . And being more open to negotiation is one of them.’

This decision to develop resulted in a teacher progressing to stage three.
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e An intention to utilise or obtain additional information on which to make a

decision:

T2 (from a field note): ‘He felt that this group would probably have
welcomed more activity based sessions and thought that this was worth

exploring with the students in the discussion next Thursday to understand
better how he was coming across and what could be done about it.

This decision to gather further information resulted in a teacher returning to stage

one.

e An intention not to develop any aspect of communication style, as evidenced
by T7 in response to discussions with his students about his communication

style:

T7 (from a field note): ‘After the discussions with the 2 ‘A’ level groups,
T10 was of the view that he would not target any specific behaviours as a
result of his participation in the project. He felt the students were happy
with the way he interacted and that the discrepancies between ‘Actual’ and
‘Ideal’ were more to do with an abstract model of a teacher which they
held rather than any desire for a change from him.’

This decision resulted in the process being terminated.

Stage Three

Is action still appropriate?

Preparing a plan helped a teacher to structure specific ways in which their
communication style could be developed with a view to improving teaching and
learning. However, development could only occur when the plan was executed.
When the time came for execution, a teacher needed to establish that the
prevailing conditions were conducive to moving into stage four, as anticipated
when drawing up the plan. This required teachers to consider “Is action still
appropriate?” This prompt resulted in three scenarios being observed in

connection with stage three:
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e A decision to implement execution:

T3c: ‘I thought “Well, yeah. This is a time that I can actually change the
way I do this thing.” And it was at the start, really, of this academic year,
September, that I did change some things . . . Um, because, you know, if
you suddenly change mid-term, the students, the way you are and the way
you interact with them, they could actually think “What’s going on here?”
So therefore our relationship at that stage had already been developed.’

This resulted in a teacher moving into stage four.

e A decision to defer execution:

T12g: ‘Having been fairly busy this year - due to difficult students
requiring much tutor support - [’ve felt that it was better to keep the same

tried and tested activities and not change things too much. . . . Hopefully
next September [ might be able to create some of that [time to develop].’

This resulted in a teacher staying within stage three and planning a new date for

implementation.

» A decision to retract an intention to develop:

T3b: ‘I had intentions to change but there has been no time. Not even to
reflect... In the next 3 weeks I’ve got 28.5 hours teaching...I walk into
the office, put my stuff down on my desk, get myself a cup of coffee and
think “God, that session went really badly” or “That was a good session”

and that’s the sum total of the reflection I can do. I do not have the time.

And much as I was full of good intentions after doing this [CSQ] about
changing my teaching style, I have not got the time to reinvent the wheel.’

This resulted in the process being terminated.

Stage Four

How effective are the outcomes?

Executing the plan enabled development to begin. However, execution alone did
not guarantee that the action taken brought about the effect desired by the teacher.
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To ascertain this a teacher had to enquire “How effective are the outcomes?” This

prompted a monitoring of their progress:

T1: ‘I would like to discuss some aspects of the module, in particular,
those aspects of the module which relate to the research project for which

you've [students] just filled in those questionnaires [CSQ]. . . one of the
things I wanted to do in this module is to see students, um, researching for
themselves and 1o a certain extent learning for themselves and also helping
each other to learn and contributing to the class discussion and that kind of

thing. How have you felt about that in relation to other modules? Do you

think it's been more oriented that way or less compared to other modules,
in your experience, in accounting?’

This resulted in a teacher engaging again in the activities of stage one, providing

the opportunity for continued reflection and development of their communication

style.

The route to development

The network in Figure 6.2 shows the stages, activities and prompts invelved in the
development of communication styles as a decision making process. The actual
sequences observed by the teachers when considering their communication style
with a view to development are indicated by the bold lines. Those shown by the
dotted lines are probable logical options that may exist but were not evident from

the analysis.

This network indicates three issues of interest. Firstly, it shows that where
development took place, all four stages and specific aspects of each activity were
carried out. Development did not occur when these stages and activities were not
completed. So, where T7 concluded in stage two that development was not
appropriate, movement through the next two stages was curtailed and
development did not take place. Similarly, for T3b, development was prohibited
by their decision in stage three to cancel their intention to implement their plan.
For T12g whose intentions to implement were delayed, development was still

awaited.
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The network also shows that the progression to development did not always
involve moving sequentially through the stages. In fact, of the ten teachers who
executed their plan, only T1 moved consecutively through the four stages. The
most common progression was for a teacher to reach the conclusion in stage two
that additional information was required and, therefore, to repeat. (sometimes

more than once), stages one and two before moving on to stages three and four.

Figure 6.2 The Four Stage Model of Development as a decision making

process

INFORM

___________________________________ ANALYSE

Further information

No development required |

PREPARE

Afer further analysis or
information

IMPLEMENT

Yes

Finally the network highlights that once stage four was completed, teachers
returned to stage one. In an effort to monitor their development, teachers
collected new information on the effects of their development (stage one) and

analysed the outcomes, before concluding whether or not further development or
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amendment was appropriate (stage two). Two teachers - T2 and T1, who had
participated longest in the research - concluded that further development was
appropriate and continued to move through stages three and four and back to
stages one and two, for a second and third time respectively. For the remaining
eight, at the time of the analysis they were either still engaged in the analysis
stage or had concluded that no further development was appropriate.

Summary of Section A

The first conclusion to be drawn from this analysis is that development, using the
CSQ, was a process involving four stages. In giving deliberate and conscious
consideration to development, certain operations were performed in order to attain
an informed view of the perceptions of classroom interaction; to focus attention
for possible development opportunities; to determine how developmeﬁt objectives
could be achieved,; to carry out intentions to develop; and to review the effects and

suitability of the development.

Secondly, it is clear thaf this was not a linear process whereby a teacher moved
smoothly from one stage to another. Earlier stages were often revisited before a
teacher was equipped sufficiently to enable them to engage with subsequent
stages. In effect the process consisted of a series of progressive loops, bringing a
degree of flexibility to the process to accommodate each individual’s

circumstances and requirements.

Thirdly, although the development process appeared relatively structured it was
not mechanistic. Teachers engaged in activities on both cognitive and affective
levels in genuine attempts to seek appropriate improvements to teaching and

learning for the benefit of their students.
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Fourthly, as the next section of the analysis indicates, this process was not
accomplished in isolation from other people nor independently of contextual

constraints.

Section B: Influences on the process of development engaged in

by teachers using the CSQ to review their communication style

The analysis suggests that two factors - one inter-personal and one extra-personal
- most influenced the performance of the activities and the outcome of
| development. These factors were collaboration (inter-personal) and time (extra-
personal). Collaboration with a range of other people was most influential during
the stages of information and analysis. Time became increasingly influential with
the stages of preparation and implementation, and when a teacher desired to
assess the effectiveness of their development. The findings are supported by

quotations from the data which best illustrate the points made.

Collaboration
Researchers (project director and researcher)

The researchers (project director and researcher) were involved with each teacher
(apart from those at ‘N’ college) throughout their participation, having some
 measure of contact during all stages engaged in by a teacher. This was more the
case for the researcher than the project director. Their influence on a teacher’s
performance of the activities was that of initiating and keeping the process alive
by:

® creating time and space for a teacher to review, talk and think about their

practice:

T4a: ‘That’s what I really valued. . . there was time set aside talking about
teaching and otherwise I have no time to talk to anybody. . .’
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e providing an opportunity for objective feedback:

T9: ‘They’re [students] probably more truthful to you [researchers]
probably than they would be to a cross college one. Because they do
support you. If it’s outside of college they’re more likely to give you a
truthful answer. If it’s inside the college the students are more likely to
support you because they’ve got you as their tutor. They’re going to have
loyalties. So I think you don’t get a proper answer from them sometimes.”

e enabling a teacher to understand the perceptions of classroom interaction

from the CSQ results:

T5: ‘I needed [the researcher] to make that statement for me to get any
meaning out of it [CSQ results].’

e providing reassurance about a teacher’s ‘performance’:

Ti: . you get the results back and think “Crikey, I think I'm a better
teacher than they do!” And then it’s nice to have you [researcher] say
“They are respectable results. They don’t think you are a bad teacher.”
And I think that was helpful and useful.’

e inviting reflection through questioning and challenging a teacher on their
perceptions and ideas of classroom interaction and about possible

improvements:

T10: . you tend to gloss over differences that don’t fit your model of how
you thmk you’re working. So I think it’s always good to have another pair of

eyes [researcher’s] to look at how you’re interpreting it.’

e catalysing development through follow-up of a teacher’s initial intentions:

‘Because there’s a follow-up it’s made me follow-up. I haven’t shelved

it, it’s made me continue with it. . . and not just put it under the carpet and
leave it there.’

e providing support for a teacher’s development:

T6: “...you've [researcher] been an endless sort of sounding board . . . and
support . . . what matters [to development] is. . . the fact that here is
somebody who’s prepared to attach importance to this issue.’
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The downside of the two researchers’ involvement was that they were not
involved in sufficient depth or duration in a teacher’s context in order to offer
adequate suggestions for development for some teachers, consequently hindering
the focus and pace of development. (This was particularly true for the researcher,
as distinct from the project director, who lacked teaching experience from which
ideas could be drawn.) When asked what additional support would have been
 helpful T2 responded:

‘I suppose some . . . hints maybe, in terms of strategiés to address certain

things. . . But that’s very difficult to do because you’re not in the context
long enough to be able to offer that as a possible way forward.’

Facilitators

The two facilitators who administered the CSQ and conducted the feedback
sessions at ‘N’ college were involved with teachers T12a to T12h in the
information and analysis stages. They also influenced a teacher’s performance of
the activities by creating time and space; enabling an understanding of the
perceptions of their communication style; and inviting reflection:

T12g: ‘It [feedback session] was good . . . having to take time out . . .

thinking about the things that were important to me.’

T12h: ‘Because when I had a tutorial [feedback session] with her [the

facllltator] was her that spotted that it was an organisational issue and
not an issue about me or my style. I don’t think I would have concluded it

on my own.’

In addition to these three contributions, the facilitators were able to make useful
suggestions for development. This was possible through their involvement in
teacher training and staff development, their personal experiences and their
understanding of some of the contextual issues confronting the teachers:

T12g: ‘There was some positive suggestions [from facilitator] on how

areas 1 was concerned about could be areas I was more happy about. . . . I

think there was a sort of commonality there . . . she’s [facilitator] doing
some work with ASDAN and [ work for ASDAN.’
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However, by their own admission, the facilitators were unable to keep the process
going either by following-up a teacher’s intention to develop or supporting any

subsequent action:

F2: ‘I wish I had had time to follow-up. . . I would like to have been able
to write to everybody saying ‘Would you like to see how it is at the end of

the year with the same group?’

Consequently, whilst teachers at ‘N’ college identified aspects of their
communication style for development, it is not certain whether any plans were

prepa.red and executed, apart from T12g and T12h.

Colleagues

Where colleagues who were also interested in professional development were
involved in a teacher’s review of their communication style, this was seen as a
positive influence, principally as an ally and a sounding board. Collegial
contributions, from both users and non-users of the CSQ, were made substantially

during the analysis stage and were perceived as:

e providing support and encouragement for a teacher’s professional

development:

T3a: ‘[When colleagues participate] you don’t feel so lonely, somebody else
knows what you’re talking about. . . there’s more of a community and

‘somehow it makes it [development] more acceptable.’

T4a: ‘Well, we [T4a and T4b] sort of got excited about it. . . talking about
what we needed to do and what things meant.’

o enabling a deeper understanding of the perceptions of a teacher’s
communication style:
T12h: ‘and L’s [Head of Section] perspective was interesting at one point

too. Because she suggested that mavybe I felt more integrated with the
Thursday group because I spent 4 hours with them instead of 3.’
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e providing a forum to exchange and discuss ideas:

T3b: ‘[it’s been important to have colleagues participating] just because I
think that on the times we [T3a, T3b and T3c] have talked about it we’ve
bounced things off each other. Um, and I think that helped.’

For those teachers who worked alone opinions as to the value of collegial
involvement in their use of the CSQ were mixed. Some thought that colleagues
participating alongside them would have contributed to their development as
outlined above. However, three teachers thought collegial involvement could
have been detrimental to their development by promoting a motivation to compare
results and stifling their desire to develop different ideas from those normally

associated with and encouraged by their department:

T5: ‘I suspect there would be a motivation to compare. And that could be

‘quite destructive I think. Because what you’re providing is quantitative
feedback - people tend to compare when they’ve got quantitative feedback in
a way that’s not actually useful for this, I don’t think. . . once you’ve set up
groups, I know people will be looking at each others and “Oh, you do that.
And I do that. Oh Igota S for this.”

Students

Students’ involvement was an integral part of the process. Their participation,
which acted as a reality check, contributed significantly and positively to the

information stage and also influenced the analysis stage by:

* raising a teacher’s awareness of how students perceived their communication
style:
T6: ‘Well, certainly the responses they’ve [students] given have highlighted

within the questionnaire the areas where we do have considerable differences.
~.. And I think without that I would never have noticed.’

® creating a better understanding of the effect on learning of a teacher’s

perceived and potential communication style:

T12h: “. .. they [students] made a big contribution. In that ‘lenient’ which is
something I understand often crops up . . . they viewed leniency as a positive
thing. Which I thought was quite interesting. My interpretation of leniency is

[1

‘a bit dodgy. a bit too reasonable”. . . But C [student] said “leniency’s a
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positive thing” because they don’t want to be looked at in an autocratic,
authoritarian way and told what to do. That’s how they saw it.’ '

¢ highlighting areas and suggesting ideas for development:

T3a (from a field note): ‘Students during the discussion said they wanted
‘more choice of assignments. say 2. to suit their different learning styles.’

e motivating development by providing an element of accountability:

T1: ‘Well, the students were saying they didn’t have enough time within the

~ class time to take it away, to work on it and then present anything meaningful
onit. . . . But if that’s what they are saying then that must be the case. . . So
I’d like to give them every opportunity to use the material in a way that’s
going to be beneficial. I’'m just not entirely convinced they’ll take those
opportunities. But I suppose one has to give it atry.’

Only occasionally was a teacher sceptical of students’ views and did not fully
involve them, consequently depriving them of contributing to a debate which
directly affected them and the teacher of the opportunity to gain some possibly
surprising and useful insights:

T10: ‘Well I went back and said “All those questionnaires came back and
it seems like....” And they [students] go “Oh! Right. Who said that?”

And well it was a bit difficult to gauge [their reactions] because to be fair
to them I followed it up with “So, we’re going to do this.” . . . One of the
difficulties is they’ve only had certain experiences because they’ve come
up through the school, and it’s within the confines of their understanding,
of what’s going on. And I think that’s a major limitation really. How do

they know that it’s good if they’ve not been exposed to anything else?’

Time

Time was the second major factor to influence the performance of the activities
and the outcome of development. This was perceived in the availability of time
with which to undertake the activities; the duration required to accomplish any

changes and the appropriateness of the occasion.
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Availability

In order to consider the development of their communication style each teacher
had to find time in which to engage in the activities:

TS: *...it’s meant taking time out to think about my practice. [using CSQ
and following it up].’

Occasionally a teacher was able to utilise time set aside for official development
days or as part of their remission from teaching connected with their teacher
training programme (e.g. T8; T9). More often a teacher had to make time in their
teaching schedule and from their own personal life. Sometimes this was seen as
an intrusion:

T4a: ‘Filling in forms [CSQ]- takes a big chunk out of a lesson (20 -30
minutes from a 1 % hour lesson) when sometimes it’s the only time you

get with students.’

At other times it was treated as a ‘value added’ exercise:

T3a: ‘No, that’s [discussion with students] fine. In fact we can use it -
self concept, communication and key skills.’

Often it was a struggle to make the time and at least one teacher failed to take

action due to lack of time:

T3b: ‘] had intentions to change but there has been no time.’

Duration

It took time for any development to become a fully integrated part of a teacher’s

communication style repertoire:

T4a: ‘And I suppose I was thinking it [using the CSQ] would be a quicker
fix. You know, I expected to feel enthused and to be full of ideas and for
it to make an immediate change in my style. And it hasn't. . . P've realised

that this business of changing your style . . . is a lot longer. It’s a longer
term project than I thought at the beginning.’
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New behaviours were mastered slowly:

T8: ‘I had to make a positive effort not to do it [be sarcastic]. Um, which
‘wasn’t easy. Because instead of me just going with the flow and just
letting it all come out, I had to stop, think, what I'm saying - “That’s not
sarcastic is it?” and then carry on. So it broke the flow for a while of the

way I teach. . . | suppose it took me a couple of months to actually remove

the sarcasm.’

The passage of time revealed unforeseen incidents which prompted adjustments in
expectations and actions over a number of months or modules:

T1: ‘I suppose my expectations kind of changed over time. In the sense
that you set an assignment and you imagine how somebody is going to do

it well and then as the assignments are set and people come back to you
with problems and discussions and requests . . . SO_your expectations

change during that process. . . Some adjustment is needed, and [I] propose
to...

The build up of pressure and stress over time sometimes forced a retreat to tried

and tested methods as a way of coping with demands:

T2: ‘I’ve been trying to change my style. But what I've been
experiencing is that I’'m coming under acute pressure and when that stress

is on there is a tendency to regress, because it is a coping strategy. . . What
has made life very difficult for me this year is the reduction in the teaching

year.’

Occasion

There is evidence that timing played an important part in relevant and successful
development. Appropriate planning and execution appeared to be influenced by
the sense of occasion, which related to changes in circumstance and the time of

year.

Changes in circumstance

Teacher’s whose circumstances changed whilst they were progressing through the
four stages, (e.g. undergoing an inspection; teaching new subjects; curriculum
changes; decreased contact hours), found it difficult or impossible to maintain

momentum to develop their communication style:
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T12g: ‘We took on a new personal tutor at the start of September and . . .
he was actually snowed under with work so I had to take over some of his
tutorial time from him. . . We had quite a few changes of staff.” And added
to that we had quite a number of students who . . . were extremely
difficult. And they were taking a tremendous amount of staff time. . . I

have found it easier - due to lack of preparation time - to stay with tried
and tested classroom activities.’

As time and effort were already being absorbed by attending to the prevailing
changes it was not always an appropriate occasion to be trying to develop their

communication style as well:

T12g: ... it was easier to stick with things that you’ve done in the past

rather than try to plan to do something differently because of all the knock
on effect that has. Because if you try something different you've got to

get new resources and so on. So it’s often easier when you are feeling
under pressure to keep doing the same thing.’

Time of Year

Where teachers had identified an aspect of communication style for development,
the time of year at which this occurred was not always appropriate for subsequent

planning and implementation with that particular group of students:

T3a: ... it was very late in the year for both groups to benefit from the
subsequent data findings and my reflection thereon.’

In these situations teachers used the insights to inform their practice and looked
for other opportunities to develop their communication style:

T3a: ‘I decided that as they had both been very interesting and demanding
groups I would use them as trial groups.’

Summary of Section B

The analysis indicates that development, using the CSQ, benefited from
collaboration to the extent that this added perspective, options, encouragement,
support, motivation and impetus. The various roles of the range of people

involved - researchers, facilitators, colleagues, students - contributed different but
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important elements to the process. The evidence further shows that, although the
influence of other people gradually decreased as a teacher progressed through the
stages, some specific input in the latter stages was required by some teachers in
order to accomplish development rather than allowing their reflective activities to

come to an inconclusive end.

However, tensions in the collaborative context could be seen, with hindsight,
which were possibly detrimental to the development process. Conceptual
misunderstandings between one teacher and the researcher about expectations
from the relationship hindered the teacher’s focus and pacing of development (T2,
' p.157). The exerting of authority by one of the tutors over their students led to
unequal power relations and reduced the students’ opportunities for contributing
signiﬁcantly to the development of something that intimately affected them (T10,
p-160).

Time was crucial to the process both getting started and progressing. Without
time being set aside to pursue the consideration and development of a
communication style, conscious, deliberate and appropriate development may not
have occurred. Without due consideration being given to the timing of
devglopment, some attempts to develop a wider repertoire of communication style
may, once started, have been submerged under the pressure of previously

unexpected events or been badly received by the students.

-Time became increasingly a requirement as a teacher moved into the latter stages
of the process and the longevity of implementing and monitoring a development
plan kicked in. However it was a commodity in short supply for most teachers. It
required determination on their part to take time out of an already hectic schedule
and was something which they viewed as being a very underrated necessity to
their job.
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Discussion of Part One

The findings show that self-directed professional development aimed at
improving teaching and learning in this study was accomplished via a stage
process which was aided by a collaborative setting and dependent on time. The
Four Stage Model of Development which emerged from the data and the
contextual factors which influenced it share a number of characteristics mentioned

in the literature reviews in chapters one and five.

Firstly, the four stages of information, analysis, preparation and implementation
mirror those of the action research cycle (e.g. Kemmis and McTaggart, 1988;
Winter, 1989; Elliott, 1991). The four stages of observation, reflection, planning
and action were apparent as perceptions of classroom interaction were described
and assessed; potential improvements were drawn up and acted on. As with the
action research cycle, the four stages are distinct from each other but all must be
completed for development to take place, with each stage forming a platform for

progression to the next stage (e.g. Kolb and Fry, 1975; Kolb, 1993).

Secondly, the flexible way in which the stages were performed is in keeping with
the Transtheoretical Model of Change (Prochaska et al., 1992) where
development is perceived as a spiral process through the various stages. Teachers
did not adhere to a strict sequential progression through the stages; instead they
repeated earlier stages before moving on. The flexibility of the framework
allowed a teacher’s focus to emerge; their understanding to mature; and the
practicalities of development to be considered and adapted in relation to their

objectives and circumstances.

Thirdly, re-cycling through the stages to evaluate the effectiveness of any
development is also in keeping with the action research method. This notion of
assessing any accomplishment with a view to further improvements is also found
in the processes of ‘Judging’ and ‘Feedback’, respectively in Self-Managed
Learning (Cunningham, 1994) and the Seven-Step Model of Individual Change
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(Jackson, 1985). This continuation of the reflective experience is considered
essential to ensuring development is appropriate, worthwhile and, possibly, a

foundation for further improvements.

FoMy, the decision-making prompts which assisted a teacher’s progression
through the stages reflect the Seven-Step Model of Individual Change (Jackson,
1985) which proposes that a series of explicit questions aids the development
process. They are also reminiscent of the ‘scaffolding’ peréeived necessary by
Bruner (Woods et al., 1976 chapter one, pp.3-4 ) to enable learners to progress.
These prompts are key to ensuring that the development process is kept
appropriately alive and that insights gained, and the time and effort spent, during
each stage are not lost as the daily routines of teaching subsequently become ever
more pressing. This is achieved as the questions, posed by the teacher or co-
participants, encourage a teacher to set out a statement of intent in response to the

activities they have engaged in during each stage.

Fifthly, the collaborative context which generally facilitated a teacher’s
progression through the stages is reminiscent of the action research method
| (chapter one, pp.18-20), Model II Theories in Use (Argyris and Schén, 1974;
chapter five, pp.104-107), Self-Managed Learning (Cunningham, 1994; chapter
five, pp.107-109) and some aspects of the inter-personal factors influencing
development (chapter five, pp.115-122). The researchers and facilitators were
always going to be involved with the teachers because the CSQ profiles initially
required considerable explanation. However the extent to which teachers
embraced the involvement of students and colleagues as co-participants created
participative collaborative settings in which meaningful and critical dialogue
occurred (McNiff, 1988); the exchange of valid information, shared enquiry and
public testing of assumptions took place (Argyris and Schén, 1974); and support
was given and received (Cunningham, 1994). Students’ views proved to be both
insightful and useful (Reid, 1988); colleagues’ participation provided reassurance
and removed any sense of isolation (Lumby, 1999a); and the involvement of
 researchers and facilitators encouraged considered development (Garrido et al,

1999). This resulted in perspectives, ideas and experiences being exchanged;
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understanding being enhanced; practice being questioned and explored with a
view to bringing about improvements (Schon, 1987; McNiff, 1988) and assisted

in teachers moving through the stages of development.

However, progression through the stages was not accomplished solely through
dialogue arising from the participative collaboration. The nature of the unique
roles of the participants also contributed as the literature on inter-persénal factors
implies. Tile involvement of students provided a reality check on what was
happening in the classroom (Fullan, 1991; Parlett et al., 1988), creating in the
process a public commitment and an accountable relationship which ensured
teachers gave serious consideration to the improvement of teaching and learning
~ (Devlin-Scherer et al., 1985). Likeminded colleagues fulfilled the role of
accessible and supportive sounding boards, providing a relationship of trust and
instilling a positive attitude (Holly, 1989; Joyce and Showers, 1995; and Newell,
1996) which underpinned a teacher’s sense of security in attempting development.
The researcher and facilitators and, to a degree, the project director, acted as
change agents, rrionitoring the development process and encouraging teachers to
evaluate the development effort (Rogers and Shoemaker, 1971). Thus each
participant, through their unique contribution, encouraged a teacher to maintain

momentum in the development process.

Lasﬂy, the fact that time over-shadowed the whole development process is
consistent with the comment about the ‘ press’ of the working day which crowds
out development efforts requiring long term perspectives; meaningful interactions
with colleagues; and opportunities to explore and experiment in teaching and
learning (Huberman, 1983, cited in Fullan, 1991, p-33). The availability of time is
crucial if all four stages are to be performed critically and not mechanistically, and
the effectiveness of any development is to be assessed. It is also crucial for
consolidating development. Selection of the right occasion is also important to
enable those who want to develop to do so and to allow those who could benefit

from such development to receive it.

IChap{er Six The process of, and influences on, self-directed improvements in teaching and 167
earning



Glimpses of other research into professional development mentioned in chapter
five could be seen in the data but insufficiently to support their inclusion as a
major part of the development process. Teachers did attend to self concerns (e.g.
- what developmént would involve for them); task concerns (e.g. how development
could be managed); and impact concerns (e.g. how students would be affected) as
the Efficacy-Based Change Model (Ohlhausen et al., 1992) suggests but it was not
possible to distinguish how these impacted on each stage of the process. In
addition, there was no evidence which established whether self-efficacy and
attributions affected development. This is likely to be a result of the design of the
study and the data collection methods which did not allow sufficiently for
contemporaneous acéess to a teacher’s thoughts, feelings and perceptions during

the development process.

Many of the processes involved in the Transtheoretical Model of Change
(Prochaska et al., 1992) could be seen in the data, as could the attitudes,
subjective norms and perceived behavioural controls of the Theory of Planned
Behaviour (Ajzen, 1991). However, in both cases, the retrospective nature of the
data collection in this stage of the study made it difficult to determine at what
points in the development process these impacted on a teacher’s reflective
activity; how they impacted; and the importance and relevance of any impact to
the reflective experience. This made explaining the development process in these

terms problematic.

The consideration of better outcomes (Awareness); planning workable alternatives
(Understanding); viewing development as achievable (Belief) and the willingness
to try things out (Effort) were found in the way teachers engaged with the
reflective experience. However, the other aspects of the Seven-Step Model of
Individual Change - institutional Reward or Feedback, and System
Accommodation - seemed to have no part in a teacher’s development (Jackson,
1985). Any reward a teacher received was intrinsic; any feedback was initiated
through their own actions; little interest in how others could benefit from their

experience was observed.
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The stages of the Transtheoretical Model of Change (Prochaska ef al., 1992) and
the Efficacy-Based Change Model (Ohlhausen ef al., 1992) could have been used
to explain the development process but, in doing so, much of the detail would
have been lost. With the Transtheoretical Model, ‘Contemplation’ cqixld account
for information; ‘Preparation’ for analysis and preparation; and ‘Action’ for
implementation. However, this study indicates that the planning activity can be
distinguished from the activities of analysis, and therefore, it seems more
appropriate to treat it as a distinct stage. In addition, whilst ‘Maintenance’
- accounts for the idea that taking action requires monitoring, seeking to consolidate
a behaviour is not the same as evaluating the effectiveness of the behaviour,
which is achieved by re-cycling through the stages. Similar difficulties are
observed with the EBCM. Information could be considered as ‘Initiation’;
analysis, preparation and implementation as ‘Implementation’; and re-cycling
through the stages as ‘Refinement’. Yet again, in doing this, how teachers acted

in order to develop is not clearly defined.

In concluding Part One of this phase of the study, the accomplishment of self-
directed professional development aimed at improving teaching and learning, in
respbnse to using the use of the CSQ, has been identified. Although different
aspects of the observed process of development have been related to a number of
. theories, by modifying and extending one of the theories it is possible to
consolidate them. This could provide a useful model to aid participation in, and
accomplishment of, reflective practice aimed at improving teaching and learning
in post-compulsory education settings. The theory under consideration is that of

action research.

Action research already satisfies the framework required to accommodate the
collaborative benefits, the four stages and the re-cycling element of the
development process. A more flexible use of the cycle could be employed, as
some commentators have argued (Elliott, 1991; McKen, 1996), so that the stages
become guidelines for what needs to be performed at some point for critically
considered development to occur. The decision-making prompts could be

included as an explicit dimension of the relevant stage so that participants can
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encourage each other to appropriately consider the outcomes of their activities.
To maximise the benefit of collaboration, a recommendation concerning the
composition of the co-participants could be made so that a teacher considers

involving one or more persons:

e to provide first-hand feedback;

e to critique and challenge perspectives, assumptions and intentions.
e to evaluate and generate ideas;

e to whom they feel accountable;

e to invite and follow-up progress;

e to encourage and support.

To assist in making the reflective experience appropriate, and consequent
development manageable and achievable, a recommendation concerning the time-
related issues could be made so that a teacher consider the impact on the process

of:
e the appropriateness of the occasion;
e the amount of time that is available;

e the likely duration of the process.

Aménding the model in these ways could assist teachers to participate in reflective
practice with the kind of collaborative support that is most valuable; to
accomplish development with the help of useful guidelines; and to tailor their
attempts to the practicalities of the daily demands of teaching.

However, whether this is the most appropriate manner in which to attempt
reflective pracﬁce aimed at improving teaching and learning is difficult to say.
Firstly, the possibility for creating tension seems inherent in collaboration. A
teacher’s sense of vulnerability and fear of being judged in front of others (Elliott,

1991) was perceived, as were conceptual misunderstandings (Garrido et al., 1997)
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and unequal power relations (Elliott, 1991). Although development was not
deterred in these instances, clearly collaboration has the potential for hindering or
inhibiting development through such situations.

Secondly, three explanations for the emergence of various characteristics of the
action research model can be found. One, a certain degree of collaboration was
inherent in the study - the nature of the CSQ required a teacher to have
- considerable involvement with either the researcher or facilitator and some
involvement from students. Two, an awareness of the action research cycle on the
part of the researcher and project director could have led them to prompt teachers
into this pattern of reflective activity, albeit unconsciously. Three, at least ten of
the teachers interviewed had been trained in the use of the Kolb Experiential
Cycle (which is similar to that of the action research cycle) as an aid to reflective
practice which they could have employed during this experience (Clow, 2001;
Jenkins, 2001).

Yet, despite these provisos, the fact that the process led to self-directed
professional development aimed at improvement in teaching and learning as a
result of reflective activity suggests that the action research model, with some

amendments, is an appropriate way to enable reflective practice.

PART TWO - FACTORS INFLUENCING SELF-DIRECTED
PROFESSIONAL DEVELOPMENT AIMED AT IMPROVING
TEACHING AND LEARNING

Part Two of the analysis concerned identifying ways in which teachers’ could be
encouraged to participate in, and enabled to accomplish, self-directed professional
development aimed at improving teaching and learning. To this end, the data
were analysed to identify those factors which are perceived generally to both

facilitate and hinder this activity.
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Factors perceived generally to influence self-directed professional

development aimed at improving teaching and learning

A range of factors influence teachers’ desires and abilities to direct their own
professional development. These are grouped into intra-, inter- and extra-personal
factors as in chapter five. Most of the quotations used to support the analysis
identify factors in relation to these teachers’ experiences of self-directed
professional development other than that of using the CSQ. However, some
quotations identify influencing factors which were perceived as a direct
consequence of a teacher’s use of the CSQ, as they realised the value this

experience had for other development initiatives and opportunities.

- Intra-personal factors

The teachers in this study had engaged in a wide range of self-directed
professional development during the preceding two to three years. Instances
mentioned were attending conferences, seminars and workshops (e.g. on Learning
Support Assistants; communication with the elderly; the use of music in teaching
and learning; the introduction of new GNVQs); academic courses (e.g. MA and
BA degrees); undertaking official and personal research projects (e.g. the
professionalism of FE teachers; the management of student behaviour); reading
journals; exploring personality theories; investigating learning styles; developing
practical (e.g. first aid) and technical (e.g. IT) skills; networking with colleagues,
ex-colleagues and peers to exchange ideas and suggestions. Such participation
and accomplishment appears to be associated with intra-personal factors in two
ways. A teacher’s initial involvement seems to be related to their disposition
towards development, whilst actual development appears related to their

perceptions of the costs and benefits associated with it.

Teacher Dispositions

Concerning disposition, teachers differ in their orientation towards and efforts to
develop professionally. On the basis of their development activity during the two

to three years prior to the final interviews, teachers in this research were either
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frequently or occasionally active. From hearsay evidence concerning these
teachers’ colleagues it can be surmised that some others are, probably, rarely
active. This gives a potential taxonomy for teachers’ development orientation, on

a scale of decreasing activity, of ‘Perpetuals’, ‘Intermittents’ and ‘Dormants’.

The evidence suggests that the extent to which a teacher engages in professional
development is associated with the degree of commitment to six concepts (quotes

are from teachers deemed to be ‘Perpetuals’):

professionalism - desire to be an effective teacher:

T8: ‘Although I consider myself to be a good teacher and feel that I have
all the qualities a good teacher should have, I have always wondered - am I
facilitating learning in my students?. . . So this [CSQ] was a form or a way

of telling me “Am I doing things properly or not?””’

e  openness - willingness to receive constructive criticism:

T3c: ‘I’ve got a fairly open nature really, regarding working with the
students. So I wasn’t afraid. if you like, of being told “You’re not doing

this right” or “It’s coming out that there’s certain things you’re not
doing”. Some people feel vulnerable about that but I don’t. I always feel

that unless you’re open you can’t change.’

e goal setting - active identification of areas for development:

T9: ‘I’ve just done a colouring course. And I’'m going to a cutting one
with a top stylist in April, the first week of the holidays. . . Then I shall go
in for doing a bit more IT.’

initiative - proactively seeking development resources and opportunities, and

implementing their development plan:

T5: ‘Now one of the things I do is actually go into FE colleges to update
myself. So I might go to S [college], meet my old colleagues, they all
come and meet me and we have lunch and I literally pick their brains and
their desks. I come away with copies of everything they think I should
have. But if I didn’t have that - for instance, at the moment there’s a new
entry level qualification which is big in FE - but without that contact I
wouldn’t know about that. So I would be really out of date. So I do that.’
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e experimentation - willingness to try something new or take a risk:

T3a: ‘Um, when we went on the residential last summer, there was a point
when there wasn’t any surf. So the instructors couldn’t take them surfing.
. . And, um, possibly wouldn’t have tried it before, but I suggested they get
into groups and have a sand construction competition. Yeah? Now these
are sort of 16-19 year olds, on the beach, disaffected youngsters, and they
got completely into it. . . But it was a potentially risky thing to suggest. . .
they could have all told me to ‘F off’. You know, “We’re not going to go
playing in the sand.” They were there to do outdoor pursuit activities.’

e personal cost - willingness to invest their own time and/ or money in

development:

T12h: ‘And I thought “I'd really like to go on a course on beadwork”
because it relates to other things that I teach. . . And my first instinct is
“Well if I want to do a beadwork course I’ll look at West Dean and things
like that and I’ll see if I can fit it in and I’ll go off and do it. At my own
time and at my own expense.”’

From the interview data, those teachers who could be classed as ‘Perpetuals’, (all
except T3b, T4a, T6 and T7), displayed a solid commitment to all six concepts
listed, in particular to openness, professionalism and personal cost. By
comparison, those classed as ‘Intermittents’ (T3b, T4a, T6 and T7) showed a
strong commitment to openness, but moderate or less commitment to the
remaining concepts; in particular they were reluctant to use their own time or
finances with which to engage in development. ‘Dormants’, it is suggested, are
likely to have little or no commitment to most of the concepts. The following

descriptions are cameos of each type:

‘Perpetual’

T11: ‘After you’'ve been teaching for a while, you’ve got no guidelines to
decide if what you’re doing is right. Am I a good teacher? Am I not a
good teacher? So this [CSQ] was a form or a way of telling me “Am I
doing things properly or not?” You know, it would highlight things that
I’m doing wrong and it would highlight things that I’'m doing right. . . So I
do actually ask them [students] at the end of the session, you know, “How
do you feel about that then? Was that good? Was that bad? Was that
boring?” They’ve got used to me now and they’ll say what they feel. . .
But my aims are to sort of to move. I will move on. I think probably 3 or
4 years time down the line, I’ll be looking to think “Right, I've done what
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I wanted to accomplish here. I want to go somewhere else now and do
something different”. . . I mean, I’m doing the BA now. And that’ll take
me up to next year I suppose, to do. Um, I’m looking at doing D35 to be
an external verifier. I want to do that next as well. And, um, I don’t know
what I’m going to do then. I need to do some more. Perhaps an MA. Or
perhaps a BA in something different than teaching. Perhaps something
different. . . The only thing they [college] wanted me to do, to start with,
was the 730 and the D32, 33. Because I assess quite a lot of the time then
I needed that. And then it was my choice to do the D34. It was my choice
to do the PGCE. It was my choice to do the BA. . . Um, [I'm]
unconventional. Experimental. You come up, you find a teaching style or
teaching idea and think “Oh, I can adapt that” and try it. If it works, you
keep it. If it doesn’t work, you throw it away and try another one. . . I
mean it’s difficult because I want to do it all. To get it all in something
had to give. And something that had to give was, well, I don’t need 7
hours, I don’t need 8 hours, I only need 4 hours sleep. So that’s the time
that’s allocated to other things. In the middle of the night that’s when I do
my research and do my essays. You know, because that’s the only time
I’ve got available. The wife’ll go to bed and around 11 or 12 o’clock I'll
start work. And I’ll work to 2, 3, 4 o’clock in the morning. And then go
to bed.’

‘Intermittent’

T6: *. .. apart from this [CSQ] I don’t do anything that is not directly
related to teaching and learning of my students. Um, I will go to course
meetings. I will not go to college wide meetings. I will avoid section
meetings. I will say “No” to every other obligation so that I only do my
lesson planning, my teaching, my marking, you know. [ don’t get
involved in other things. . . And that there’s a lot to be learned from having
other people around. So I suppose I sort of assume that good things will
come of sharing teaching or sharing observation with your colleagues. I
would like it to become sort of normal for you to, fairly regularly, have a
colleague either sharing the teaching with you - so you’re team teaching -
or for them to come and observe a group with whom your having a
difficulty communicating. . . You’ve got to decide where it is you want to
develop to, where you want to be in a year’s time, what you want to have
improved. I think that’s my problem at the moment. I can see lots of
things that I could do but I realistically haven’t got time to do them all so,
choosing realistic goals. Well, we’ve usually pinpointed something I’d
like to do. But then it was a question of whether I was keen enough to do
it really. That’s what I’m struggling with. It’s something to do with my
motivation and how much energy I've got left over for things, as if I've
got some finite amount and it’s all got taken up. I think I’'m feeling a bit
defeated at the moment by the time factor as well. It’s something at the
moment that’s making me feel I can’t actually be bothered. . . Oh yes, the
course I went on recently . . . was on reminiscence work, with older
people. Um and, er, they do a lot of work with objects and other stimuli,
and creative work - music and so on. And I thought “This is a good way
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to kind of expand my mind a bit about, not just ways of working with
client groups, but possibly ideas and ways of working with students as
well.” . . ’'m interested in where you can start taking risks really. Having
the confidence to let students go off and direct their own learning, is quite
a risky business. So, um, I think that [student views] helped to give me the
confidence to go on doing that and saying at times “Stuff the curriculum.
It’s more important that these students have control over what they’re
learning.”’

‘Dormant’

From observations made by T3c and T8 about the attitudes of some colleagues to

professional development:

‘My colleagues? Some don’t [get involved in professional development].
The older ones don’t. The younger ones do. But I suppose the older ones
have been set in their ways for the last 20 years and they’re certainly not
going to change now. And that’s it. Full stop. There’s no need for, or no
requirement for them to develop personally. I mean they’re on their way
to retirement and just don’t want to. They want an easy life. . . But other
people are quite happy in the status quo. They’re quite happy to go along.
I had cause to talk to a member of staff about a particular student and the
way they were managing their behaviour in a lesson. And it came straight
back “I’ve been doing this job for 10 years. I don’t need to change. Blah,
blah, blah.” And it looked as if I was making a criticism. And what I was
trying to do was discuss it with them. So you’re working with people like
that as well. I mean that’s only one person. But there are a number of
people like that who see themselves in a slot. They come here to teach a
subject. And as far as they’re concerned they teach that subject well. And
that’s fine until you get problems with students. Other staff do not see
themselves as a problem with that. They see it wholly as a problem with
the students - “They’re not able enough, they’re not good enough, they
don’t behave, they’re bad students or whatever”, they’re the comments
that come out. And therefore this self-directed thing [development] is very
important to people like that but they can’t see that. . . And some people
aren’t open. Some people are comfortable with what they’ve got. They’re
not open. They don’t want to open any doors. They’re frightened of what
they might find. They’ve got a didactic teaching style or controlling or
whatever. And they feel comfortable with that. Um, and they tend not to
understand the need to change. I mean, you can go into some classrooms
and it’s all teacher led from the front of the classroom. The kids get the
results, they do the things, so why should they change?’

Cost-benefit perceptions

Potential development was assessed by teachers in terms of the costs and benefits

associated with the actions and outcomes. Those who developed an aspect of
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their communication style perceived the action to be potentially desirable, feasible
and the cost-benefit aspect to be acceptable. This example is from a teacher who

devised a way to decrease their use of sarcasm in class:

TS: ‘I think about that [sarcasm] a lot. . . I think what is my belief - years
ago reading stuff on student centred learning, it’s sort of stayed with me -
is that I just really shouldn’t do it, it’s not professional and it will always
inadvertently maybe hurt somebody and that’s a bad thing to do. And for
years I’ve desperately tried not to but every so often I do. . . And I've
shared that with my students this year and that I was really trying not to be
sarcastic and would they pull me up if I was. And they are doing that. . . If
I was just the person that I am, I would still be . . . sarcastic. So in terms
of my professionalism, of when I’m operating with a group of students. I
have to change my natural approach. So I do have to be different. There’s
a book by Robert Leemson - I think I may have recommended that before -
and he talks about the teacher being a performer. OK? And he says
actually there’s nothing wrong with this because our real self might be
very boring or have other things that really, you know - the performance is
actually better. And we can perform with our students and we’re doing

that. We're getting rid of things that perhaps would be barriers to_the
learning.’

Where a teacher perceived an action to be undesirable, or unfeasible or too costly
to pursue, then development did not take place. Just as TS considered reducing
their use of sarcasm in class so, too, did T7 but resulting in the decision to take no
action;

'T7: ‘During the group interviews the feedback from the students was that [
generally used sarcasm in a positive way, for jokes and attracting attention. I
didn’t use it to put them down or embarrass them . . . One student did
mention that my sarcasm was once a bit close to home for her, even though
she realised it was not meant so. Had there been more examples of this it
might have concerned me more. However, I am aware that it is inherent
within human communication that signals and messages are frequently
misinterpreted. A good tutor should try to minimise this, but can never
completely eradicate it. I feel that to alter my use of sarcasm because of one
incident would not be appropriate; it is too entrenched in not just my style of
teaching, but my personality . . . I can’t make a conscious decision about the
way [ interact with people. I can only make conscious decisions about
teaching and the way I teach. But in terms of interpersonal interaction that’s
an enormous thing to do. ‘Cos that’s not just changing me here. It’s
changing me everywhere. I don’t think I’d want to do that. Because it’s
taken me 31 years to get here. . . there is a fundamental part, perhaps it’s the
chassis - the main body of the car - that fundamental area is there and that’s
you. You’re not going to make somebody who’s boring, interesting. . . You
can mess around and change the colour of the car and put a radio in or
something like that. But that fundamental bit is there, unfortunately. And I
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think it’s dangerous to tinker around too much. Too much, ‘cos otherwise
you tinker around too much and lose other things as well without realising it.

You know? And I don’t really want to experiment with that.’

Inter-personal factors

Key inter-personal factors in facilitating or hindering participation in, and

accomplishment of, self-directed professional development were perceived to be

colleagues, students and leaders.

Colleagues

Teachers working together, helping each other to reflect on their teaching and

assist each other to make sensible change was a common theme:

T10: ‘Ah, well, the thing is if you don’t involve others at some point as a
reference point, you’re in danger of losing perspective of what you’re
doing. I think. You need to have some benchmarks on which to measure

what you’re doing. Or advice of those who’ve gone before who can see
the path or can ease the path. Or whatever. So it’s a mixture. . . You can

do that by reading but you also need, in a way, to_bounce ideas off people

and to have them challenged by those who don’t think exactly the same
way you do.’

Colleagues in the form of mentors or coaches were viewed as helpful guides:

T3c: “So a little bit of direction. a little bit of support would help me.

Well, a form of mentor. Somebody you can turn to for, a bit like as
assessor, really, somebody you can turn to and say “I’m doing X, what do
I need to do now? Will you give me some advice or whatever.””

Peer groups or study groups were also considered important to maintaining

impetus for development:

TS: ‘So then I was thinking about learning and identifying things I wanted
to develop and for me, there always has to be a group that I do it with. I’'m
doing a doctorate at the moment and sometimes it’s dire, it’s just awful at

times, and we all turn up there and it’s quite irrelevant which huge name is
coming to talk to us, usually about schools today, because we like going
out to the pub at lunch time. And at lunch time we do talk about our

studies and our ideas and what we’re doing and that’s really stimulating.’
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Students

Student involvement in the development of teaching and learning was considered
by every teacher to be a constructive contribution. Feedback from students
enabled teachers to gauge how well they were doing and whether any changes

were needed:

T3a: ‘Well, you can’t do it [development] without them. Otherwise
you’re in a total vacuum. . . . Um, [ mean they re the ones who are telling
you if you're getting it nght or not. If you’re not doing what you think

you’re doing, then you’re completely on the wrong track and they will tell
you.’

This feedback formally happened in course reviews, course meetings and
tutorials, but with mixed success and, sometimes, with inadequate depth and

frequency:

T6: ‘Because certainly every term we do an evaluation of the courses any
way, which I must admit I don’t think I’m particularly happy with the
structure of those evaluations, I don’t think they work, I don’t think they
bring out the things I want to really come out. . . I think the evaluations we
run really assess the course. . . I’d like to focus on how the students see me
as the course leader.’

T5: ‘For me that is what tutorials are for. . . when I say “how is, is the
level right?” And last year 2 or 3 said “I don’t think I can do it, it’s too

difficult” . . . I didn’t know they didn’t understand. It’s only that they had
a half hour tutonal with me where I said “How’s it going for you?” that
that came back again.’

T3b: ‘I think maybe we should have a mid course evaluation. That maybe
we should be asking students about what they think about now. “Is it what
you expected it to be? How can we change it?” I mean, certainly on 1*
Year Advanced we’ve had a very big drop-out rate already. . . So I think,
um, you know, maybe, it makes you sort of wonder why they left. . . It
would be nice to get the opportunity to say to them “Do you think there
are parts of the course that aren’t enjoyable? Do you think there are ways
we can change it? How would you like us to change it?” And for us to
take that on board.’

It was more useful to have focused discussions with students which provided
pointers as to what could be developed:
T3a: ‘I think it’s [discussion] been very useful and very necessary. And

it’s a confidence boost too. In the fact that you start to see that when you
do open the doors of communication with them it’s_not always as you
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think it is. And as long as you can stay open and hear what’s being said
and try and act on that, then you begin to see that things can be done

slightly differently.’

These discussions not only allowed students to express their views but encouraged

teachers to experiment and develop:

T3a: ‘Um. and when you hear that’s what they want and then you try
doing it and you feel “Yeah. That actually worked. Not for everybody.

But it worked for a great number of them.” Then you want to try it again. .

. But until it’s actually verbalised and until those people have actually said

it, it doesn’t perhaps force you to take action on it.’

Leaders

" Leadership was perceived at two levels - institutional and departmental - and its
influence on professional development was varied. Overall leaders of institutions
(college principals and university vice-chancellors) were mostly invisible to the
teachers with only one institutional head being perceived as interested in and

positively influencing professional development:

T3c: ‘And there is an expectation that you will develop yourself in what
area you want to do. And I have to say that the college has always been
strong on staff development. In the 8 years I’ve been here, I've done lots
and lots of things. . . It’s always been a process of enabling rather than

disabling. . . And the principal himself is very, very strong on staff
development. He does have a personal attachment. And he’ll be quite

open about that and say he has very strong views on staff development and
the need to enable the staff to gain more qualifications and be better at
their jobs. Because the quality of the college provision goes up. And

that’s not just teaching staff, that’s support staff as well.’

In general, those in overall leadership were not seen to be overly interested in how
a teacher developed professionally. This was reflected in teachers’ views of their
institutions as a whole which were considered to contribute minimally to their

professional development:

T4a: ‘There’s been a lot of rhetoric and not very much active

encouragement, I think. There’s been a sort of expectation that it
[professional - development] was something you could do on top of
whatever you were doing. And not something for which you needed
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encouragement, you needed space to be made, and some cash to be put up,
and resources.’

T2: ‘But [ thjnk it [institution] has a narrow definition of what constitutes
development. And I don’t see any coherence in it’s policy or strategy
towards development. . . And I think staff as individuals at all levels are
favourably disposed towards encouraging personal development. But
when it comes to the trade-off between that and delivery, delivery wins
every time. Personal development is very much in practice a secondary

consideration. Not because people want it to be but because that is the
nature of the [management] system that’s been created.’

What was more important to a teacher’s motivation and opportunity for
- professional development was the personal contact with and stance of their

immediate line manager who could hinder or facilitate such development:

T8: ‘Well, the only support I would get, and it’s because my line manager
understands. is that if I need to do something and I am not teaching, he’ll
let me do it. So he gives me a free reign. If | need to do something and
it’s not to do with my teaching, but it’s to do with my personal
development, then he’ll let me get on and do it. Other line managers are

not necessarily as good as that. And I know that some other people - like
coming to Brookes [university] on a Thursday for instance, you have to be
here at 5. I’'m teaching until 5 but what I do is let the students go half an

hour early. I know what I’ve got to teach them and in that time scale I can
teach them that and I leave half hour early. The students go a half hour

early. And my line manager will let me do that. The electrician teacher

who’s also doing the BA here and is also teaching to 5 o’clock and his line
manager says ‘“You finish at 5 and you’ll be late”. And that’s the

difference.’

- Extra-personal factors

Culture, staff development, time, resources and the syllabus were the most
frequently mentioned extra-personal factors to influence participation in, and

accomplishment of, self-directed professional development.

Culture

All teachers agreed that much could be learned from meeting with colleagues and
talking about teaching and learning issues. Yet less than half experienced a
culture where this took place. Only seven teachers routinely shared and discussed

matters of teaching and learning with colleagues, either through informal day to
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day contact or by pre-arranged get-togethers. These episodes were seen to

~ encourage development:

T12g: ‘We have regular team meetings where information is shared from
staff development. But not just staff development. My own team meets
monthly and we regularly discuss all the students in turn on the course and
to look at their learning programs. . . I think it comes from we’re just

constantly looking to improve what we’re doing.’

T10: ‘But I mean the big plus is that we have a departmental room which
we sit in at break time and very ofien the discussion is about “Have you
tried this? How did you do it?” That sort of thing. So we dbn_’t have to
create an artificial forum. That comes naturally.’

For the other teachers the culture within their department or institution was not

one in which collegiality was the norm:

T4a: ‘... our breaks are all at different times, our lunch times are all
different and that sense of all being together and being able to share the
experience... The idea now of coming back from a lesson and saying

“That went really well”, “Oh what happened?” and talking about just

seems absurd. It’s scramble back, deal with a problem make a couple of
phone calls, and pick up your notes for the next one - if you’ve had time to
make any.’

T8: ‘They [colleagues] see and they take the mickey out of me for
preparing all these weird and wonderful lessons. You know, which they
don’t. . . there’s only 3 lecturers out of 20 you could really talk to about
teaching styles, the way you teach. The others are just set in their ways,
wouldn’t want to know.’

T1: °I think teachers teach as individuals in this place anyway. There’s
less kind of sharing of teaching, teaching activity, I’d say, than in many
places. So people expect you to go off and get on with it really, so I’ve
been doing that since [’ve been here.’

For some teachers, this kind of culture curtailed their development activity:

T3c: ‘I mean I'm always willing to take on new things. Always willing

to, um, to get myself going. You know, I get enthusiastic about things . . .

and the only thing that prevents me is time. Or other people [colleagues]
sometimes. People’s apathy. You know, when people are around you, or

people not coming up with the goods. You want to do something and you
know it’s going to work and people around you are not so keen.’
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Staff Development

Staff Development Structure

The impact of staff development on a teacher’s ability to direct their own
professional development varied according to the kind of provision available at
each institution. ‘O’ College had both a staff development unit and compulsory
Employee Development Days which enabled both teachers T8 and T9 to further
 their own development interests:

T9: ‘If you identify that you need help with it, they [staff development]
will help you. They are very, very good.’

T8: ‘We have a choice where we have a development day where you can
just pick a subject where you feel you’re weak at and spend the day in a
class doing a particular area. . . Um, you have to opt for one or come up
with another idea, an alternative. And that happens once a term.’

A similar set-up at ‘N’ college was viewed as supportive of development by T12g,
a full time member of staff, but as it was unknown to T12h, a part-timer, it had no

impact on their development:

Tlig: ‘Certainly staff development are very accessible. You can go up to

them and say “I need to do this” and if they feel it’s a suitable course then
you will get on it. And certainly my view of Human Resources is that if

you make a realistic application and you fill in the aims and objectives and

they fit in the area that you’re working in, I haven’t had anything come
back that’s been denied. Which is good.’

T12h: ‘I know very little about staff development in the college. This is

the second time this has come up for me in a week. Staff development -
and I know nothing about it.’

At ‘A’ and ‘B’ Colleges, and ‘H’ School, instead of a staff development unit, an
individual was appointed to oversee staff development, promoting development
days and arranging occasional development events. Generally this structure had

little effect on a teacher’s professional development:

T3b: ‘Because, it sounds a bit of a terrible thing to say but, the Staff

Development Days that we have, I mean, sometimes I think “Why are we

wasting our time at these? Why don’t they provide something that’s more
interesting?” . . . Because it’s not always appropriate or relevant.’

T7: ‘We're mostly left to get on with ourselves really. There are the
formal systems that are supposed to work but they don’t necessarily filter
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down. So lots of people haven’t used these professional development days
because they don’t really know what they’re about.’

At ‘P’ University a mixture of the two structures existed. A central staff
development unit (‘X”) offered courses and advice to staff on a university-wide
basis, whilst an individual member of staff was designated responsible for staff
development within a School or Department. The provision of the central staff

development unit was considered to be useful:

TS: X, which is the university’s staff development unit, they publish a
list of courses every year. And I’ve actually signed up to several of those
this year. And I’ve enjoyed them actually. They’ve been good. . . they
offer you a menu that you choose from. And they’ll come and do stuff
that’s specific if you want them to. . . It’s really quite far reaching.’

Provision at School or Departmental level was poor:

TS5: ‘Cos everyone’s just flapping around. There’s no co-ordination
[within the department]. There’s no cascading when people go away on

courses. There’s no feedback to the rest of us. There just isn’t a system. .

. There is a person with responsibility for staff development within the
School. In my opinion they have about as much influence as a fly in staff
development. Um, if I give you an example of where I think the approach
is totally unprofessional - the person in charge of staff development is
always on holiday when new staff start in September and doesn’t come

back until everyone’s been here a month. And she’s supposed to be in

charge of induction. So that’s the level of importance it has within the
department.’

The result was an approach that lacked co-ordination, integration and
commitment, and failed to effectively facilitate a teacher’s development

aspirations:

Té6: ‘I think the facilities are there. I think you’ve got the whole centre for
staff and learning development. Which is, potentially, should be fairly
effective. There are things like Computer Services. There all the different
areas to look at. So I think all the places are there. And I think probably a

lot of them run the sort of courses or the types of tuition or development
that I would be interested in. It’s simply that there doesn’t seem to be

somebody that’s co-ordinating that. . . There seems to be very little
coherence in what’s being put forward. . . I think, to be honest, I don’t

think it’s very good. I don’t think ‘P’ first of all has tried to identify what

my aims are in terms of professional development. And because they’ve
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not really identified them they’ve not been able to get me the support to
help me develop them at all.’

Appraisals and Observations

| Appraisals were expectéd, as part of staff development policy, by all except one
teacher, and observations were the norm in three institutions. However, policy
did not guarantee practice and five teachers had not received their annual
appraisal during the previous two years, due to illness, lack of time or oversight.

In one instance a teacher resorted to remedying the situation themselves:

T6: ‘It should really be every year. . . But in practice it just doesn’t seem
to happen. Er, and certainly I know this year [ actually requested one in
January because I’ve just never spoken to my Head of School about my
status. And it got to the point when I was thinking “Well, what am I doing
in this place?””

When appraisals and observations were seen to be part of a system that was
politically motivated, aimed at monitoring and justifying the quality, output and
_ performance of teachers, then these activities did not encourage teachers in their

professional development:

T7: “There’s been a lot of centralisation in the service of controls over
curriculum, control through OFSTED, control through quality
performance indicators - and all those three things, - teachers are deeply
suspicious about. . . There’s the appraisal system. But again there’s the
balance between the thing about quality and professional development.
It’s linked so closely with monitoring, that it’s so associated with it. So it
very much depends on who your line manager is and how well your
appraisal goes. You know, I personally am incredibly careful about what [
say in appraisal.’

T8: ‘I mean you have observations, fine, but I mean the observation’s for
political reasons rather than for any other reasons. So if you’re doing it

wrong it’s not necessarily highlighted, only the good things are picked up.
And a slight, maybe a small thing is picked up for you to alter but nothing

drastic because that’s not the object of the exercise.’

Where such opportunities were offered as a means to further a teacher’s own
development interests, they were perceived as more beneficial, often because they

provided another perspective for consideration:
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T3a: ‘We have this appraisal system within the college. . . and within that

format you can discuss during that time, what staff development needs you
have. What you feel is required or needed. And that is then recorded and

is addressed.”

T2: “One of the ways I might want to prioritise is to use the information
generated by the CSQ to give a colleague the focus and the remit to

address that area and observe those particular areas. And if I’'m trying to
change them that feedback would be very valuable. So that’s in fact how

I’ve tried to use it.’

However, without any follow-up or feedback on development arising from

appraisals or observations, teachers lost the impetus to continue:

T4a: ‘Um, [ think that’s the bit where I’ve, I have to be honest, I haven’t
really done much about that [development]. This is where is starts to
crumble I think. This is where you need ongoing. continuing support and
reviewing I think to change matters.’

Diagnostic Tools

Instruments, such as questionnaires identifying learning styles (Andrews, 1997),
course evaluations and learning logs which elicited or recorded information that
could pinpoint specific issues to consider for professional development were
perceived as useful and influenced both the need for and direction of

development:

T8: *‘So when they first come . . . I give them the Teaching [learning]
Styles questionnaire to find out what sort of learners they are. And the
majority of the time they’re always, um, pictures, doing, learners. They’re
not the academic learners who just use their brain and numbers. So, you
just find out how they learn by doing this. And that gives me some idea so
that, “OK. they are visual learners”, so all my lessons will be related to

visual, doing, touchy, feely lessons.’

Development Costs

Nearly all of the teachers were facilitated in their professional development by the
costs of many or all of their development activities being met by their institution.
Although developmental budgets differed between institutions and from year to

year, within reason money was available to those who wanted to study for a
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- further degree, take a course, attend seminars or conferences, provided the activity

could be justified:

T10: ‘I mean the school has kindly paid for . . . the two vear course.’

T4a: “Up til now it’s not really been a problem providing you could, you
know, reasonably justify it. The college would pay. I’ve not had anything

I’ve applied for turned down. And, er, recently went on quite an
expensive course.’

T6: ‘Just as one example: I qualified as a registered first aider. And the
university were prepared to pay for that course. So that was good. But

unfortunately I had to go through the School and persuade the School to

fund me to do it and justify it to them.’

However for one teacher costs were a hindrance to their ability to attend
development activities of their choice, because the annual contribution made by

their institution was inadequate for their needs:

T5: ‘But there are things coming up now that are really quite important
for my professional development and there’s no obvious way I’'m going to

get to them unless I pay for them myself. . . And I find that quite
problematic.’

Time

Time was consistently mentioned as the main drawback to development. Lack of
time, especially within the working day, restricted opportunities to review their
practice, to engage in professional development activities or discussion and to

implement desired changes:

T3c: ‘... you don’t have the time to stop and think about your own
development. Because all the time you’re on this roller coaster of, um,

teaching and it’s administrative aspects. A good example of that is that I
started the MA and I had to give it up and put it on hold last year. Purely
because of work. I just couldn’t cope.’

T2: ‘You know I've attended this [development] session this week.
There’s lots of interesting stuff in it. But how am I going to find the time

to reflect and experiment is the question I’m asking myself. And

increasingly it’s just an encroachment into my holidays.’

T10: “So there’s no time to invest in exploring in different ways of doing

something . . . Simply because we all have much more work to do. Our
teaching loads went up and our class sizes went up. And the cover
situation is quite busy. And we have more public exams to prepare for -
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the Key Stage 3 SATS. And we have modular GCSE and we have the A
level’ '

Only occasionally did a teacher think that the amount of time needed for

developing some aspects of classroom interaction was not great:

T3a: ‘Some of the self-directed, as I said earlier, professional
development, isn’t time consuming. Some of it can be very successful,
very straightforward and just involve you in being honest and open with
yourself. Um, and allowing you 5-10 minutes to think about perhaps

doing something slightly differently, or taking a risk, experimenting with
doing something slightly differently.’

Resources

Resources for teaching and learning were generally viewed as adequate. However

this was not the case when a teacher was involved with a subject that was heavily

resource based (e.g. plumbing, gas engineering, textiles) or wanted to move away

from the traditional ‘chalk and talk’ lesson to utilise materials or space (€.g. texts,

computers or appropriate classroom size) not normally associated with their

subject. Four teachers (T1, T8, T11 and T12h) in these circumstances, found a

lack of resources restricted the scope of what could be achieved:

T1: ‘But I think also in terms of resources again, there was a kind of
problem. I think students sort of approached it by saying, “Alright I need
to find the sort of area I'm going to work on” and then when they thought
of an area, they went to the library and found that there was few resources
.. . I think many people found they had to suit their topic to what was
available in the library.’

T8: “Um, resources is another thing [that hinders development]. We’ve
got to teach with no resources. . . I was supposed to have a brand new
Industrial workshop built in September. . . he’s told me that they are being
built, starting to be built on Monday [February). But then he said “We
haven’t got any money to put anything in it.” So you’re going to have a
workshop that will be completely empty. And not much use to me. Apart
from I've grovelled and managed to scrounge quite a lot of things from
manufacturers and local big companies and things like that.”
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Syllabus

Teachers perceived the nature of the courses they taught to be too prescriptive to
. encourage development - particularly mentioning the content, performance criteria

and assessment:

T8: ‘I do want to give them more autonomy but the course just doesn’t

allow for this. There is the time constraint and the criteria and assignment
set by the CITB, the awarding body. which have to be met. . . And you

haven’t got the option of “Let’s do this and let’s not do that”. Um, it’s got
to be all covered. And so the option isn’t there to chose what you want to
learn.’

T10: “. .. in my mind I have a timetable that says I really want to get
through this by this, to put them in a strong position because the nature of
the exam that they do is 1 1/2 hours and it’s almost a test of speed. It’s
actually to some extent a very poor exam, and the nature of the assessment

is, as always, driving the approach in the classroom. And there is with our
students a little element of “What do we need this for?” They basically

just get into this mind set of “If this is not on the exam, then I don’t want
to know about it”.’

T1: ‘... we have a module description which lists the learning outcomes
and says that these learning outcomes will be examined, so that anything
that’s in there has to be examined, which is kind of crazy really. You’re
not allowed to say “These may be examined and a selection of them will
come out in the exam or the assignment or whatever”. Um... and
therefore, you can’t during the course of a module say “Well, you’re

already interested in this, let’s follow that interest” for example.’

Summary of Part Two

The analysis shows that many factors influence teachers’ aspirations and attempts
to develop. As in Part One of this analysis, inter-personal factors were seen to
facilitate development whilst time, along with other extra-personal factors such as
culture, resources (where didactic teaching was not the norm), and the syllabus
were considered to hinder development. The effect of staff development
provision was mixed - it helped some teachers to achieve their aims whilst others
believed it had no impact at all. Institutional leaders were usually perceived to be
uninterested, inconsistent or disorganised with regard to promoting staff

development, whereas departmental leaders varied in their encouragement of staff
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development with only some actively promoting and enabling staff to implement

their development objectives.

In view of the general lack of factors that appear to positively encourage teachers
to direct their own professional development, perhaps the most interesting aspect
is that these teachers were keen to participate in a review of their classroom
interaction and most of them consequently developed some area of their
 communication style. This may indicate that the most important factor in
facilitating self-directed professional development, aimed at improving teaching
and learning, is the teacher themselves and their disposition towards development

at any given time.

Discussion of Part Two

Most of the factors uncovered in Part Two of the study as influences on
participation in, and accomplishment of, self-directed professional development
are .those identified in the literature. Few of these factors were experienced
favourably by the teachers in this study. Yet the majority of teachers were active
in their development undertakings and often found some worthwhile learning in
even the most unpromising or unexpected of reflective experiences.  This
indicates that intra-personal factors are key to considering the implications of this
research for promoting and supporting reflective practice in post-compulsory
education settings. The idea of teacher dispositions, ‘Perpetuals’, ‘Intermittents’
and ‘Dormants’, similar to Joyce and Showers’ (1995) ‘state of growth’
categories, suggests that the more a teacher favours the six concepts, the more
likely they are to undertake professional development. The consideration of the
advantages and disadvantages of the development experience, which mirrors the
‘practicality ethic’ (Doyle and Ponder, 1977-8) and the ‘cost-benefit’ model
(Fullan, 1991), confirm that, where a teacher finds personal meaning and value in
a development initiative, action is likely to follow. Consequently, this study

indicates that teachers who favour these intra-personal characteristics will find a
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substitute for, or work around, other factors which hinder rather than facilitate

development. This is illustrated in the following paragraphs.

Working closely with colleagues was seen to contribute positively to reflective
experiences (e.g. Hargreaves, 1992). However, ongoing and systematic
development through collaboration with colleagues in their daily teaching context
was not the norm because the culture was not conducive to this. Mest teachers
found themselves forced to work as individuals, isolated from each other by a lack
of time for interaction, inadequate common rooms, restrictive timetabling, and
status whereby part-timers were often excluded from or unaware of any
professional development opportunities that existed. Yet collaborative enterprises
~occurred outside the institutional boundaries, of which this study is one example.
Teachers would use their own time - days off, weekends, evenings and holidays -

to participate with others in development ventures that interested them.

Student involvement in developing teaching and learning was welcomed and
where official opportunities existed for students to contribute, teachers used
student feedback to inform their practice (e.g. Fullan 1991). However, sometimes
these opportunities were unsatisfactory - the timing was too late to address issues;
or the focus was too general; or they lacked dialogue that would open up a
discussion. In response, some teachers introduced their own ways of obtaining
information from students that could enhance learning. Informal feedback
sessions in class; individual and group tutorials; and the use of diagnostic
questionnaires all enabled students to provide additional details to support
 planning and future action.

Most institutional leaders were perceived to be out of touch with a teacher’s needs
and priorities for development and most departmental/ line managers were
uninterested in the development aspirations of their staff. Although some
affirmation of the importance of professional development would have provided
- encouragement, as Fullan (1991) and other commentators suggest, teachers

pursued their ambitions regardless of the attitude of the leadership, sometimes to
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the extent of making contingency plans for alternative employment if things did

not work out as desired.

- Where the official provision for staff development was well promoted, accessible,
relevant and supportive of a teacher’s own aims, teachers tbok advantage of it
(e.g. Webb, 1996; Craft, 1996). However for half of the teachers, the system in
place to encourage professional development was not always adhered to or failed
to meet their needs. In these instances particularly, teachers sought to fulfil their
objectives either by pressing for appropriate actions to be taken within the system
(e.g. requesting their appraisal), or by making their own arrangements to further
their development (e.g. using the CSQ or personally paying for development

activities).

Lack of time during the working day was a major limitation to teachers achieving
all they desired in the way of professional development (van Lier, 1996). For
~most teachers in this stpdy time for development was not a mandatory feature
built into their contract and, consequently, once such things as contact hours,
preparation, administration, meetings, tutorials, curricula changes, inspections,
and course length were taken into consideration most had to juggle with both their
professional and personal lives in order to engage in professional development.
Consequently, the only way teachers accomplished some of their aims was to

devote their own time to this purpose.

Resources were generally perceived as adequate for a teacher’s development
aspirations. However, where resources hindered the development of good or
preferred ways of teaching, a teacher would sometimes buy what they needed

themselves or scrounge it from a source other than their institution.

More restrictive of development opportunities than resources was the syllabus.
Where course criteria were perceived to constrain the development of alternative

learning experiences, teachers sometimes took risks to allow students to have
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opportunities to learn in other ways. This was not always possible but within the

restrictions teachers tried to be creative.

These last seven paragraphs typify the approach to professional dev_elopment of
the majority of teachers interviewed during Stage Two of the study. It can be seen
that, whilst often frustrated with their circumstances they were, essentially, self-
motivated people and, therefore, accomplished much in the way of their
development objectives by being pro-active and doggedly determined. Their
' commitment to and experiences of using the CSQ reflect this. Thus, in relation to
self-directed professional development aimed at improving teaching and learning,

these findings give rise to three conclusions:

e In the current educational climate few factors appear to be supportive of self-
directed improvements in teaching and learning in post-compulsory education

settings;

e If this current educational climate prevails, self-directed professional
development is likely to be dominated by teachers who display ‘Perpetual’
characteristics.  ‘Dormants’ and, possibly, ‘Intermittents’ may be too

“overwhelmed by their circumstances to engage.

e It is not clear whether the presence or absence of certain factors more than
others might encourage participation in, and enable accomplishment of,
reflective practice aimed at self-directed improvements in teaching and

learning in post-compulsory education settings.

Conclusion

Two issues were investigated during this stage of the study. One concerned the
manner in which self-directed improvements of teaching and learning were
accomplished, as perceived in the developmént of a teacher’s communication
style following the use of the CSQ. The other concerned the factors perceived
generally to facilitate and hinder involvement in self-directed professional

development. It was anticipated that the findings would indicate how best to
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- encourage teachers’ participation in, and support their accomplishment of,
reflective practice aimed at self-directed improvements in teaching and learning in

post-compulsory education settings. However, the outcomes are not conclusive.

The manner in which development of a teacher’s communication style occurred,
without the application of any particular model to facilitate the activity, was
identified. It was accomplished via a flexible stage process, facilitated by a
collaborative setting and dependent on time. This could be likened to.a modified
and extended version of the action research model. The four stages with their
attendant activities and prompts highlight the actions necessary to achieving
critical reflection. Interaction with interested others enables a critical stance to be
taken and encourages movement through each stage. The strategic choice of
fellow participants could ensure that the reflective experience has depth; is
serious; realistic; creative; supported and encouraged. Consideration of the time
issues could assist in making the reflective experience appropriate, and
consequent development manageable and achievable. Therefore, it is suggested
_ that this revised action research model could be used to provide a framework
suitable for guiding teachers through the reflective experience and enable them to
perform the activities necessary to accomplish self-directed professional

development.

With regard to the factors that generally influence teachers’ participation in, and
accomplishment of self-directed professional development, the analysis is unclear.
Interaction with colleagues, student feedback and line management support are
welcomed but rarely experienced. Time, the syllabus and, to an extent, resources
minimise what could be achieved. Yet, despite the unsupportive climate,
improvements in teaching and learning are deliberately and consciously made.
Teachers who want to do a good job and desire feedback on their performance
will set objectives, initiate opportunities for reflection and engage in
experimentation, often at the expense of their own time and finances, in order to
accomplish development. Therefore, where a teacher is disposed toward
development in these ways, other factors appear to have a limited impact on their

desire and attempts to improve teaching and learning. Consequently, the role of
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teachers’ dispositions in involvement in self-directed professional development
aimed at improving teaching and learning obscured an understanding of whether

any factors are perceived to facilitate reflective practice more than others.

" In consequence of this last point, drawing a conclusion about how best to
encourage teachers’ participation in, and enable their accomplishment of,
reflective practice aimed at self-directed improvements in teaching and learning in
post-compulsory education settings was not considered appropriate at this stage of
the research. Instead, the investigation entered a third phase aimed at determining
the factors teachers perceived as essential to achieving the improvements they
desired in teaching and learning. Chapter seven describes how this took place and

with what outcomes.

IC'hapter Six The process of; and influences on, self-directed improvements in teaching and 195
earning



CHAPTER SEVEN

FACILITATING SELF-DIRECTED PROFESSIONAL
DEVELOPMENT

Introduction

In chapter six it was shown that when reflective practice aimed at improving
teaching and learning is engaged in without the application of any particular
model to facilitate the activity, development is achieved via a ﬂe_éxible stage
process, facilitated by a collaborative setting and dependent on time. By revising
the action research model, a framework could be provided that is suitable for
guiding teachers through the experience and enabling them to perform the

activities necessary to accomplish development.

However, the énalysis was inconclusive with regard to individual factors that
could facilitate teachers’ participation in, and accomplishment of this activity.
Whilst teacher disposition might ultimately determine who is most likely to
engage in reflective practice, the presence or absence of particular factors might
make participation more appealing or desired outcomes easier to accomplish.
Therefore, in concluding Phase Two, it seemed important to investigate these

factors further.

The main aim of this phase of the research was to detérmine which factors
teachers perceived as essential to achieving the improvements they desired in
teaching and learning. A secondary objective was to ascertain whether teachers
 sharing particular characteristics, (e.g. teacher disposition; educational
establishment; subject etc.), held similar views. This information could clarify
ways of encouraging participation in, and supporting accomplishment of reflective
practice aimed at self-directed improvements in teaching and learning in post-

compulsory education settings.
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The chapter begins with a description of how, through three pilot studies, an
instrument was develbped to investigate teachers’ perceptions of the ifnportance
of influencing factors in relation to their self-directed professional development.
This is followed by details of the main study, the dissemination process and a
conclusion. This phase of the study took place between February and October
2000.

PILOT STUDY ONE - THE REPERTORY GRID TECHNIQUE (1)

Design of Pilot Study One

Case study participant

The repertory grid (see Research method) devised for Pilot Study One was piloted
by one teacher - T11. The participation of this teacher was requested because of
his excellent knowledge and experience of Personal Construct Theory and the
Repertory Grid Technique. It was anticipated that his insights could help to refine
the instrument.

' Research method

It was decided to use the Repertory Grid Technique, origihally developed by
Kelly (1955) for his Personal Construct Theory.

In Kelly’s theory of the person, each person is seen to behave as a scientist,
attempting to predict and control phenomena by developing ways of construing or
interpreting the world which are useful in anticipating events (Bannister and
Fransella, 1986). By interacting with the world individuals construct their own
knowledge and understanding of reality; create a network of personal
interpretations (or constructs); and place meanings on different phenomena (or
elements - e.g. people; objects; events) of life which they then use to direct their

daily activities and interactions.

Chapter Seven Facilitating self-directed professional development 197



Each individual develops a personal system of constructs that is convenient for
them. Each person perceives, interprets, judges, and makes sense of events,
people, situations and life in general differently from others, although there may
be some common features of construing amongst some people. Consequently,

certain things that are very important for some are not relevant for others.

Kelly proposed that the constructs which make up an individual’s personal
framework or system are bi-polar in nature, being defined in terms of similarity-
difference dimensions. Furthermore, he believed that each person’s construct
systém consists of a limited number of constructs which they use to evaluate the
various elements in their life. By devising the repertory grid technique it became
_possible to identify the constructs an individual customarily uses in interpreting
and predicting particular phenomena and to establish relationships between these
constructs. In this way a repertory grid can illuminate the individual’s current
understanding of the issue in question and, possibly, identify a limited number of
latent, overarching (or superordinate) conmstructs which suggest how other

constructs are related or subsumed.

Consequently, it was thought that the repertory grid technique would allow this
study to consider the importance of influencing factors on self-directed
professional development from the teachers’ viewpoints. In addition it would
allow comparisons to be made between teachers, to see if any observable patterns
existed that might be useful for drawing out implications for the promotion and

accomplishment of self-directed professional development.

The repertory grid technique is a flexible and adaptable tool (Cohen and Manion,
1980; Fransella and Bannister, 1977; Tindall, 1994). Constructs and elements can
either be elicited directly from a person or provided for them by another.
Sometimes both poles of a construct are used and, at other times, only the
emergent pole is used. There is also a variety of methods for identifying the
relationship between the constructs and elements - ranking, rating and laddering
being the most common. From this array of possibilities a repertory grid that
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would suit the purposes of this study was put together, with its final structure
being based on that devised by Munby (1982).

- Materials

Pilot Study One used a rating grid which would enable the statistical technique of
Factor Analysis to be used to identify major underlying dimensions of a teacher’s
personality. The constructs were provided for T11 by the researcher. These were
selected from the data collected from all teachers in Phases One and Two of the
study and consisted of nineteen factors (or issues) that teachers believed
influenced their professional development. The elements were also provided for
T11 and consisted of the four stages of the action research cycle. The stages of
the cycle were chosen as it was thought that different aspects of the development
process might be differentially influenced by the factors. A rating method - a five
point Likert scale (Strongly Agree to Strongly Disagree) - was used to allot the
elements to the constructs. The grid, with instructions, was presented in two
formats - ‘actual’ and ‘ideal’ (Appendices 7.1 and 7.3). In the ‘actual’ format the
 teacher was asked to rate each element in respect of their present situation. In the
‘ideal’ format, the teacher was asked to rate each element according to their
deSired situation. In this way it was hoped to understand how issues influencing a
teacher’s self-directed professional development differed between their everyday
experience and their view of how they would like it to be. It was also anticipated
that, by giving each teacher in the study the same repertory grid to complete,

comparisons across teachers and different settings could also be made.

Procedure

The forms which comprised the repertory grid were posted to T11 together with
instructions for completion. The instructions requested that the teacher rate each
construct against each element on a five-point Likert scale (Strongly Agree to
 Strongly Disagree). The completed forms, which took approximately 30 minutes

to fill in, were returned by post to the researcher for analysis.
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A follow-up interview was held with T11 to discuss the experience and

appropriateness of the grids.

Analysis of Pilot Study One

The data from the repertory grid were subjected to Factor Analysis, Principal
Components with VARIMAX rotation using the Statistical Package for the Social
- Sciences (SPSS) for Windows, Version 9.0.0.

Factor Analysis (Simonite, 1994) is a statistical technique which can be used
when a data set contains a number of correlated variables. By analysing the
correlation matrix patterns of relationships between the variables can be
identified, which allow suggestions to be made about the underlying

characteristics or variables on which the patterns depend.

Factor Analysis (Howitt and Cramer, 1997) works by taking the original matrix of
correlations and generating a smaller set of ‘supervariables’ or Factors which each
contain all of the original variables. Factor loadings are calculated to determine
the extent to which each original variable is associated or correlated with each
- Factor that has been created. These Factors can then be used to detect possible

trends in the data.

To interpret the meaning of a Factor the original variables which correlate best
with a Factor are identified. This is achieved by considering the Factor loadings
and selecting the original variables with the highest values. These selected
variables are used to define the Factor by determining the latent characteristic they
have in common. Thus this interpretation of commonality provides the

identification of the underlying, unobservable trend in the data.

Chapter Seven Facilitating self-directed professional development 200



A high level of mathematics is involved in Factor Analysis. HoWever, despite
this, it must be noted that the interpretation of Factor Analysis is subjective,
relying more on a researcher’s background knowledge of the area under

investigation than on their mathematical ability (Simonite, 1994).

A repertory grid is a data set which contains a number of correlated variables.
When the repertory grid involves using a rating scale Factor Analysis is the
standard procedure employed to interpret the data (Fransella and Bannister, 1977).
The most common method used is Principal Components Anélysis with

VARIMAX rotation (Howitt and Cramer, 1997). This is for three reasons:

e it allows each of the factors to explain the maximum amount of variance

(variability or spread in the data) that it possibly can;

- e the factors are extracted in order of magnitude from the largest to the smallest

in terms of the amount of variance explained by the factor;

e itenablesan easily interpreted factor structure to be obtained.

Usually there are three data considerations for using Factor Analysis. Firstly, the
variables should be quantitative at the interval or ratio level (SPSS for Windows,
Version 9.0.0). Secdndly, the data should be approximately normally distributed
(Johnson and Wichern, 1998, p.557). Thirdly, if Factor Analysis is being used to
analyse sample data, there is a ‘rule of thumb’ which states that the ratio of cases
to variables should be at least 2:1 (Kline, 1994); this is in order to minimise the

margin of error when generalising the results to the population (Gorsuch, 1983).

The data arising from the repertory grid in this pilot study fulfilled the criteria for
level and normality. It did not need to fulfil the third criterion since the results
were not being used to make inferences about the wider population of teachers -
indeed, the individual teacher concerned was ‘the population’. This is because
Personal Construct Theory (Kelly, 1955) and the associated repertory grid are
intended to be used to ‘explore the person’ (Bannister and Fransella, 1986) and

their unique understanding of the world, rather than for any results to be
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generalised to the wider population. Consequently, Factor Analysis could be

applied regardless of the number of elements and constructs which form the data.

- Findings from Pilot Study One

The Factor Analysis carried out for both the ‘actual’ and ‘ideal’ Repertory Grids
in this first pilot study showed that two constructs in each grid lacked variability
or, in statistical terms, had zero variance. This had arisen because each of these
constructs were given the same rating across all four elements (Table 7.1). The
statistical implications of this are explained later in this section but, at this point,
these ratings are of interest in terms of how T11 construed the issues considered to

influence a teacher’s self-directed professional development.

Table 7.1 Constructs with zero variance in the Repertory Grid, Pilot Study

One, analysis. Ratings shown (numeric).

‘Actual’ Grid Ratings (numeric)
Is frustrated by insufficient time provided at work to fit it in Strongly Agree (5)
Is supported by the existence of a well-structured system for staff Disagree (2)
development

‘Ideal’ Grid
Would be guided by having a mentor as a sounding board Neither Agree nor
Disagree (3)

Would not be restricted if university made funds available Agree (4)

Firstly, it can be interpreted that T11 construed seventeen out of the nineteen
issues to have different degrees of influence on his self-directed professional
development depending on the stage of the action research cycle. For example,
T11 “Strongly Agreed’ that ‘evaluation of myself (observation)’ was ‘prevented
by the prescriptive nature of the courses I teach’ but ‘Disagreed’ that ‘reflection’
was ‘prevented by the prescriptive nature of the courses I teach’. This confirmed

the earlier supposition that different stages of the development process might be
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construed to be differentially influenced by the issues and, therefore, certain issues
might be more of a help or a hindrance at different times. These issues may, or

~ may not, be the same for each teacher.

Secondly, it can be interpreted that T11 construed the remaining two issues in
each grid to have the same influence on his self-directed professional development
regardless of the stage of the action research cycle. For example, T11 ‘Neither
Agreed nor Disagreed’ that his self-directed professional development ‘would be
guided by having a mentor to act as a sounding board’ at any stage of the process.
This suggests that certain issues are being construed as having consistently more

relevance or irrelevance than others.

At this point interpretation of the data was curtailed. The lack of variability (zero
variance) in the constructs given the same ratings across all four elements was
problematic for further analysis. Variance is essential to the calculation of the
correlations on which Factor Analysis is dependent. When a variable has zero
variance the correlation coefficients cannot be computed. Consequently, for this
pilot study, the requisite statistical computations for Factor Analysis could not be
carried out in order to extract any common Factors. It was, therefore, not possible
to determine how the teacher perceived the constructs and elements to be related
to each other; nor whether any latent superordinate constructs might explain any
relationships that might exist, within the ‘actual’ and ‘ideal’ scenarios; nor

whether any such relationships might differ between the two scenarios.

Discussion of Pilot Study One

- Overall, the repertory grid technique used in this pilot study had weaknesses. The
most obvious was that, as the Factor Analysis could not be computed, it was not
possible to gain insights into the relationships between the constructs and
clements for this teacher and, consequently, draw any conclusions about

facilitating self-directed improvements in teaching and learning. The lack of
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variance arose because two constructs in each grid were rated in the same manner
across the four elements. Consequently, each of these four constrﬁcts were
perceived to affect each element in the same way. This might have been avoided
through the use of a wider rating scale which would allow for even finer

discriminations.

Two further issues identifying the lack of appropriateness of this particular
repertory grid emerged from the discussion with T11 following the experience of

completing the forms.

Firstly, T11 did not find all of the constructs relevant to each element. Thus
rating them became a contrived activity. One of the corollaries of personal
construct theory states that no single construct covers everything that happens in a
person’s experience. A construct will have a focus of convenience - that is a set
of phenomena for which it works particularly well - but, ultimately, it has a range
of convenience which is finite in the number of events etc. with which it can be
associated. This situation could have been dealt with by removing completely any
unsuitable constructs from the grid. However, this would have had a major
detrimental effect. As these constructs were not unsuitable for every element, the
interpretation and understanding of those elements which worked well with a

construct otherwise deemed unsuitable would be minimised.

Secondly, T11 did not find it easy to relate to the elements. The descriptions of
activities from the action research cycle were not directly associated with how this
teacher approached self-directed professional development. This highlighted two
issues. Firstly, it confirmed the obvious, but overlooked, fact that not all self-
directed professional development takes place within the action research cycle.
Secondly, it served as a reminder that, even when the action research cycle is
used, self-directed professional development does not usually follow the four

stages smoothly. Consequently, perhaps other elements needed to be used for the
repertory grid.
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In response to these three issues, a different approach to the repertory grid was
taken in the second pilot study.

PILOT STUDY TWO - THE REPERTORY GRID TECHNIQUE (2)

Design of Pilot Study Two
Case study participant

As the repertory grid technique was also utilised for this second pilot study (see
Research method and materials) the participation of T11 was again requested. He
agreed to continue his involvement and to allow his knowledge and expertise to be

~ drawn upon.

Research method and materials

The repertory grid technique was retained for this second pilot study, together
with the intention to assess teachers’ views in relation to their ‘actual’ and their
‘ideal’ experiences. However, several changes were made to the grid in light of
what had been learned from Pilot Study One and T11 was more involved in the

process than previously.

Firsﬂy, self-directed professional development was given a context. Based on his
CSQ results, T11 intended to increase learner autonomy within a psychology
module by introducing more student choice and encouraging more student
interaction when psychological investigations were required. This concrete
example would help the teacher to identify more personally with the elements and

constructs in the repertory grid when considering the influences on development.

Secondly, to make the grid more meaningful to the teacher, the factors (issues)
that influenced development were selected as the elements. These had been the
constructs in the first repertory grid. The ways in which these issues influenced

development were chosen as the constructs. Both the elements and the constructs
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were derived from comments made by T11 during the CSQ feedback sessions.

This meant that the items selected were personally relevant to the teacher.

- Thirdly, the constructs were made bi-polar and a seven-point rating scale was
introduced for the allocation of the elements. This would allow for wider
discriminations when rating and, hopefully, avoid the problem of zero variance

encountered in the first pilot study.

Thus the grid became a more ‘traditional’ repertory grid.

Lastly, to overcome the problem concerning the range of convenience, it was
decided that, ultimately, two grids would have to be created to cover separate
categories of elements. Hopefully this would ensure that constructs worked well
with those elements for which they had been selected. It was anticipated that the
categories of elements would be ‘people perceived to influence development’ (e.g.
 colleagues, students, manager etc.) and ‘practical aspects perceived to influence
development’ (e.g. time, resources, syllabuses etc.). However, initially, to test this
new approach, only the ‘people’ grid was prepared, in the ‘actual’ format
(Appendix 8.1).

It was still anticipated that the same grid could be completed by all participants in

the study to enable comparisons between individuals and across settings.

Procedure

The elements (people perceived to influence development) and constructs (the
ways in which people were perceived to influence development) were presented in
the typical format of a repertory grid and given to T11 with instructions for
completion. The completed form, which took around 20 minutes to fill in, was

returned by post to the researcher for analysis.
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A follow-up interview was held with the teacher to discuss the experience and

appropriateness of the grids, lasting an hour.

Analysis and findings of Pilot Study Two

The data was subjected to Factor Analysis (Fransella and Bannister, 1977) using
SPSS for Windows, Version 9.0.0. Two major Factors were extracted, accounting
* for 91% of the total variance (variability within the data). The Factor loadings of

the nine constructs are shown in Table 7.2

Table 7.2: Factor loadings of the nine constructs on the two Factors

extracted from the Repertory Grid, Pilot Study Two, analysis (variance)

Construct Factor Loadings
1(56%) | 2 (35%)
Can encourage students to participate in question and answer 991 .000
sessions
Can suggest choices for practical workshops 965 200
Can help to outline the key points of sessions or topics .947 280
Can encourage more explanations 945 243
Will support students in their group work 743 452
Is able to set up additional information on the psychology website -.036 971
Will assist students with their data collection and analysis 311 923
Will give in advance plan of lecture and practical .556 719
Can contribute to the preparation of more detailed handouts .647 661

Interpreting the Factors shown in Table 7.2, by considering the constructs which
load most highly on each, indicates how T11 perceived the proposed development
of learner autonomy to be influenced. Factor 1 concerns the extent individuals

exercise personal responsibility for directing learning through interaction whilst
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Factor 2 is concerned with the extent individuals assist learning through the

provision of information and support.

The relationship of each element to each Factor is shown Figure 7.1. This plot
shows how T11 perceived ‘influential individuals’ would contribute to the desired

development of learner autonomy. The teacher himself and the students were

those viewed as most able to ensure increased interaction and appropriate choice,

whilst the demonstrator was considered key in providing assistance through the

requisite information and support. The manager was viewed as making no

contribution to the intended outcome.

Figure 7.1 Elements plotted on Factors 1 and 2
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Discussion of Pilot Study Two

This repertory grid was more successful and useful than that devised for Pilot
Study One. The teacher, being more involved in creating the grid, ideﬁtiﬁed with
the elements and found the constructs more relevant. Also, since T11 had a first
class understanding of repertory grids, the teacher found the personal insights
gained most interesting. This concerned the perceptions the teacher held of who
was most likely to enable the proposed development to proceed. Consequently,
this particular repertory grid format and orientation worked well with this
individual teacher. However, as the process progressed it became apparent that

this method still presented drawbacks.

Firstly, it became clear that placing the repertory grid in a specific context of
intended development would not work for every teacher in the study. By the time
Pilot Study Two had been concluded, two teachers had decided not to develop any
aspect of their communication style whilst, of the remainder, all except two had
taken action. Therefore, for the repertory grid technique to accommodate all
teachers on a ‘like for like’ basis to enable comparisons and contrasts to be made,
it seemed it would be necessary to consider the influences on self-directed

professional development in more general , rather than, specific contextual terms.

Secondly, some elements and constructs selected by T11 would not be relevant to
the contexts or personal views of the other teachers in the study. In addition
elements and constructs not included in this grid could be appropriate for the grids
of other participants. Therefore, for the repertory grid to make sense to everyone,
each one would need to be different to take account of each teacher’s context and
perceptions. This would be ideal for considering the views of each teacher

separately but would make comparisons more difficult.

Lastly, there was the issue of time, specifically how much more teachers would be
prepared to commit to the study. It was already becoming difficult to maintain
contact with and the enthusiasm of some participants. Overall, completing the
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repertory grids and holding a discussion about the analysis would require a further

two hours from each teacher.

Ultimately it seemed that the repertory grid technique would not readily suit the
purposes of Phase Two which was to consider the importance of influencing
factors on self-difected professional development across settings. It would be
ideal for considering the perceptions of individual teachers, focused on a specific
incidence of their self-directed professional development within their particular
context. However using composite grids for several individuals, in different
settings with differing elements and constructs was problematic. Consequently,
the repertory grid technique was rejected and another approach - the Q-sort

technique - was considered.

PILOT STUDY THREE - THE Q-SORT TECHNIQUE

Design of Pilot Study Three
Case study participant

T11 was interested in continuing to develop an instrument that could be used to
identify factors important to the facilitation of self-directed professional
development. Consequently, he agreed to pilot the Q-sort instrument used in this
third pilot study.

Research method

Q methodology (Brown, 1980) is a method of analysis which investigates an
individual’s viewpoint from their perspective rather than that of the researcher. It
considers similarities and differences between people on the basis of the
subjective value they place on one variable compared with another variable. This
differs from the traditional approach which perceives individual differences as
objectively observabie, with similarities and differences being determined by the

amount of a variable an individual possesses compared with another individual.
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Q methodology concerns the whole person. It takes into account psychological
and contextual aspects, allowing both the meaning of an individuals’ statements of
opinion and their significance to be realised. It assumes that, when considering
both inter- and intra-personal differences, these are the result of differences in the

amount of importance individuals have placed on the issue under investigation.

For the purposes of this study, the rationale of Q methddology was appropriate. It
would allow individual teacher’s perceptions of the importance of factors (issues)
influencing self-directed professional development to be elicited in relation to
their context and personal opinion. It would allow an analysis of the participants
as a group to be carried out to determine whether any generalisations could be
inferred across cases or within groups of cases e.g. according to teacher
disposition, type of educational establishment, subject etc. Consequently the Q-
sort technique was adopted for Pilot Study Three.

- The Q-sort technique involves a set of statements relating to a particular issue
being ranked by individuals in order of importance. The ranking procedure,
which conforms to a pre-determined distribution of normality, is followed by an
interview to allow individuals to expound their reasoning for ranking the
statements in their unique way. Factor Analysis is then employed to analyse the
extent to which individuals resemble each other on the basis of the rankings given
to the various statements. Consequently, individuals ranking approximately
equally on the same statements are placed in the same group. Ultimately, Factors
consist of groups of individuals, instead of variables, who share an.underlying

characteristic (Tacq, 1997).

Materials

For Pilot Study Three the set of statements required to perform the Q-sort was
derived from the issues influencing involvement in and accomplishment of self-
directed professional development, identified during Phases One and Two.
Twenty eight statements, each one on a 5” by 3” record card, formed the set

(Appendix 9.1). The statements were to be ranked according to how essential
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each individual considered a statement to be in relation to their self-directed

professional development aimed at improving teaching and learning.

Procedure

It was explained to T11 that, during this study, 28 factors which help teachers
direct their own improvements in teaching and learning had been identified. T11
was asked to read through each card to obtain a broad impression of the overall
_ content before initially sorting the statements into three roughly equal groupings.
These groupings were statements that the teacher considered, in an ideal situation;
‘most essentialﬂ ‘least essential’ and ‘in between’ in relation to their self-directed
professional development aimed at improving teaching and learning (Appendix
9.2). Next, T1l was asked to sort the statements progressively into finer
discriminations, according to a normal distribution using a range from -4 to +4
(Appendix 9.3). This would establish an order for those statements the teacher
considered to be least essential through to most essential. The distribution of the
statements was recorded on a chart, using the reference letter allocated to each
statement (Appendix 9.4). Those statements which had formed a teacher’s Initial
Sort were recorded in bold script. After reviewing the results of the sorting
proéedure, the teacher was asked to explain his reasoning for ranking the
statements in this particular way. The whole procedure took forty five minutes to

_ complete.

Analysis and findings of Pilot Study Three

Since there was only one set of data, Factor Analysis could not be computed.
However, since the sorting arrangements did not allow a teacher to allocate the
same rank to every statement, not trialing the Factor Analysis for the pilot of this
instrument was unlikely to prove problematic, as had been the case in Pilot Study

One with certain statements having zero variance.
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- Instead a simple ‘eye-balling’ of the most and least essential statements (Table
7.3), together with T11’s comments revealed those issues which would most
facilitate this teacher’s self-directed professional development aimed at improving

teaching and learning.

Table 7.3 Top (most essential) and Bottom (least esseritial) statements

ranked during the Q-sort, Pilot Study Three

Top 5 - most essential first

Freedom to determine the areas I want to develop

‘Sharing with colleagues experiences and ideas about teaching and learning

Discussions with students about their learning experience to increase my awareness of

their views and needs

Feedback from students on how I am doing from their perspectives

Feedback, other than from students, on my professional activities

Bottom 5 - least essential first

Regular appraisals to explore options for my professional development

Personal or video observations of my classroom interaction with students

Encouragement and support from those above my immediate line manager

A diagnostic tool to pinpoint specific issues to consider for professional development

A mentor to act as a sounding board

T11’s ranking of the statements placed intra- and inter-personal factors at the
‘most essential’ end and institutional factors at the ‘least essential’ end of the
spectrum. To accomplish self-directed improvements in teaching and learning it
was most essential that T11 was free to choose areas for development for himself
rather than having a focus imposed by ‘some form of authority’. Next,
collaboration with those directly involved in the teaching and learning process
was important, for providing ‘suggestions and support’ (colleagues), and pointing
out what was ‘going well and what was wrong’ (students). Anyone (management,

mentors) or anything (appraisals, observations, diagnostic tools) connected to
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accountability issues within the institution were considered least essential. Those
not directly involved in the everyday running of courses (management, staff
development department) were perceived to have ‘vested interests’ and were,
therefore, unlikely to be ‘impartial’ in promoting development whilst the
institution’s personal development process for staff was perceived to promote a

‘hierarchical and competitive’, rather than co-operative, environment.

Discussion of Pilot Study Three

The Q-sort technique worked well with this sole teacher, allowing interesting
insights into how T11 perceived influences upon self-directed professional
development, aimed at improving teaching and learning, to be influenced. This

was despite Factor Analysis not being employed.

All aspects of the technique appeared suitable for the purposes of the study. The
teacher identified with the statements used to prioritise the factors in relation to
the accomplishment of self-directed professional development. Any statement
considered to be irrelevant or inappropriate to the teacher’s context could validly
be classed as ‘least essential’ in the Initial Sort and expanded upon during the
discussion. The ranking operation for the Progressive Sort was not difficult to
perform. The follow-up discussion gave insights into how and why certain factors
were considered more important than others. The exercise could be carried out in
one meeting. The time required to complete both the ranking and the subsequent
discussion was approximately forty-five minutes and, therefore, not excessive.
The ranking system would ensure that there would be variation in the scores so
that Factor Analysis could be used to analyse the results of more than one teacher.
Overall, it was considered that the Q-Sort technique would overcome the
limitations of the Repertory Grid Technique, especially those concerning the use

of one instrument for all teachers who were willing to take part.
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Only one matter required attention before the technique could be used more
widely. Five of the statements referred to ‘time’ in slightly different ways
(statements d, ¢, f, g and h). T11 found these discriminations too fine for making
any meaningful distinction between them, so it was suggested that they be

combined into one or two more general statements.

On the basis of this third pilot study, it was considered that the Q-sort technique
would be appropriate for identifying those factors teachers viewed as most
important to their accomplishment of self-directed professional development,
aimed at improving teaching and learning. After revising the statements in
response to T11’s comments, other teachers who had used the CSQ were

approached for their views through the use of the Q-sort technique.

MAIN STUDY

Design of the main study

Case study participants

Twelve of the fourteen teachers who participated in Phase Two agreed to
participate in this phase of the study. Those who did not were T12g, who was
unable to spare the time, and T7, who did not respond to any attempts to make
 contact. |

Procedure

A revised set of statements was used in response to comments made by T11.
Statements e, f and h were dropped and statements d and g were altered. Thus the
sorting procedure now contained twenty five statements (Appendix 10.1). This
also led to a revision of the normal distribution used for the progressive ranking,

with a range of -5 to +5.
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The procedure for sorting the statements and the subsequent discussion of how
and why a teacher made their selection followed that established with T11 Pilot
Study Three. The minor changes to the normal distribution were taken into
account with the instructions (Appendices 10.2 and 10.3) and recording chart
amended accordingly (Appendix 10.4).

Analysis and findings of the main study

Descriptive statistics and Factor Analysis, Principal Components with VARIMAX
rotation were employed to analyse the quantitative data (Tacq, 1997). The
computer software package used was SPSS 9.0. The qualitative data was

analysed for themes and variations, using Microsoft Word 97.

Before presenting the results it is necessary to state that the quantitative findings
are probably somewhat distorted by the difficulty that some teachers (e.g. T4a, T8
and T12h) had in keeping to the instructions to rank the statements according to
their ideal. This only emerged with the subsequent explanation of the outcome of
their progressive sort. Reasons for this difficulty with the procedure differed.
Sometimes it was due to their belief that changes in their current circumstances
were unlikely; therefore, statements representing issues that would otherwise have
been beneficial were ranked according to their present impact. At other times,
statements representing issues already contributing beneficially to their self-
directed professional development were ignored as the remaining statements were
ranked first, in accordance with what the teacher thought would be useful to next
have in place. Consequently, whilst the quantitative data is interesting, the
qualitative analysis is likely to be more reliable. The comments are supported by

quotations from the interviews following the progressive sort.
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Initial Sort
Statements most frequently categorised as ‘most essential’

During the Initial Sort teachers placed the statements into three broad categories
of ‘most essential’, ‘least essential’ and ‘in between’. Seven statements were
categorised by two-thirds or more of the teachers as being ‘most essential’ (Table

7.4).

Table 7.4 Initial Sort: Statements categorised as ‘most essential’ by two-

thirds or more of the teachers (% teachers shown; N = 12)

Feedback from students on how I’'m doing from their perspectives 92%
Sharing with colleagues experiences and ideas about teaching and learning 75%
Discussions with students to increase my awareness of their views and needs 67%
Freedom to determine the areas I want to develop 67%
Regular evaluations of the courses I teach 67%
Someone within the college/school/university to talk to about my professional 67%
activities and development

Time during work hours to consider (i.e. reflect on, plan for, execute, review) the 67%
development of my professioﬁal activities

Reasons for the categorisation of these seven statements were generally consistent
across those teachers who had selected them as ‘most essential’ to their self-

directed professional development.

Feedback from, and discussions with students

Teachers needed student involvement in developing teaching and learning to
gauge how students were engaged in the learning process; whether their needs
were being considered and what could be improved:

T3a: The students’ views and needs are becoming more detached from

mine. If the communication channels are not open I will not be in tune
with the students . . . I won’t have an understanding of the use of drugs as
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select their own areas of interest; to satisfy their creativity and to maintain

motivation:

T10: ‘The key issue for me in professional development is a desire to
develop. Therefore freedom to determine areas I want to develop becomes
very important because what interests me motivates me.’

Regular course evaluations

Regular evaluations from a number of sources - teacher, colleagues, students,

management - were considered most essential, providing they were constructive.

These were perceived useful for teachers through encouraging critical reflection:
TS: ‘These [regular course evaluations] are essential. And I’ve taken this
to encompass all sorts - self-evaluation, students’ feedback, team members
feedback. If you don’t want evaluation then you’re working in a vacuum. .
. But they must include positives as well as negatives. If it is only negative
then it doesn’t motivate.  Evaluations are inviting criticism for
improvement. They work for me by encouraging a filtering process. I

question myself and make decisions within the bounds of the qualification.
... And I have to be prepared because each group is different.’

They were perceived useful for the institution by encouraging awareness and
hopefully prompting appropriate action:
T8: “This [regular course evaluations] would be nice. . . I would like an
evaluation that, as well as teaching, looks at environmental and resource
materials. I could teach better if I had more resources. If these evaluations
were compiled throughout the college we might get increased resources. It

would have to be someone from at least middle management level - to
open their eyes to what’s going on.’

Only two teachers (T4a and T10) perceived regular evaluations to be least
essential to their self-directed professional development. T10, teaching under the
constraints of the National Curriculum, thought evaluations were unproductive
since teachers in their situation had no power to change anything. T4a, who
experienced evaluations as a mechanism for the course team to feed back
information to the management, perceived them to be unhelpful, occurring as they
did at the end of the year when it was too late to restructure anything for the
benefit of the current students.
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a social thing or any idea of their moral views, or what they want to
achieve or what their immediate needs are.’

Feedback by way of comment sheets, questioning and individual tutorials helped
to identify whether students were enjoying the experience and finding it useful;
open discussions, both formal and informal, with the student group as a whole
brought enlightenment to what might need to be changed or improved. Overall,

more student input was required, more frequently and better timed:

T1: ‘We don’t seek feedback from students often enough or at the right
time. We leave it to the end of a course and then it’s too late for those
students.’

Sharing with colleagues

Sharing with colleagues gave rise to enthusiasm and ideas:

T5: ‘Sharing with colleagues gives me more of a buzz and gets me to try
things out when | hear their ideas and ask them how they do things.’

This collegiality provided exposure to different styles and opinions on teaching

and learning and ensured day to day practical advice and support:

T4a: ‘We sit together, work together, see what’s working for others, talk
about our sessions.’

It happened informally during coffee and lunch breaks, sometimes at the end of
the day, but never happened enough. The ‘system’ and lack of time was seen to
be detrimental to both sharing and experimenting, instead encouraging teaching to

be carried out in the simplest, easiest, quickest and cheapest way:

T10: ‘But we have ideas but no resources to implement them and no time
to discuss them.’ '

Freedom

Whilst acknowledging that parameters exist (e.g. needs of the students; course

criteria; institutional needs and agenda), teachers needed choice within these to
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Someone within the institution to talk to about professional development

It was considered most essential to have someone in the teacher’s institution, other
than an immediate colleague, to talk to about professional activities and
development because of the support and encouragement they could give:

T10: ‘It’s good to have a kindred spirit. . . It’s not necessarily someone in

management but rather someone who understands the way you think and
the beliefs you have about teaching and learning.’

Time during work hours to consider professional development

Having time during working hours was most essential to being able to reflect on
teaching and learning:
T3c: ‘This [time during work] is important but we’re losing it. We are
becoming much more administrative and bureaucratic and have little time
to teach. We’re just running from one thing to another and have no time to

really consider what we’re doing, to stand back and take a look at what’s
happening.’

It was also a key factor to accomplishing self-directed professional development:

T6: ‘I need it [time during work] to develop the things I want to do - how
I actually teach. . . I want to update my courses, to make them more
interactive. And this needs time for writing them, involving more IT based
assessments.’

It was also considered necessary to part-timers as well as full-timers:

T12h: ‘As a part-timer anything I do is done in my own time. I want staff
development and professional development within the college to work for
all of us not just the full-timers.’

Yet being a reflective practitioner during working hours was perceived by all bar
one teacher (T3a) as an ideal that was unlikely to be achieved. Consequently
teachers saw it as their responsibility to ensure they developed professionally and

did so in their own time.
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Statements least frequently categorised as ‘most essential’

From the Initial Sort of the statements, seven statements were ranked as ‘most

essential’ by one-third or less of the participants (Table 7.5).

Table 7.5 Initial Sort: Statements categorised as ‘most essential’ by one-

third or less of the teachers (% teachers shown; N = 12)

Someone outside the institution to talk to about my professional activities and 8%
development
An improvement in the provision of resources and facilities (e.g. rooms/ 17%

equipment/ library/ materials/ IT etc.) to facilitate better teaching and learning

The courses I teach having a less prescriptive nature (e.g. syllabus/ assessment ' 17%

criteria/ outcomes/ length etc.) '

A staff development department that actively seeks out suitable development 25%
opportunities on my behalf

Follow-up on my professional development ' 25%
Costs for any development activities to be met by the institution rather than myself 33%
Observations (teaching or video) of my classroom interaction with the students 33%

Someone outside the institution to talk to about professional development

Only one teacher (T6) thought having someone outside the institution to talk to
about professional activities and development was most essential, perceiving this
person’s value to lie in bringing a different perspective from another organisation
or institution. The remaining teachers viewed such a person as useful only if there
was no opportunity within their own institution to discuss such issues with others.

Generally it was thought impractical for someone to be in such a position:

T10: ‘It would be remarkable to find someone who understands my
position in school, who can guide me. I don’t need someone who will just
listen to me. I need someone who has more expertise and is also working
within the same framework that I am.’

In addition, such a person was unlikely to be in the right place, at the right time

and such a relationship would take up too much time.
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Improved resources and facilities

All except three teachers (T6, T8 and T12h) viewed improved resources as a leést
essential factor. Although additional resources would have been welcomed,
where more traditional ‘chalk and talk’ methods were employed or would suffice
teachers tailored the development of teaching and learning to what was available:
T3b: ‘I will assess the situation here [re resources] and go with it. It’s not

under my control and I’'m not going to waste time and energy trying to
change it.’

However, this was different for teachers who taught vocational or more
technologically oriented subjects (T8, T12h and T6) - extra resources were
essential to providing their students with up to date, professional standards of
teaching and learning:
T8: ‘I need funds to do things my way rather than just lecturing. I spend
my own money on providing the things I need in a lesson. . . It’s dxfﬁcult
to get resources. . .The college is happy for you to bring the money in but

not for you to have some of it to spend on development. I’ve spent loads
of time scrounging things from companies to kit out new workshops.’

Courses having a less prescriptive nature

Teachers realised that there were always boundaries to what they could do,
- whether self-imposed or set by others. In general, those working in colleges of
further education and the university saw prescriptive courses as making their job

more straight forward and less time consuming:

T9: ‘The courses I teach are set up for me and follow tight criteria but I
don’t find them restrictive. It just means it’s easier to deliver them and
you have to spend less time thinking about them.’

Within the constraints there was reasonable scope for development and less
prescription was less essential than other factors. However, for T10 teaching in a
school sixth form, the National Curriculum was perceived to leave no opportunity
to explore other areas students might be interested in and less prescription was
perceived by this teacher as a most essential factor in engaging students’ interest

and furthering development of teaching and learning.
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" A__staff development department actively seeking suitable development

opportunities on a teacher’s behalf

Teachers generally thought that a staff development department that actively
sought suitable development opportunities on their behalf was useful but not most

essential:

T6: ‘I don’t see it as a resource for ideas I might want to develop although
I do believe it should be a drop-in shop for help.’

By some it was perceived to impinge on their freedom to determine their own
agenda (T5) and, by others, to be a waste of resources (T10). However, most
believed that ensuring their professional development was solely their
responsibility; they were the ones who knew their needs; put time aside to meet

. them; found their own solutions:

T2: ‘I feel 1 should take responsibility for my own professional
development. Having identified my own needs then I should take
responsibility for identifying the solution.’

Only three teachers considered it most essential to their self-directed professional
development. This was because either they had been helped in the past by such
action (T3c and T4a) or they felt such a need in their present situation to assist

their future progress (T12h).

Follow-up on professional development

Teachers in general were neutral about the provision of follow-up on their self-
directed professional development. For some, the day to day support of
colleagues for their efforts was sufficient to encourage persistence and

progression:

T3c: ‘I took it [follow-up] to mean what I feel I get from other people
when I'm involved in development - like support from colleagues. So it’s
already built in for me.’
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For others (e.g. T12h) the lack of interest from their institution in their
deVelopment discouraged, not self-directed professional development, but loyalty
to maintaining their position at, and future contribution to, that institution:
T12h: “There is no follow-up for me. . . This is a danger for the college as
I may move on and they won’t know what I’m thinking about and why.

They’ve paid for me to do the course [Cert. Ed.] and they’re not looking
after their investment.’

Costs for development being met by the institution

The majority of teachers were neutral on the matter of how costs for self-directed
professional development were met, since they would pay for something
themselves if their institution could or would not do so. Such action was also

perceived as a reason to ensure that the development initiative worked:

T8: ‘If you want to develop professionally . . . you need to put the effort in
- and if you are financially doing this then you will make it work.’

Motivation and ideas for development were considered more essential than costs
 being met by the institution, although one teacher (T12h) perceived this issue, for
others rather than therﬁselves, as having implications for equal opportunities -
those who could not afford to support their own professional development missed

out.

However, four teachers, (T4a, T5, T6 and T9), did view the institution’s
contribution towards the cost of self-directed professional development as most
essential. Without such provision they would be unable or less willing to keep
themselves updated, attend courses and conferences, gain further professional

qualifications.

Observations of classroom interaction

- Teaching observations - drew a mixed response from teachers, with many

perceiving this as a factor linked to an accountability system:
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T9: ‘We’re all observed because of QA and also when inspection comes.
Everyone lays such an emphasis on it that it’s become like sitting an exam.
... We don’t look upon observations as a development process for us.’

Where teachers were able to use observations for their own agenda, to provide
details of teaching technique, or to gain the perspective of someone with a

different viewpoint, these were considered useful:

T3c: You can be lulled into a false sense of everything is going OK. And
I think you need something objective [observation] to check how

everything is doing.’

Progressive Sort

In the Progressive Sort teachers rank-ordered the statements according to the
importance each had for them personally. When compared with the results from
the Initial Sort, three things were noted.

Firstly, ‘A diagnostic tool to pinpoint specific issues to consider for professional
development’ became one of the most highly ranked statements in the ‘most
essential’ placings (Table 7.6). Teachers favouring this considered tools such as
the CSQ to offer them an objective means of focusing their attention:
T8: ‘You never know if you’re going down the right path. Students give
you feedback but it depends - they tell you what they think you want to
hear and not the truth. Because I’'m assessing them they might think it will

affect their assessment. I need something more independent [such as the
CSQJ.’

Those not ranking this statement so highly still considered diagnostic tools to be
valuable but mainly in the sense of being a stimulus to more important student
discussions. By themselves, these tools were perceived to have limited relevance:
T2: ‘I found the CSQ catalysed dialogue which wouldn’t otherwise have
taken place. Students don’t have the courage to criticise the tutor in front
of other students in a constructive way. There is a need for a mechanism

to legitimise it in an unthreatening way. I liked the idea of a measurement
[CSQ] but in the end I got more out of the dialogue with the students.’
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A second difference from the Initial Sort concerned the frequent placing of ‘a
mentor’ at the ‘least essential’ end of the scale (Table 7.7). There were those who

thought a mentor, if it were a colleague, was useful:

Té:..” Having somebody within the department that you can chat to. It’s
useful for official advice, they can see where you’re coming from, put
alternatives to you, be a sounding board. They can help control your
professional development by looking out for you and informing you of
opportunities that they see might be appropriate.’

However, generally, this role was only considered important when facing

something new or challenging:

T3c: ‘I’ve been doing the job a while now [teaching] and I feel that a
mentor is needed only if you are doing something challenging. Someone
who will listen to you; empathise; bounce ideas off; put an alternative
view.’

Thirdly, the Progressive Sort shows less agreement between teachers about which
statements are most or least essential to self-directed professional development.
When asked to be specific about the importance of statements, only one was
ranked by two-thirds or more of teachers in either the top (most essential) or
- bottom (least essential) four placings - ‘Someone outside the institution to talk to
about my professional activities and development’ (Tables 7.6 and 7.7). This
implies that essential requirements for facilitating self-directed professional

development aimed at improving teaching and learning differ across teachers.

Table 7.6 Statements most frequently ranked in top four (most essential)

placings (% teachers shown; N = 12)

Feedback from students on how I’m doing from their perspectives ' 50%
Discussions with students to increase my awareness of their views and needs 42%
A diagnostic tool to pinpoint specific issues to consider for professional 42%
development

Freedom to determine the areas I want to develop 33%
Sharing with colleagues expeﬁences and ideas about teaching and learning: 33%
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Table 7.7 Statements most frequently ranked in bottom four (least essential)

placings (% teachers shown; N = 12)

Someone outside the institution to talk to about my professional activities and 67%
development

A staff development department that actively seeks out suitable development 50%
opportunities on my behalf

The courses I teach having a less prescriptive nature (e.g. syllabus/ assessment 42%
criteria/ outcomes/ length etc.)

A mentor 33%

Yet, despite the diversity, further statistical analysis revealed that these teachers
could be grouped according to statements considered essential to self-directed

 professional development.

The identification of these groupings, and the underlying characteristics shared by
the teachers within each group, was achieved by subjecting the data to Factor
Analysis, Principal Components with VARIMAX rotation (Tacq, 1997) using
SPSS for Windows, Version 9.0.0. As groupings of teachers as distinct from
statements were required, the teachers were treated as variables and the statements
as cases in this analysis. The data fulfilled the criteria for level and normality
mentioned earlier and as before, there was no need to fulfil the third criterion
since the results were not being used to make inferences about the wider
population of teachers (p.201). Instead, trends within this particular group of

teachers were to be identified which could form the basis of further investigation.

Four Factors were extracted from the analysis, accounting for 67% of the variance
(variability within the data). The Factor loadings of the twelve teachers are shown
in Table 7.8, with those loading most highly on a Factor highlighted in bold. The

relationship of each statement to each of the Factors is shown Figures 7.2 and 7.3.
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Table 7.8 Factor loadings of the twelve teachers on the four Factors extracted

from the Q-sort, Main Study, analysis (variance)

Teacher Factor Loadings
1(28%) 2 (17%) 3 (12%) 4 (10%)

T4a 0.842 0.007 -0.105 -0.103
T3b 0.771 0.409 0.087 -0.189
T10 0.688 -0.233 -0.062 0.393
T2 0.493 0.371 0.265 0.259
T9 0.196 0.788 -0.096 0.336
Tc: -0.301 0.702 0.129 -0.004
Tl 0.227 0.605 0.309 -0.269
T5 0.357 0.490 0.201 0.229
T12h 0.010 0.087 0.894 -0.073
T8 -0.088 0.170 0.779 0.227
T6 -0114 0.168 0.019 0.817
T3a 0.295 -0.002 0.454 0.599

Interpreting this analysis was complicated, as the results were not as clear cut as
could be hoped. Whilst it was obvious (from the Factor loadings) with which
Factor each teacher associated best, this was not so concerning the statements. As
Figures 7.2 and 7.3 show, there was a degree of overlap with some statements
being rated highly on more than one Factor, However, by considering these
results in conjunction with the average values of the statements rated most highly
| by individual teachers during the Progressive Sort (Tables 7.9 to 7.12) and the
interview data collected during the course of this study, the nature of the latent
characteristics common to all teachers grouped within a Factor was deduced. The
four underlying characteristics have been termed ‘teacher autonomy’; ‘learner
autonomy’; ‘vocational professionalism’; and ‘pragmatic development’. These

are explained further in the paragraphs following Figures 7.2 and 7.3.
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Factor One - Teacher Autonomy

Factor One consisted of T4a, T3b, T10 and T2 who considered ‘freedom to
determine the areas I want to develop’ and ‘feedback from students on how I am
doing from their perspectives’ as ‘most essential’ in relation to their self-directed
professional development (Table 7.9). However, throughout the study, these
teachers emphasised that their involvement in professional development was
motivated by their own interests and agenda. Hence ‘teacher autonomy’ was a

major issue for them and is the characteristic that describes this group:
T2: ‘My observation of the role of the tutor is that it is being Taylorised.
The professional autonomy is being eroded by an agenda which is being

set ‘out there’. . . Freedom is important to me because of my personality. I
am interested in creativity and like to explore.’

Table 7.9 The most highly rated statements (average scores) in Factor One

Freedom to determine the areas | want to develop 3.0

Feedback from students on how I am doing from their perspectives 3.0

Factor Two - Learner Autonomy

Factor Two consisted of T9, T3c, T1 and T5. The statement most highly rated
overall by these teachers was ‘feedback from students on how I am doing from
their perspectives’ (Table 7.10). Obtaining students’ views and how things were
for them was one of the best ways of determining what was happening in the
teaching and learning context and what might be improved. Hence ‘learner

autonomy’ first and foremost characterised this group:

T3c: ‘This [student feedback] is really paramount. this is crucial for me -
asking the students what they want. . . If you don’t get their feedback then
you don’t know if what you’re doing is right for them.’

Table 7.10 The most highly rated statement (average score) in Factor Two

Feedback from students on how I am doing from their perspectives 25
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Factor Three - Vocational Professionalism

Teachers T8 and T12h formed Factor Three and primarily thought ‘an
improvement in the provision of resources and facilities’ was most essential to
' improving teaching and learning (Table 7.11). The aim of these two teachers was
to ensure that their students could work to professional standards. Thus

‘vocational professionalism’ characterised this group:

T12h: “If someone only has a 20 year old sewing machine with just
backwards and forwards they won’t be able to do the work to a high
standard, to a professional standard; to do a job in a professional way.’

Table 7.11 The most highly rated statement (average score) in Factor Three

An improvement in the provision of resources and facilities 4.0

Factor Four - Pragmatic Development

T6 and T3a formed Factor Four and considered ‘a diagnostic tool’ as most
essential to improving teaching and learning (Table 7.12). Both teachers desired
to develop professionally but wanted help to focus their time and energy in order
to develop what was most needed or appropriate. Therefore ‘pragmatic

development’ could be said to characterise this group:
Té6: ‘Something like the CSQ is essential to focus my thoughts, especially
as a time saving exercise. It points clearly to areas I need to consider.

And we need to focus our thoughts immediately in this climate, especially
with teaching being modularised and terms being shortened.’

Table 7.12 The most highly rated statement (average score) in Factor Four

A diagnostic tool to pinpoint specific issues to consider for professional 4.0

development

Summary and preliminary discussion of the main study

The Q-sort method worked well enough to identify those statements representing

factors that these teachers perceived more useful than others in facilitating self-
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directed professional development aimed at improving teaching and learning.
Overall, input from tho.se directly affected by their actions (students and team
members) and those with insight into their everyday context (colleagues) were
most essential, along with time to consider their development agenda and
retaining autonomy over it. Statements connected to some kind of authority over
which teachers had little or no control - e.g. observations, staff development

departments, courses, resources - were considered to be least essential.

Individual teachers differed in expressing their personal preference_é for ‘most
essential’ statements, although four separate groups around four different
statements were seen. The common theme which linked teachers within a cluster
seemed to be related to an issue that motivated their engagement in self-directed
professional development. These issues could be termed ‘teacher autonomy’,

" ‘learner autonomy’, ‘vocational professionalism’ and ‘pragmatic development’.

Whilst the Q-sort method was straightforward to administer and appeared
relatively easy for teachers to follow, changes to some aspects might have made it
more insightful. Firstly, by reducing the number of statements relating to student
involvement and time to one for each topic, these issues may have been even more
prominent. During the interview following the progressive sort it became evident
that some teachers found it difficult to distinguish between the importance of the
two statements for each of these topics; in their minds the statements were inter-
related. This resulted in a forced choice for the ranking process. Consequently,
the 'ﬁnal positions of the statements, probably, did not fully reflect the value

teachers placed on these issues.

A second matter, which undoubtedly influenced the ranking process, concerned a
teacher’s ability to consider the statements in light of their ideal as distinct from
their reality. It was clear from the interviews following the progressive sort that
certain statements (e.g. observations), which had been ranked as least essential,

would have been viewed more favourably had they taken a form other than that
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presently experienced by the teacher. Perhaps different or additional instructions

for the procedure could have prevented this occurrence.

. DISSEMINATION PROCESS

Design of the dissemination process

Before drawing any conclusions about the implications of this research for
promoting and accomplishing self-directed professional development aimed at
improving teaching and learning in post-compulsory settings, the findings to date
from Phases Two and Three were disseminated to the participants. Their views
were sought concerning the validity of the notion of teacher dispositions and ways
in which factors that influence self-directed professional development could be
dealt with in order to facilitate participation and accomplishment. One seminar
was held, which only three participants (T1, T10 and F2) were able to attend as
arrahgements ultimately coincided with the fuel crisis in September 2000.
However, details were also mailed to participants, together with a questionnaire

. (Appendix 11.1) requesting feedback on the following:

e The validity of the notion of teacher dispositions (‘Perpetuals’,

‘Intermittents’, ‘Dormants’);

* The proportion of each type of teacher disposition perceived to be represented

within their institutional department;

® The implications of teacher dispositions for engaging more people in self-

directed professional development;

® How factors that hinder self-directed professional development could be dealt
with;

* 'How factors that facilitate self-directed professional development could be

supported or initiated;

® The validity of the contributions ascribed to the researchers, colleagues and

students in the Communication Styles development process;

®  What assisted their reflection and development when using the CSQ.
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Analysis and findings of the dissemination process

. Teacher disposition

Nine teachers and the two facilitators responded to the dissemination process. All
eleven respondents thought that the three types of teacher disposition -
‘Perpetual’, ‘Intermittent’ and ‘Dormant’, described in chapter six (pp.172-176) -
were appropriate descriptions of their own and their colleagues’ attitudes and
actions towards self-directed professional development. With one exception, the
respondents estimated the proportion of each dispositional type perceived to be
represented within their institutional department (Table 7.13). Although these
figures varied between departments, it is evident that the majority of teachers are
perceived to be at least moderately active in self-directed professional
development. These figures do not include information from T8 who found it
difficult to assess as there was no obvious way of ascertaining what everybody in

their department did by way of professional development.

Table 7.13 Estimated percentages of ‘Perpetuals’, ‘Intermittents’ and
‘Dormants’ perceived by participants to be represented within their

institutional departments (N = 10)

Disposition Average percentage across departments Range (%)
‘Perpetuals’ 28 0-60
‘Intermittents’ 58 25-85
‘Dormants’ 14 0-40

Four matters of interest in connection with teacher dispositions were noted from

the responses.

Firstly, participants expressed the view that these characteristics were not
necessarily fixed once and for all time. It was recognised that people moved
between categories, in response to past experiences; changes in circumstances;

alterations in expectations and demands made of them:
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T4a (from a field note): ‘But with reference to the types of teachers and
their attitudes towards professional development she (T4a) made this
observation about herself - that 2 years ago she would have said she was a
‘Perpetual’; but then she became an ‘Intermittent’ and now she felt like
becoming a ‘Dormant’! Much of this change she put down to the change
in her circumstances especially since the start of September. She now has
a 0.8 post with more students and another course and a much greater
admin load. It is taking up time and energy to get to grips with new
systems and what is needed, squeezing out any thoughts of professional
development.’

Secondly, while it was noted that too many ‘Dormants’ could hamper the overall
development of a particular team or department, it was considered difficult to
prompt them to participate in professional development:
T10: ‘I think it’s much harder to get the ‘Dormants’ going or being
receptive to what’s going on. Partly because so much of professional

development that has taken place has been quite fleeting, transitory and
they think “Oh, I’1l just sit this out” . . .or “I’ve seen it all before.”

Colleagues perceived as falling into this category were thosé who were coming
towards the end of their career; were struggling with the job; were anxious about
their situation or were cynical about the expectations from education. Although it
was considered that expending effort on trying to engage them in professional
development would exhaust everyone involved, it was thought some might be

persuaded if a sympathetic approach was taken:

F1: ‘I was thinking if you could take the fear of it out and support and
enthuse . . . you might get some of the Dormants on board. But you can’t
just leave them there and criticise them for it. Because if whatever’s
happening in their institution is frightening them or they’re worried about
their skills then you need to take that fear away.’

Thirdly, the notion of a ‘Perpetual’ was not necessarily an ideal that should be
~ aspired to by everyone, for all time. Too many ‘Perpetuals’ in a department or
institution could cause friction; be detrimental to the institutional or departmental
plan; and be difficult to oversee:

T10: One wonders how many ‘Perpetuals’ you would really want. All

pulling in different directions. And if you’re working in a team towards a
common goal then what you’re doing in delivering is seeing too many
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different beliefs or avenues of development that might not be able to be
accommodated. . . . If I had all Perpetuals I’d be quite exhausted trying to
keep track of what everybody was doing and where it was going, and what
effect it was having on what we did as a team.’

Fourthly, a ‘Perpetual’s’ enthusiasm needed to be managed carefully for
everyone’s benefit. They were perceived to lead and motivate others by example

- and had the potential to prompt development:

Unattributed: ‘If ‘Perpetuals’ were encouraged to share their knowledge
with the ‘Dormants’ it could bring outside up-skilling into the department.’

However, at times their activity was detrimental to the development of others,
either blocking their participation by monopolising the development resources

(time and money) or being perceived as a threat.

Influencing factors

Suggestions for dealing with factors that influence self-directed professional
devélopment in order to facilitate participation and accomplishment gave rise to

two broad themes - communication and culture.

Communication

Teachers wanted increased opportunities for people to interact, in order to raise
enthusiasm; provide support and encouragement; to offer feedback; and to
exchange ideas and information. This was suggested at three levels: colleagues,

students and management.

Colleagues

Informal and formal improvements in collegiality were valued:

F1: “To be able to talk to colleagues in the same team and kick ideas
around - it’s very important to have that sort of time.’
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Teachers wanted increased opportunities to share things in informal settings, such
as the staff room on a day-to-day basis; or by way of peer observations; or the
setting up of interest groups. More formal improvements included the
introduction of dissemination meetings (as distinct from written feedback) of
development experiences, such as courses and conferences, in which the

advantages of participation could be shared and discussed:

T12h: ‘Encourage those who participate [in professional development to]
report back on the benefits of the training to the rest of the department.’

Arranging people into departmental or course teams was also proposed, to enable
the development of all three dispositional types to be reviewed and encouraged
within a common framework and objective, and without anyone in particular

being singled out or put on the spot.

Students

Teachers expressed a desire for more opportunities and mechanisms for students
to take part in communicating their views and needs, and to contribute to the

shaping of the teachirig and learning process:

T6: ‘Increase dialogue between teacher and students - it’s good to see
their [students’] viewpoints.’

To be useful, increased dialogue required both a specific focus, such as that
provided by the CSQ or the ‘learning styles’ questionnaire (Andrews, 1997); and
- needed to be carried out regularly, perhaps towards the beginning and end of a

module or course.

Management

Greater management involvement in and commitment to promoting self-directed
professional development was desired, primarily in relation to cultural issues.
However, in relation to communication, departmental managers and upwards
needed to improve the dissemination process relating to development

opportunities, as follows:
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T12h: ‘Access to information: - ensure each department has details of
training available and that that information explains what the training
involves and who is eligible.

Funding: - clear explanations of what funds are/ are not available.’

Culture

An institutional culture more conducive to participation in self-directed
professional development was required with improvements suggested in three key
areas:

T4a: ‘Usually time, resources and support [professional] are the key
factors’ |

Time

Within the context of the day-to-day activities of teaching, time needed to be
made available primarily, but not exclusively, to facilitate many of the
improvements in communication mentioned in the previous section. An

 appropriate time-table was crucial for this:

T1: “This issue of time is interesting. It’s not just a matter of saying
“Well there are 5 days here in the year when you can step aside and think
about development” It’s about having time to reflect in the working day. I
think I’m in a fortunate position where I work where I do have time to do
that. If I don’t have anything to teach in a morning or on a particular day I
can think about what I did yesterday or what I'm going to do in the
afternoon. And I think it does make a difference.’

Fl: ‘We have a time-tabled break in the morning and afternoons and it |
does make a difference. A lot of business is done and there’s lots of ideas
created in the tea break.’

Ultimately incorporating time for development into the working day could lead to

reflective practice being the norm:
T12g: ‘If the time factor was included within the planning of development
. this would become standard practlce within an organisation. People

would be more likely to engage in training etc. if they felt they were not
having to do it in addition to work load.’
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Resources
Resources needed to be adequate and constantly reviewed:

T12h: ‘[It’s] very important to ensure there are adequate resources when a
course starts up and that each year resources are reviewed, and when at all
possible improved.’

Quantity, quality and flexibility of resources were issues for a variety of purposes.
Increased funding was essential to allow teaching cover when development

 opportunities arose during the working day:

T1: ‘It would involve higher costs. . . motivation is not the limiting
factors. Time, therefore, costs of providing cover would have to increase.’

Facilities were required to enable colleagues to meet and interact:

T6: ‘Appropriate fora (coffee room) for discussions of apprqaches [to
teaching and learning].’

Equipment needed to be available as and when needed, not subject to advance
bookings:
T6: ‘Improvement in teaching resources in a lecture room to allow greater

flexibility - Powerpoint projector; Image - not OH - projector etc. [to be on
hand].’

Management support

Management involvement and commitment to promoting self-directed
professional development were perceived as critical to creating a culture of self-
directed professional development and to providing impetus to greater

participation by teachers. This support was required in tangible ways.

Firstly, management needed to value teachers, as individuals and collectively.
Concerning individuals, management needed to acknowledge and reward

involvement in self-directed professional development:
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T1: ‘Recognise achievement and contribution . . . get staff to report on
what they have done and the value of the experience . . . recognise
expertise by co-opting it on to committees and working parties . . .
reporting achievement in newsletters . . . favour known activists in
competition for funds for training and development’

 Concerning teachers collectively, management needed to perceive that it was
advantageous for teachers to spend time together when this interaction is focused
on self-directed professional development, and to encourage such collegiality:

T4a: ‘Management impetus [is required] to provide - time to meet
together.’

This encouragement should take the form of creating time during the daily routine
for meeting together, both formally and informally, to enable reflection,
discussion, implementation and support of self-directed professional development

to take place.

Secondly, management needed to ensure that staff development was planned and
" made relevant to an individual and their prevailing circumstances:

F1: ‘[The] annual appraisal meeting with our programme manager [is]
quite beneficial when it happens because it’s not the line manager and they
are usually very good at discussing in a non-threatening way people’s

needs. And from that interview they can often set up a plan of action and
get some development booked and time-tabled. . . it is very valuable.’

This could enable the management and provision of resources to be effective in
the longer term. It could also enable teachers’ fears associated with professional
development generally or doubts about their abilities to be eased in a supportive

and encouraging manner.

Management needed to be willing to identify the personal and professional factors
hindering participation in self-directed professional development and to address
those issues appropriately. Therefore course reviews, appraisals and one-to-one

discussions between a teacher and their departmental head relating to self-directed
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professional development needed to focus not only on the institution’s objectives

but also on the needs and aims of the individual:

T12g: ‘Professional development needs to be planned to meet the needs of
the person and the organisation . ..’

In meeting an individual’s needs management had to consider investing in the
provision of support (mentor, technical, industrial) for a particular teacher; and to
provide time and funding for planning adequate resource provision for a specific

course.

Summary and preliminary discussion of the dissemination process

The proposed classification of differences in teachers’ attitudes towards
professional development in general was acknowledged as appropriate by the
participants. However, none of the categories were viewed as being an ideal to
which a teacher should aspire in all situations, for all time. There was a sense of
paradox in that whilst participation in self-directed professional development was
a matter of personal choice, it was not solely about oneself. For the good of their
colleagues and institution, a teacher also needed to consider the impact that their
stance towards professional development was having on others and whether this
was appropriate or not. Inactivity on the part of some teachers could deny others
- important contributions which would enable them to progress. Constant activity,
multiple or inappropriate foci on the part of some teachers could inhibit others,
not only in the realm of making progress themselves but also in contributing

valuably to the progress of colleagues.

Suggestions concerning the initiation, maintenance or transformation ‘of factors
that influence self-directed professional development, in order to facilitate
participation and accomplishment, can be thought of broadly in terms of inter-
(communication) and extra- (cultural) personal dimensions. Some of the inter-
personal propositions could be implemented by teachers themselves. For

instance, teachers could originate more informal interaction with colleagues and
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students focused on developing teaching and learning and make time available to
do so. However, this would require their willingness to take more initiative and
invest more of their own time and energy into their self-directed professional
development than at present. Most teachers in this study already were doing as

much as they felt able in their circumstances.

The main point to arise from the suggestions appears to be that, in order to
motivate teachers to engage in self-directed professional development, the culture
of an institution needs to change to make it easier and more rewarding for people
to participate. To a great extent, this requires the official sanction of those who
control the decision-making processes and necessitates their will and effort being
applied to bringing about changes in these factors. The provision of time,
resources and support for self-directed professional development requires co-
~ordinating and financing, and only those in positions of authority - such as
management and, ultimétely, government - can make a substantial difference to
the extra-personal factors which could encourage and support involvement in self-

directed professional development.

Conclusion

The aim of this phase of the study was to clarify ways of encouraging
participation in, and supporting accomplishment of reflective practice aimed at
self-directed improvements in teaching and learning in post-compulsory education
settings. By identifying the factors which are most important to facilitating self-
directed professional development for particular groups of teachers, and
- considering ways in which these factors can be supported, the findings have

provided some interesting and useful insights.

From the first section of the findings the initial Q-sort showed, in broad terms,
that for these teachers predominantly inter-personal factors were most essential to

self-directed professional development aimed at improving teaching and learning.
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Feedback and dialogue with students, focused on teaching and learning, was
important to evaluating the effect of the process of teaching and to gauging
whether this was appropriate to students’ needs. Similarly focused dialogue with
colleagues was important for exchanging views and ideas on ways that teaching
and learning could be developed. Regular evaluations, by others such as team
members and management, of whole course provision (teaching, resource and
~ environmental) were uséful for raising awareness and providing an objective view
about the adequacy of teaching and learning. However, whilst these teachers
welcomed the involvement of others in identifying areas for and suggesting ways
of improvement, having the freedom ultimately to determine for themselves what
development consequently took place was equally important. So, too, was having
the time to consider their self-directed professional development during work

hours.

Factors considered least essential to facilitating self-directed professional
development aimed at improving teaching and learning were, for the most part,
viewed as less essential than others, as distinct from unessential, and formed three
categories. Institutional outsiders were considered to lack intimate knowledge and
. understanding of a teacher’s situation and work, and relationships with them were
not viewed as advantageous. Improvements in matters that were predominantly
outside a teacher’s sphere of influence, such as resources and facilities; the nature
of courses; and funding for self-directed professional development were
welcomed but, on the whole, these teachers were prepared to work within and
around the limitations these currently imposed. Factors perceived as allowing
others to take a measure of responsibility for their professional development, such
as staff development opportunities being pursued on their behalf, others
following-up on their development and teaching observations, were seen more as
a threat than an aid to these teachers’ freedom to determine their own

development.

| Overall, this first section of the findings identified major themes arising from the
factors perceived as most and least essential by a majority of the teachers in this

study. Those factors considered most essential predominantly focused on
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interaction with others and this fits well with the notion of collaboration which
was perceived to be so useful in the development process using the CSQ

identified in chapter six.

~ The second section of the findings from the progressive sort, indicated the
importance that different factors had for different teachers. Based on the rankings
of the four most essential factors, this importance was perceived as four themes -
teacher autonomy; learner autonomy; vocational professionalism; and
pragmatism.  Teachers more disposed towards engaging in self-directed
professional development for personal interest and satisfaction, and on their terms,
“ considered freedom of choice as essential. Teachers more disposed towards
encouraging their students to share more responsibility for their learning favoured
feedback from and dialogue with students. Teachers more oriented towards
ensuring students achieved standards in keeping with that expected from their
vocational discipline considered improvements in resources as essential. Teachers
seeking to focus their desire to develop professionally viewed a diagnostic

instrument as essential.

Two inferences can be drawn from this section. Firstly, a factor viewed by an
individual teacher as one of the four most essential may be linked to an issue that
is an important motivator for their engagement in self-directed professional
development. This motivator could reflect the outcome that a teacher desires from

. their participation in self-directed professional development.

Secondly, teachers who share a factor considered to be one of the four most
essential may also share the same underlying motivational disposition. This
suggests that, in addition to a general disposition towards involvement in
professional development as evidenced by ‘Perpetuals’, ‘Intermittents’ and
‘Dormants’, teachers may also be characterised by specific motivational

dispositions that require differential facilitation.
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A knowledge of teachers’ specific motivational dispositions could be useful in the
promotion of self-directed professional development in two ways. Firstly, an
awareness of an individual’s desired outcomes could help pinpoint the factor most
influential in assisting them to engage in self-directed professibnal development to
those ends. By understanding more about how a particular factor can facilitate
development, encouragement to engage in or persevere with self-directed
professional development could be given to an individual in ways that might
resonate with their goal. For instance, T4a who valued teacher autonomy, had
rarely engaged in self-directed professional development during the three years
prior to the time of the Q-sort administration as their college expected staff
development to be undertaken in a teacher’s own time. However, a change in
policy which allocated five days to staff development within a teacher’s

contracted hours, was motivating T4a to become more active in their participation.

Secondly, it is possible that the diversity of teachers’ motivational dispositions
| could be defined by a limited number of categories and facilitated by a limited
number of factors. If this were the case then, perhaps, only a limited range of
measures need be put in place in support of each factor in order to meet the needs

of the majority of teachers.

These inferences raise interesting issues for further research. There is insufficient
evidence from this study to provide little more than conjecture about the link
between motivational dispositions and factors. This is due partly to the small
number of teachers involved which has probably limited the number of
motivational dispositions which exist. It is also due to the fact that most teachers
displayed ‘Perpetual’ tendencies é.nd, therefore, the resultant characteristics may
only be relevant to this group. It would be useful if it were possible to research
 this with the involvement of a greater number of teachers covering the range of

general dispositions towards self-directed professional development.

The final section of the findings, arising from the dissemination process,

concerned teacher dispositions and ways of facilitating factors most essential to
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participation in, and accomplishment of reflective practice aimed at self-directed
improvements in teaching and learning. The proposition that teachers hold
different dispositions towards seif-directed professional development was
acknowledged as valid, with the breakdown of these categories within
departments represented in this study suggesting that most teachers are likely to
be ‘Intermittents’. Facilitating factors perceived to influence self-directed
professional development could encourage wider participation, especially from
- ‘Dormants’, but it was deemed unlikely to have much effect on the involvement
of ‘Perpetuals’. ‘Perpetuals’ were seen to be self-motivated individuals who
would undertake self-directed professional development almost regardless of their
circumstances. The main impact that any improvements might have would be on
the retention of these teachers within their institution. Overall, participants’ views
confirmed that teacher disposition is key to determining those most likely to

engage in self-directed professional development.

Facilitating involvement in self-directed professional development focused on
improving communication and culture.  Increasing interaction between
colieagues, teachers and students; and teachers and management would enable
dialogue focused on issues of development to take place and help to create a
. culture where self-directed professional development was accepted, supported and
expected. This communication would be encouraged by the provision of
appropriate resources and the availability of time during working hours.
Management recognition of teachers’ achievement and contributions would help
teachers to perceive that their actions were valued, whilst the provision of a broad
and flexible framework for engaging in self-directed professional development
would help teachers to feel that their development aspirations were supported.
These could lead teachers to recognise that self-directed professional development

is worthwhile and provide some impetus for greater involvement.

It is interesting to note that whilst none of the factors with an ‘authoritarian’
orientation were considered by the teachers in this study to be most essential to
self-directed professional development aimed at improving teaching and learning,

when it comes to facilifating those factors that are most essential, the actions of
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those with authority for making things happen (such as institutional and
departmental leaders and managers) were viewed as having a supporting and
enabling role. This role requires displaying a delicate balance between being
committed to, but not prescriptive about, self-directed professional development.
It requires showing genuine interest in and support of teachers’ self-directed
professional development, and the provision of flexible means for identifying
aims, needs and ways of engaging in development. It requires raising the profile

of self-directed professional development to above its current level.

In concluding, Phase Three of the study has raised some interesting issues
concerning the factors that facilitate self-directed professional development aimed
~at improving teaching and learning. A small number of mostly interpersonal
factors, which were commonly perceived to be most essential in facilitating
involvement, may be those most likely to encourage participation and enable
accomplishment. However, a number of other, wider ranging factors, which may
relate to teachers’ motivational dispositions, could ultimately determine the
participation of some individual teachers. The development of a culture in which
self-directed professional development is encouraged and supported. could be
assisted through greater dialogue between all of those engaged in teaching and

learning, and by specific actions by those in authority.

Thése conclusions are somewhat tentative. This is due to the dispositions towards
self-directed professional development displayed by the teachers in this study. All
- of the participants desired to consider improving aspects of teaching and learning
and the majority of these can be classed as ‘Perpetuals’. Consequently, the mix of
teacher dispositions perceived to be present in the institutional departments
represented in this study is not reflected by these participants. Therefore, the
findings may not resonate with those issues that most ‘Intermittents’ and
‘Dormants’ would consider important to their involvement in self-directed
professional development. Thus, the results are likely to be more pertinent to
those in the wider téaching population with ‘Perpetual’ tendencies than to those

with ‘Intermittent’ and ‘Dormant’ tendencies.
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This phase of the study concluded the investigation. The ﬁnal“ chapter brings
together the various aspects of the study to highlight ways of encouraging
participation in, and enabling accomplishment of reflective practice aimed at self-
- directed improvements .in teaching and learning in post-compulsory education

settings.
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CHAPTER EIGHT

CONCLUDING DISCUSSIONS

Facilitating improvements in teaching and learning

Interpersonal communication - comprising language, social interaction and affect
- was shown in chapter one to be an important component in effective teaching
~and learning. It is perceived that learning can be promoted by engaging learners
in dialogue and allowing them to share responsibility with others for developing
their understanding (e.g. Vygotsky, 1962, 1978; Bruner, 1966; Salmon and Claire,
1984); and by attending to their emotional needs through a supportive teacher-
learner relationship (e.g. Wubbels et al., 1993; Greenhalgh, 1994; Diero, 1996;
Harkin, 1998).

The limited amount of research carried out in post-compulsory education settings
suggests that more communicative interaction, as outlined above, is required in
teaching and leaming (e.g. Ruddock, 1991; Dearing, 1996, 1997; Harkin and
Turner, 1997; Yorke, 1999) To this end there is a need to develop teachers to
enable them to engage students more fully in the process of learning. Over the
years, reflective practice has been proposed as a means of accomplishing
 professional development (e.g. Dewey, 1933; Schon, 1983, 1987; Carr and
Kemmis, 1986) and, in recent models of good practice for teachers in FE and HE,
there is a stated expectation that teachers will carry out, adapt and develop
teaching and learning within this reflective framework (FENTO, 1999; ILT,
2000).

However, the implémentation of reflective practice can encounter practical
difficulties. Lack of time during the working day can make it hard for teachers to
step back and consider what is going on and why some things are happening (van

Lier, 1996). Lack of appropriate form and purpose (or content) can lead simply to
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the reaffirmation of existing beliefs and practices rather than encouraging
exploration and alternative thinking (Ecclestone, 1996). Consequently, ways of
facilitating reflective practice, in order to enable and encourage teachers to

critically enquife and appropriately develop, are needed.

This study investigated how improvements in teaching and learning may be
facilitated. This involved the investigation of teachers’ experiences as they
engaged in reflective practice without the application of any particular model to
assist the activity, and an enquiry into other instances of self-directed professional
development which the participants have previously undertaken.  These
experiences were examined to determine the manner in which self-directed
improvements in teaching and learning may be achieved and influenced, and to
consider the factors that facilitate teachers’ participation in, and accomplishment
of, this activity. As a result, three aspects have been informed. Firstly, the
" manner in which reflective practice may be accomplished has been identified.
Secondly, ways in which participation in this activity is influenced and facilitated
have been highlighted. Thirdly, the current state of self-directed professional

development in post-compulsory education settings has been illuminated.

These findings suggest the following:

e the notion of reflective practice is likely to be considered favourably by a

large proportion of teachers;

e participation in reflective practice may be facilitated primarily by

collaboration; time; teacher autonomy; institutional culture change;

® accomplishing reflective practice may involve a flexible stage process.

Consequently, conclusions can be drawn about how best to encourage teachers’
participation in, and enable their accomplishment of, reflective practice aimed at
self-directed improvements in teaching and learning in post-compulsory education

settings.
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The potential for reflective practice

Information collected throughout this study not only identifies sdme of the
processes of and influences on self-directed professional development in post-
compulsory education settings, but also illuminates other aspects relating to
involvement in this activity. These aspects cover the level and breadth of
participation; the circumstances in which participation is undertaken; and
teachers’ dispositions towards participation. Overall, the evidence suggests that a
large proportion of teachers in post-compulsory education may be engaged, to a
greater or lesser extent, in self-directed professional development. This activity
can cover a wide variety of development initiatives and has been observed to be
carried out under mainly difficult circumstances. The implications are that it may
be unnecessary to convince most teachers about the concept or benefits of
reflective practice, since many are perceived to be already favourably disposed
towards the notion of self-directed professional development, as the following

recounts.

Level and breadth of activity

An indication of the possible extent of participation is found in Phase Three
~ (chapter seven). The subjective estimates reported by the participants suggest that
a majority of teachers in post-compulsory education engage in self-directed
professional development at some time or other. Within the departments surveyed
in chapter seven, over half of the teachers were perceived to occasionally
participate whilst a little under one-third were estimated to be frequently involved.
A minority of teachers appeared rarely or never to engage in self-directed
professional development. Whilst the figures are based on the subjective views of
a small sample, the findings intimate that a large proportion of teachers probably
engage in self-directed professional development on at least an occasional basis.
Although it is by no means certain that all of this participation is directed at
improving teaching and learning, or that it involves critical reflection, many of the

activities could be so directed, as the next paragraph outlines.
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Phase Two (chapter six) shows that when teachers participate in self-directed
professional development, the range can be wide. Examples of participation show
that teachers may seek to update themselves through higher degrees, reading
journals, attending conferences and undertaking research; they may inform
themselves of concepts that will affect teaching and learning, such as learning
styles, personality theories, and communication styles; they may draw ideas from
work in areas other than education, such as communication with the elderly; they
may initiate new courses to stretch their own and their students learning; they may
consider new or alternative teaching strategies such as the use of music; they may
update their skills, such as IT competencies; they may revise their subject and
curriculum knowledge; they may network with colleagues, ex-colleagues and
peers to exchange ideas and suggestions. These findings show that teachers who
wish to participate in self-directed professional development can use a variety of
opportunities, both formal and informal, from which to draw ideas, skills and

knowledge in order to develop teaching and learning.

Prevailing circumstances

Both Phases Two and Three (chapters six and seven) of this research indicate that,
for some teachers at least, self-directed professional development occurs under

less than ideal or uniform circumstances with regard to opportunity and support.

Opportunity is related to time. Most self-directed professional development
- undertaken by teachers in this study occurred in a teacher’s own time - the use of
evenings, weekends, days off and holidays was the norm for this activity.
Teachers found it difficult to find time during the course of the working day to
reflect on their practice and pursue their interests in developing teaching and
learning. This difficulty arose from the sense of being overwhelmed by everyday
activities to which they must attend, such as the number of student-contact hours;
preparation; administration; meetings; and, in universities, research. Whilst the
provision of time for professional development in the form of contractual
employee development days was becoming more common within the institutions

studied, even where this existed, the execution of this principle within an
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institution could be patchy. Staff were sometimes differentially treated, with part-
time teachers in particular being either overlooked in its application or expected to
participate in these opportunities on days which were not officially part of their

* contract.

Support, particularly in the form of other people and structures, was seen to vary
between and within institutions. Institutional leadership rarely appeared to overtly
encourage participation. Line management support was inconsistent. An active
staff development department offering advice and training, arranging courses, and
bringing development opportunities to teachers’ attention was not available or
effective at every institution. Appraisals and observations often focused on
complying with issues of accountability and central control, instead of
encouraging professional development. Resources and syllabuses sometimes
restricted the implementation of ideas. Student involvement in developing
teaching and learning was sporadic or ineffective, thus depriving many teachers of
- useful information. A culture of collegiality in which teachers routinely share,
discuss and encourage each other in matters of teaching and learning was not
unicommon but neither was it something which all teachers, even within the same

institution in this study, experienced.

Teacher dispositions

The extent to which teachers engage in self-directed professional development in
the current circumstances may be related to their disposition towards development
at any given time (chapter six). This study suggests that where a teacher is open
to receiving constructive criticism on their practice then the possibility for
development arises. Participation in self-directed professional development
seems likely when this openness is combined with a degree of commitment to one
or more of the following: being an effective teacher; identifying areas for
development; seeking to implement development; trying something new, and
using their own time. It is probable that teachers who are committed to all six
concepts over a period of time are likely to be very active in their self-directed

professional development and, consequently, can be termed ‘Perpetuals’.
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‘Intermittents’, who may be involved in less self-directed professional
development activity than ‘Perpetuals’, may have less sustained commitment to
the concepts, whilst ‘Dormants’ who rarely or never engage in such activities,
possibly have little or no commitment to many or any of the concepts. However,
these dispositions, if accurate, do not appear to be fixed. Changes were perceived
to occur, often in response to changes in circumstances, which suggests an
interplay between a teacher’s desire for professional development and factors that

influence participation.

This evidence suggests that many teachers in post-compulsory education settings
may perceive reflective practice as a valid option for self-directed professional
development. However, encouraging their participation in, and enabling their
accomplishment of, this activity under the prevailing working conditions observed
in this study will continue to be the uphill struggle noted by commentators such as
van Lier (1996) and Ecclestone (1996) in chapter one. Hargreaves and Fullan
(1992) state that the process and success of teacher development depends on the
environment in which it takes place. Currently, a teacher’s environment would
appear to contribute little to the process and success of professional development;
instead it tends to stifle and deter involvement. Consequently, as Joyce and
Showers (1995) note, much of teachers’ participation and accomplishment seems
attributable to their dispositions towards professional development. If reflective

practice is to be facilitated then changes to the environment need to take place.

Key factors in facilitating reflective practice

Currently, participation in self-directed professional development occurs despite
the circumstances in which some teachers find themselves. Opportunities often
have to be created by the teacher themselves whilst support for their endeavours is
patchy. However, changes in these circumstances could lead to changes in the
extent to which a teacher is willing to engage in self-directed professional
development. Consequently, if teachers are to be encouraged to engage regularly

in reflective practice, their circumstances need to be conducive to this. The
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evidence from chapters six and seven of this study indicates that collaboration,
time and teacher autonomy are key factors in facilitating participation in general,
although any one of a number of other factors, such as diagnostic tools, may be
significant to the involvement of specific individuals. However, in turn, these
need to be facilitated by a cultural change led by the institutional authorities

(chapter seven).

Collaboration, time and teacher autonomy

Ways of facilitating participation emerged during Phases Two and Three (chapters
six and seven). Collaboration was consistently viewed as an important factor.
This is something much wider than collegiality. At a minimum it involves not
“only interaction with colleagues but also with students. It will also involve
managers if they are con;unitted to development for development’s sake and not as
part of an accountability agenda. On occasions it also includes those outside the
immediate institutional context with an interest in improving teaching and

learning, such as researchers and networks of peers.

Collaboration

Collaboration facilitates development in three ways. Firstly, it allows teachers to
take a more integrated approach to development and, thus, by sharing their
enquiry, to avoid the unwelcome experience of having to consider and implement
self-directed professional development within a vacuum or without reference
points. It does this by enabling teachers to obtain objective feedback on their

process of teaching and learning in order to undertake an informed evaluation. It
| provides teachers with an opportunity to exchange and consider alternative
perspectives and theories, encouraging an examination of their understanding. It
creates the chance to generate and test alternatives and new ideas, providing
options for extending their practice. It maintains the development process within
the context in which it is to take place, ensuring appropriate choices to be made

and actions to be taken.
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Secondly, collaboration sustains the process of self-directed professional
development. It introduces critical dialogue which provokes teachers to think
beyond their immediate reflective reactions by challenging them to examine their
assumptions, and the possible consequences of and alternatives to their intentioxis;
to consider decisions that have to be made and to take appropriate actions. It
provides an element of public commitment and accountability to the activity,
creating a motivation to complete the process. It monitors the situation and, in so

doing, offers help, encouragement and reassurance that impels progress.

- Thirdly, collaboration stimulates initial involvement in self-directed professional
development. When teachers discuss with each other ideas for improving
teaching and learning or the benefits of development activities in which they are
involved, colleagues can be inspired to consider and develop their own practice in
response. The existence of an environment in which professional development is
perceived as normal, beneficial and supported helps to remove fear and any sense
of isolation surrounding participation. Consequently, self-directed professional
development is perceived as something that is satisfying and safe, an activity

worthwhile engaging in.

Time

——

A second key factor to facilitating development is time, of which there are three
- facets - occasion, availability and duration (chapter six). Attending to these facets
is important to the development process being appropriate, getting started and
progressing to completibn. The appropriateness of development benefits from the
selection of an occasion suitable for both considering and implementing
development. This occasion needs to coincide with a period of stability and
anticipated continuity in teacher-student relationships. This enables a teacher to
more ably focus their intentions and energy on the development objectives and
process. Thus the timing of any proposed review and development should avoid,
where practical, periods of transition (e.g. changes in curriculum or personal
situations); circumstances which are out of the ordinary (e.g. inspections) and the

final stages of teacher-student relationships (e.g. end of academic year).
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Engaging in the process of self-directed professional development often means
 teachers struggling to accomplish it in their own time. Yet the process could be
made easier, both in teﬁns of finding the time to get it started (availability) and
having the time to see it through (duration), by the provision of time during the
working day to pursue development. This would facilitate the process in five
ways. One, teachers would have the opportunity to contemplate development
within the immediate culture and context in which teaching and learning is taking
place, allowing the benefits of collaboration (mentioned earlier in this section) to
be experienced. Two, it would enable development to become both a regular
activity within a teacher’s routine and an ongoing process. Three, it would
provide the long-term perspective needed for mastering new behaviours and
accommodating any unforeseen incidents. Four, it would enable reviews of
teaching and learning to be more comprehensive, ensuring appropriate
development takes place. Five, it could lead to increased involvement in self-
~directed professional deyelopment, possibly encouraging participation by those

infrequently disposed towards such activity.

Teacher autonomy

The third key factor to facilitating self-directed professional development is
teacher autonomy (chapter seven). This is concerned with teachers’ freedom of
choice. On the face of it this seems a nonsense - surely, unless a teacher chooses
to participate it cannot be termed ‘self-directed’. However this factor is not
concerned with actual participation. Teachers acknowledge that the notion of
charting their own improvement over the years should be the norm and that being
a professional carries with it an expectation of development. Therefore, the
necessity to engage in professional development is not an issue and where
mandatory participation in professional development exists within institutions it

appears to have teachers’ support.

Instead, the issue concerning teacher autonomy relates to the objectives of
participation in professional development. This study shows that involvement in

professional development is motivated and facilitated by the opportunity teachers
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have to direct their focus of developtﬁent towards areas of their own vchoosing.
This element of choice over the areas they wish to develop enables teachers to
retain a measure of autonomy over, and personal responsibility for, development;
to fulfil their sense of purpose; and to satisfy their curiosity and creativity. It is
the existence of this freedom that ensures mandatory participation in development
receives support. Take this freedom or autonomy away and the motivation to

- engage successfully in professional development could decrease.

These three factors of collaboration, ﬁme and autonomy each contribute
something specific to facilitating self-directed professional development. The
effect of collaboration is to encourage and support teachers as they undertake the
development activities. Time provides teachers with the opportunity to engage in
development with a greater degree of satisfaction and likelihood of success.
Autonomy allows teachers to choose directions for their development which hold
personal value and meaning. Consequently, as far as fostering reflective practice
is concerned, the existence of all three components is likely to be sufficient to

create a climate conducive to most teachers.

" However, different teachers may have different motivations for engaging in self-
directed professional development and there is a suggestion that not all
motivations may be covered by these three factors (chapter seven). Therefore, to
facilitate the involvement of some teachers, the presence of other specific factors,
such as increased resources or diagnostic tools, may be required. This suggestion
is somewhat conjectural at this point as it is based on the evidence of a very small
number of teachers. Thus, it is proposed only as an issue that may be worth

bearing in mind and, certainly, as one that requires further investigation.

Cultural change

The three main facilitating factors point to the need for a cultural change within
institutions if participation in reflective practice is to be encouraged. The findings
indicate that this change must be facilitated by institutional authorities valuing and

empowering self-directed professional development (chapter seven).
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Valuing self-directed professional development motivates participation, because
the activity is perceived as something important and worthwhile. Institutions can
express value through commitment to the professional development of their staff
by actively and overtly encouraging, recognising and rewarding participation;
appreciating the importance of collaboration; acknowledging the time constraints;

endorsing the autonomy of the individual; and treating all staff in the same way.

Empowering self-directed professional development enables participation,
because the activity becomes more readily accessible than before.  This
empowerment requires institutions to create a physical space in which teachers
_can formally and informally gather to collaborate; build development time into
teachers’ contracts; offer a structured but flexible mechanism for identifying the

aims, appraise the needs and support the progress of teachers’ development.

If institutions were to value and empower self-directed professional development
in these ways, it is more likely to become an integrated and normal part of the
organisation’s culture. Participation in reflective practice, as a form of self-
directed professional development, could become a more attractive, feasible and

natural option.

Encouraging collaboration; providing time during the working day; ensuring
personal autonomy; and creating an organisational culture conducive to
- professional development are all factors which the literature identifies as being
crucial to encouraging participation in, and enabling accomplishment of self-
directed professional development. Hargreaves (1992), along with Apple and
Jungck (1992) argue that environmental impositions on teachers, (such as
restrictive timetables, administrative demands, and accountability systems),
should be eased to allow the notion of self-directed professional development to
emerge and permeate the culture. Fullan (1991) cites several studies showing the
importance of autonomy, and in both Jackson’s (1985) and Cunningham’s (1994)
theories it is a central concept, allowing individuals to maintain their motivation

by ensuring that development could not only work for them but also has some
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interest, value and meaning for them. The need for the provision of time to enable
reflection, enquiry, planning; implementation and consolidation is attested to by
van Lier (1994), Beaty (1996), Joyce and Showers (1995) and Loucks-Horsley et
al. (1998) to name but a few. Whilst, finally, collaboration is a key aspect of the
action research model reviewed in chapter one (e.g. Kemmis and McTaggart,
1988; Elliott, 1991; McNiff, 1993) and is mentioned in some form or other in five
out of the six theories of development reviewed in chapter five (McKinney et al.,
1999; Prochaska and Di Clemente, 1982; Argyris and Schon, 1974;
Cunningham,1994; Ajzen, 1991), as well as by commentators highlighting
important factors in the development process (e.g. Hargreaves, 1992). All
perceive it important in enabling teachers to support, learn from and work with

others so that individual and institutional improvement are fostered.

Factors not found to be primary facilitators of reflective practice

These findings are also of interest with regard to the factors that were not found to
be pre-eminent in facilitating reflective practice. Neither context, nor gender or

the CSQ were identified as primary influences.

Firstly, early on in the analysis it became apparent that the major factors
mentioned by teachers as facilitating and hindering their attempts to develop
teaching and learning were common to all three contexts - school 6" form, FE
college and university. These consistencies suggested that further, in-depth
comparative analysis on teachers’ experiences and perceptions across the different
settings, as mentioned in chapter two (p.37), was unlikely to yield any additional
and substantially useful information and the matter was not pursued. Instead, in
light of the considerable evidence supporting the commonalities, it was concluded
that none of the settings in which the participants worked appeared to facilitate
reflective practice more than any other. Therefore, although it must be considered
that the shortfall in the diversity of case studies (p.37) may account for the lack of
evidence in favour of a particular setting, it is suggested that context is not a key

factor in facilitating reflective practice.
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Secondly, although the research did not set out to bring about a gender perspective
(p-38), a point concerning gender is worth noting here. There was no indication
either when interviewing the teachers or when subsequently analysing the data
that there were any differences in the way male and female teachers carried out
reflective practice and any subsequent development. This may seem surprising
when one considers that differences exist between male and female approaches to
teaching, such as found in the analysis of communication styles (pp. 62-3). Such
~ an observation may be due to fact that participants were volunteers and, therefore,
only those with a reflective disposition were drawn to the study. However, the

evidence of this research does not point to gender being a facilitating factor.

Thirdly, whilst the research is not concerned with an evaluation of the CSQ
(p-xiv), aspects of the data illuminate the role that this and other such instruments
can have in reflective practice. In this study the CSQ was used as a
methodological tool for prompting reflective practice (pp.45, 69). Teachers used
the Questionnaire to identify their communication style and to consider whether
they wished to develop any aspect thereof. In the views of all participants who
were interviewed during Phase Three (chapter seven) the CSQ was perceived, at
the very least, as uéeful; it definitely was not considered to be one of the least
essential factors. Throughout the study participants had referred to the CSQ as an
instrument that enabled them to evaluate their contribution to teaching and
learning; helped them to identify issues worthy of development consideration; and
provided a focus for joint discussions with their students about ways to improve
teaching and learning. Yet, in the main, diagnostic tools such as the CSQ were
perceived by the participants as secondary in importance to conversing directly
with students about matters of teaching and learning. The tools were seen most
usefully as catalysts for thinking about and stimulating discussion on classroom
interaction and were particularly beneficial when time was at a premium and
issues worthy of discussion needed to be highlighted quickly. Consequently, the
findings of this study suggest that these types of instruments should be seen as a
helpful precursor to the more important factor of direct, discursive engagement

with students themselves.
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However, it must be borne in mind that the participants on whom these findings
are based were favourably disposed towards reflective practice, exhibited good
communication styles and were keen to engage their students in face-to-face
discussions about teaching and learning. For other teachers who may be less able
or willing to interact with students in this manner, it can be surmised that a
diagnostic tool may offer a more preferable means for beginning to engage in
reflective practice. Such tools could provide a less daunting way of uncovering
issues for potential development and extend a bridge between identifying
students’ perceptions and entering into more illuminating discussions with them.
Therefore, whilst diagnostic tools should not be viewed as a panacea for reflective
pmctiée, there is room to believe that they may be more important than this

research concludes.

Overall, in concluding this section, the main findings from this study concerning
the place of collaboration, time, teacher autonomy and institutional culture are not
new. They confirm and add weight to what is already known about what is
required for facilitating the development process. However, what this study '
makes clear is that this knowledge can now be applied to encouraging
participation in, énd accomplishment of, reflective practice aimed at improving

teaching and learning in post-compulsory education settings.

The process of reflective practice

The manner in which self-directed improvements in teaching and learning were
accomplished through reflective practice in this study was identified as a flexible,
four stage process, facilitated by collaboration and dependent on time (chapter
six). The various characteristics can be accommodated by revising the existing
action research model (Figure 8.1). By adopting this revision reflective practice
could be provided with a framework and guidelines that facilitate the process
whilst overcoming some of the concerns held about the original action research

model.
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This flexible four stage cycle, which could form the basis of critical reflection and
appropriate development, comprises observation, reflection, planning and action.
The keys to completing the cycle are seven activities, which direct attention to the
important elements of the process, and four decision points which encourage

movement through the stages to culminate in development.

In the observation stage, describing the teaching and learning situation and then
focusing on particular aspects enables accurate information to be collected and
awareness to be raised. Considering the meaning of this data encourages

reflection and, hence, movement to stage two.

Figure 8.1 The revised action research model

Describe

Focus

Explain

Evaluate

Explore

What? How ? Who?

When? Where?
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In the reflection stagé, explaining, evaluating and exploring the observétions and
potential for improvement encourages critical analysis of the process of teaching
and learning. Determining an appropriate response can result in no further
activity or a need for further observation, but it also has the potential to prompt

movement to stage three.

In the planning stage, preparation of appropriate action based on the reflections
ensures that all that is required for improving teaching and learning is arranged or
in vhand. When the time for anticipated implementation arrives, ensuring the plan
is still suitable will prompt execution; otherwise it will lead to abandonment,

delay or a return to one of the earlier stages.

In the action stage, implementing the plan initiates development of an aspect of
teaching and learning. Enquiry about the effects of the action prompts a return to

the observation stage where the process begins again.

This adaptation of the action research cycle retains the steps necessary for
~ bringing together experience and theories, critical analysis and action. Including
decision points overtly encourages movement to the next or a previous stage or,
alternatively, bﬁngs it to a halt, but in a properly considered manner. It gives
impetus to the process by inhibiting a teacher from engaging predominantly with
one stage over the others which could limit their progress through the cycle.
Building in flexibility accords with teachers’ actual use of the model (see Figure
6.2 in chapter six) and allows a teacher to return to previous stages to ensure that
an appropriate focus for improvements is selected and that plans are guided by a
properly informed decision. This offers a teacher the opportunity to follow-up
novel situations and previously unknown aspects, and invites creativity. It makes
development a vibrant and active process rather than a mechanistic one, which
allows a teacher to begin the process of development at any stage in the cycle,

depending on their circumstances, intentions and aspirations.
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These activities and decisions can be engaged in by individual teachers alone.
However, these may best -be accomplished in a collaborative context. The
benefits of collaboration have been explained in the previous section but can be
further facilitated by a specific consideration. When a number of people in
different roles are involved as co-participants, it seems that a range of different
contributions are made to the development process. These contributions impact in
unique ways which help particularly to sustain and integrate t_ﬁe process.
Therefore, when teachers choose to involve others in their development
experience co-participants are required who, between them, will provide first-
hand feedback; critique and challenge perspectives, assumptions and intentions;
generate and evaluate ideas; elicit accountability; invite and monitor progress; and
~ offer enéouragement and support; By participating in the various activities within
the cycle and prompting decisions, these contributions ensure observations are
made; reflection is critical; planning is feasible, action is taken and reviewed, with

the result that the process is completed.

The selection of co-participants will be the decision of the individual teacher.
Colleagues are an obvious choice but the most beneficial contribution will almost
certainly come from learners themselves. A relevant reference point is necessary
for critical reflection to be meaningful and students are best placed to describe and
discuss the impact of the teaching they receive and the type of classroom
interaction that is likely to assist their motivation, interest and learning. Students’
views can provide a reality check that no-one else can offer and this is crucial
- when one considers that the CSQ findings (chapters three and four) show that
students’ perceptions of classroom interaction frequently differ from those of their
teacher. Consequently, the sense of perspective a teacher can gain from involving

students as co-participants is likely to enhance the reflective process.

Development is accomplished via the flexible four stage process and facilitated by
collaboration but, to an extent, it is dependent on time. Firstly, the right occasion
needs to be selected. If a teacher wishes a particular group of students to benefit
from their reflective experience then the process needs to begin at an earlier,

rather than later, stage of their course. If the process is to be manageable, then it
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- is probably better to avoid engaging in it when changes in other circumstances are

being encountered or anticipated in the near future.

Secondly, development is rarely a quick fix process. Making observations,
reflecting on them, planning alternatives and interventions are time consuming
activities. Furthermore, when action has been taken, a period of time is often
required before a new development is mastered and integrated into a teacher’s
repertoire of practice. Thus, a teacher needs to be ready to persevere and be

prepared for the long haul.

Thirdly, a teacher has to consider the amount of time they have or can make
available for the development experience. This may mean utilising official
development days or training programmes or being creative about how time set
~ aside for other things can be linked to, and used for, the purpose of improving
- teaching and learning. Being realistic about the time available can help ensure the

process is kept manageable; is not too ambitious and has a chance to be

completed.

The findings indicate that, in retaining the key features of the original action
research model - participative collaboration and the four stage cycle - the
proposed revision confirms that the fundamentals of the action research approach
to reflective practice, explained in chapter one, are appropriate (e.g. Hopkins,
1985; Carr and Kemmis, 1986; Elliott, 1991; McNiff, 1993). However, the
revision explicates the process which could overcome some of the criticisms

levelled at the original and make it more accessible.

- The specification and description of the activities and the inclusion of decision
points illuminate the process and skills necessary and could make it Jess daunting
(Kember and Gow, 1992). The former provide guidelines (only loosely explained
elsewhere e.g. Kemmis, 1988; Elliott, 1991) which could be followed in order to
accomplish each stage, whilst the latter (which reflect Jackson’s theory, 1985),
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indicate the type of conclusion to be drawn from each stage which could ensure a
firm foundation for moving on. The flexible approach to stage implementation,
which reflects Prochaska et al. (1992) should avoid the process becoming rigid
(Elliott, 1991) and mechanistic (McNiff, 1988). Consideration of appropriate co-
participants may help avoid some of the tensions perceived in collaborative
expériences (e.g. Elliott, 1991; Lumby, 1999b; Gorodetsky et al., 1997).
Consideration of the time implications could make the process realistic and ensure

it does not detract from the teacher’s primary role of teaching (Hopkins, 1985).

Overall, the revised action research model offers teachers a way of structuring
their approach to reflective practice and accomplishing improvements in teaching

and legnﬁng.

Limitations of this research

As has been stated in various parts of this thesis, there are limitations to this study.

For example:

® A small number of case studies from only six institutions informed the
research. Consequently, the extent to which the findings can be generalised

to the wider community of post-compulsory education is limited.

e Most of the teachers involved in this study were very positive about
professional development. They, and their views, may not be typical of
teachers, in general, in post-compulsory education. Therefore, the findings
may only be relevant to those who are favourably disposed towards self-
directed professional development and may not be representative of those

who are less motivated to participate in this activity.

® The figures used to determine the proportion of teachers who frequently
engage (‘Perpetuals®), occasionally engage (‘Intermittents’) or rarely/ never
'engage (‘Dormants’) in self-directed professional development, within the
institutional departments represented by the teachers in this study, were based

on participants’ estimates. This type of data provides a low level of accuracy.
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Firstly, there is little guarantee that the teachers héve allocated their
- colleagues accurately to each of the taxonomic groupings. For instance,
someone who appears never to engage in self-directed professional
development may occasionally participate, but in a way that is unobserved by
others. Secondly, there may be little consistency between the teachers’
perceptions of the criteria for each group. Consequently, one teacher’s
conception of a ‘Perpetual’ may equate to another teacher’s view of an
‘Intermittent’, and so on. Therefore, drawing inferences about the extent of
involvement in self-directed professional development from this information

.must be done with caution.

® Bias could have been introduced into the study by the researcher’s and
teachers’ prior knowledge. The evidence that development is a stage process
which can be likened to a revised version of the action research model may be
a product of the teachers’, and researcher’s, earlier contact with the
Experiential Learning Cycle (Kolb, 1993). The principles of Kolb’s model
are similar to those of the action research cycle and, if these were being
followed by the participants during the study, consciously or otherwise, could
account for the findings. Consequently, a completely different and better
model for accomplishing self-directed professional development may exist.
Therefore, the revised action research model should be considered as one
possible useful aid to reflective practice rather than as a definitive framework,

at least until further research is carried out.

These limitations could have been addressed in the design of the study had there
- been more time, greater resources, and more flexibility in the selection of the
participants. However, within the limitations of the project resources and the
developmental process, it was considered preferable to study relatively few cases
in depth, rather than more cases superficially. This was necessary to uncover the
process of self-directed professional development, and the identity and interplay

between the intra-, inter-, and extra-personal factors involved in this activity.
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Conclusion

What can be concluded about how best to encourage participation in, and enable
accomplishment of, reflective practice aimed at self-directed improvements in
- teaching and learning in post-compulsory education settings? Certain inferences
can be drawn but a degree of caution must be maintained in view of the
limitations outlined above. However, these provisos aside, a number of

recommendations emerge from this study which may aid the process:

1 Reflective practice should be seen in the context of self-directed professional
development. A majority of teachers are perceived to be favourably disposed
towards self-directed professional development and to participate at least on
an occasional basis. Proponents of reflective practice should tap into this

interest by:

a) encouraging teachers to channel some of their development activity in the

direction of reflective practice;

b) recommending that teachers adopt the revised action research model as a

way of providing guidelines for managing reflective practice.

2 Issues at the level of national policy need to be addressed if some of the

factors that hinder self-directed professional development are to be eradicated.

a) Bigger budgets are required for self-directed professional development to
enable teachers to participate in reflective practice and implement ideas

arising from it. This funding is necessary to:

i) increase teaching resources - facilities, equipment, materials, technical

support - required to improve teaching and learning;

i) finance teachers’ participation in reflective and developmental

activities (e.g. courses and conferences);
iii) provide teaching cover.

b) Syllabuses should be more flexible to facilitate the choice of a focus for,
and appropriate actions from, reflections on the process of teaching and

learning. They need to allow:
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i) time for teachers and students to discuss and decide how teaching and

learning is to take place; and to monitor and review the actions as a

course progresses;

ii) an element of teacher and learner autonomy over the content and

assessment;

iii) an element of experimentation.

- 3 Institutions need to become organisations committed to valuing and
supporting the development of staff as well as students. This could motivate

and empower involvement in reflective practice within the context of self-

directed professional development. Six issues relating to institutional policy

and practice need to be addressed.

a)

b)

Opportunities to engage in self-directed professional development should

be overseen so that:
1) all staff are treated equally;

ii) recognition and rewards are given to staff for achievements and
contributions made through participation in self-directed professional

development.
Lines of communication need to be improved and increased so that:

i) clear and co-ordinated channels exist for disseminating details of

available development opportunities and funding;

ii) more dialogue occurs between management at all levels and teachers
on the need to improve teaching and learning and ways of facilitating

improvements.

Self-directed professional development must be overtly and actively

promoted and supported by:
i) those with staff development responsibilities;
ii) line management;

iii) institutional leadership.
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d) Time should be made available during the working day to facilitate
reflection and the development of teaching and learnihg. This should be
created through:

i) timetabled morning and afternoon breaks, in addition to lunch, to
provide increased informal opportunities for stepping aside from the
structured routine and daily demands to reflect on the possibility of
improving teaching and learning;

ii) the provision in teachers’ contracts for compulsory self-directed
professional development time, during which reflective practice can

take place where desired.

é) Teachers’ autonomy should be preserved by allowing them freedom to

choose the aims and focus of their participation in self-directed

professional development.

f) The objectives of the institution should be considered constructively
alongside teachers’ desires for autonomy. Tensions which arise between
an institution’s need for quality assurance and a teacher’s desire to control
their own development can be alleviated by a staff development structure
which, rather than functioning as a system of accountability is, instead,
focused on encouraging teachers to reflect on and further their

developmental interests. This requires:

i) course reviews, encompassing constructive but critical feedback from
the teacher, their students and colleagues, as tools for inviting a

teacher’s reflections for improvement;

i) annual appraisals that are tools for assisting teachers to reflect on the
process of teaching and learning; to identify their developmental aims

and needs; and to plan ways of accomplishing them;

iii) observations as tools for building on a teacher’s developmental aims

and needs, and contributing towards their developmental plans.

4 Collegiality should be encouraged in order to enable conversations and

discussions about teaching and learning; to foster the exchange of views and
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ideas; and to promote and sustain critical reflection and purposeful

collaboration aimed at improving the process of teaching and learning.

Collegiality requires:

a) staff common rooms to enable staff to meet together both forinally and
informally;

b) timetabled morning and afternoon breaks, in addition to a lunchtime break,
to provide opportunities for staff to meet together regularly; |

c) formal departmental meetings to share, discuss and encourage
participation in experiences aimed at self-directed improvements in

teaching and learning.

5 Student involvement in the development of teaching and learning should be
the norm. Seeking improvements in teaching and learning should be
approached as a collaborative process between a teacher and their learners.
This will provide first-hand feedback and encourage an exchange of views and
ideas which can stimulate and inform the reflective process. Students’
contributions should be ongoing throughout a course so that both immediate,
as well as more long-term, issues can be addressed. A number of ways should
be employed:

a) formal and informal conversations (e.g. tutorials; open-ended discussions;
question-and-answer feedback sessions at end of class) with the teacher

focused on the process of teaching and learning;

b) evaluation tools which assess the quality of the course, the teaching and

the resources;

c¢) diagnostic tools which identify characteristics of learners and their teacher

(e.g. questionnaires on learning styles; CSQ).

These recommendations may facilitate reflective practice and lead to the
development of teaching and learning as a natural and integral part of a teacher’s

experience and expectations. As a result, institutions might truly become learning
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organisations with all individuals interested in the process of teaching and

- learning coming together to seek and support improvement and development.

These statements are made on the basis of investigations carried out in this study
in relation to illuminating how reflective practice, aimed at improving teaching
and learning, may be facilitated. The extent of teachers’ involvement and
willingness to engage in self-directed professional development has been
illuminated. Numerous influences on participation and accomplishment have
been highlighted and their effects noted, with the result that four key factors
conducive to participation and accomplishment have been distinguished -
collaboration, time, teacher autonomy and institutional culture. A method similar
to that of the action research model has been identified for structuring
participation in, and accomplishment of, reflective practice. On the basis of the
foregoing, suggestions for encouraging participation in, and enabling
accomplishment of, reflective practice aimed at improving teaching and learning
in post-compulsory education settings have been made, together with avenues for
further research.
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APPENDIX 1

RESEARCH METHODOLOGY - THE CASE STUDIES

The Case Studies - Appendix 1.1
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APPENDIX 1.1

The twelve case studies: no. teachers involved; institution (college, school or
university); start date of involvement; whether teacher trained; no. years of
teaching experience; course type (and subjects) taught; age group, gender; no.

student groups participating.

T = teacher; F = facilitator.

Case Study One
T1:

‘P’ University; March 1998; trained in 1991; 8 years experience; undergraduate degree
(Accounting); 40-44 years old; male; 4 student groups.

Case Study Two

‘P’ University; May 1998; undergoing training; 11 years experience; MBA (Human Resource
Management); 45-49 years old; male; 3 student groups.

Case Study Three
Three teachers from one college, working in the same study area, occasionally team teaching.

T3a:

‘A’ College of Further Education; June 1998; undergoing training; 12 years experience; GNVQ
Intermediate and Advanced Health and Social Care (Influences on Health and Well-being), and
NVQ level 2 Care (Early Years Child Care and Education); 35-39 years old; female; 4 student
groups. '

T3b;

‘A’ College of Further Education; June 1998: trained in 1996; 2 yéars experience; GNVQ
Foundation (Pathways to Care) and Intermediate in Health and Social Care (Structures and
Services of Health Care); 40-44 years old; female; 3 student groups.

‘A’ College of Further Education; June 1998; trained in 1992; 10 years experience; GNVQ
Intermediate in Health and Social Care (Communications and Interpersonal Relationships), Open
College Network (Preparing for Work); 50-54 years old; male; 4 student groups.
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T4a:

T4b:

Case Study Four

Two teachers working in the same college and study area but not team teaching.

‘B’ College of Further Education; July 1998; trained in 1996; 7 years experience; GNVQ
Advanced in Health and Social Care, and NNEB Diploma; 45-49 years old; female; 4 student

groups.

‘B’ College of Further Education; October 1998; trained in 1998; 2 years experience; Certificate
in Childcare (Physical Development), and GNVQ Intermediate in Health and Social Care
(Influences on Health and Well-being); 40-44 years old; female; 2 student groups; withdrew
from study summer 1999 through ill health.

TS:

Case Study Five

‘P’ University; December 1998; trained in 1985; 22 years experience; Certificate in Education
(FE); 50-54 years old; female; 2 student groups.

T6:

Case Study Six

‘P’ University; February 1999; undergoing training; 18 months experience; undergraduate
degree (Geography); 25-29 years old; male; 2 student groups.

T7:

Case Study Seven

‘B’ College of Further Education; February 1999; undergoing training; 5 years experience; A
and GCSE level (Sociology); 30-34 years old; male; 3 student groups.

T8

Case Study Eight

‘0’ College of Further Education; February 1999; undergoing training; 4 years experience; CITB
(Industrial Gas); 40-44 years old; male; 1 student group.

Case Study Nine

‘0’ College of Further Education; May 1999; undergoing training; 10 years experience; NVQ
Level 2 (Hairdressing); 50-54 years old; female; 2 student groups.
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Case Study Ten

T10:
‘H’ School 6® Form; October 1999; trained in 1985; 15 years experience; A level (Mathematics);
35-39 years old; female; 1 student group.
Case Study Eleven
Til:

‘P’ University; March 2000; not teacher trained; 40 years experience, undergraduate degree
(Psychology); 55-59 years old; male; 2 student groups.

Case Study Twelve

Whole College approach - CSQ offered to staff as tool for self-directed professional development,
administered and facilitated by two college staff with responsibility for or interest in staff development.

F12a:

‘N’ College of Further Education; October 1999; Teacher trainer (Certificate in Education - FE),
female. Other details not known.

F12b:

‘N’ College of Further Education; October 1999; trained 1996; 7 years experience; Vocational
Access (Communication); 50-54 years old; female.

T12a:

‘N’ College of Further Education; December 1999; B. Tech. Advanced (Tourism); fgmale; 1
student group. . Other details not known.

T12b:

‘N’ College of Further Education; November 1999; A level (Mathematics); female; 1 student
group. Other details not known.

T12c:

‘N’ College of Further Education; November 1999; trained (City and Guilds 730) 1993; 20+
years experience; A level (Chemistry); 50-54 years old; female; 1 student group.

Ti2d:

‘N’ College of Further Education; November 1999; trained 1966; 20 years experience; A level
(English); 55-59 years old; female; 1 student group.

T12e:;

‘N’ College of Further Education; April 2000; trained 1993; 15 years experience; Vocational
Access (Portfolio Building); 45-59 years old; female; 1 student group.
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Case Study Twelve continued

TI2f:
‘N’ College of Further Education; November 1999; NVQ level 2 (Administration); female; 1
student group. Other details not known.
T12g:
‘N’ College of Further Education; December 1999; trained 1993; 15 years experience; Special
Educational Needs; 45-49 years old; female; 1 student group.
T12h:

‘N’ College of Further Education; March 2000; trained 2000; 2 years experience; City and
Guilds (Interior Design); 45-49 years old; female; 2 student groups.
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APPENDIX 3

THE COMNIUNICATION STYLES QUESTIONNAIRE -
THE RESULTS

Presentation of the results - Appendices 3.1 to 3.4
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APPENDIX 4

PHASE ONE - CONSISTENT FEATURES

Consistent features of CSQ scale scores and statement ratings -

Appendices 4.1 to 4.2
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APPENDIX 4.1

Tables comparing scale scores across the four CSQ formats arising frmﬁ the 29

sets of results during Phase One.

Table 4.1 Frequencies of differences between Teacher Actual (TA) and Student Actual

(SA) scale scores (N = 29), and average difference of ‘most favoured direction’".

Scale TA>SA | TA=SA | TA<SA | Mean difference’
(s.d)

High Standards 21 1 7 0.08 (0.06)
Leadership ' 12 0 17 -0.16 (0.07)
Understanding 17 1 11 0.10 (0.08)
Learner Autonomy 15 0 14 ' —_
Lenient 15 0 14 _
Uncertain 14 1 14 _
Dissatisfied 11 1 17 -0.12 (0.09)
Authoritarian . 11 | 0 18 -0.11 (0.08)

ta consistent feature was considered to exist when 16 (55%) or more profiles favoured one direction or

the other. This was an arbitrary choice, but one that indicated a clear majority. The mean value of this

difference was calculated only on the basis of those profiles constituting the ‘most favoured direction.’.
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Table 4.2 Frequencies of differences between Teacher Ideal (TI) and Teacher Actual

(TA) scale scores (N = 29), and average difference of ‘most favoured direction’".

Scale TI>TA | TI=TA | TI<TA | Mean difference'
(s.d.)

High Standards 24 2 3 0.11 (0.06)
Leadership 27 1 1 . 0.23(0.10)
Understanding 25 4 0 0.11(0.07)
Learner Autonomy 20 1 _ 8 0.14 (0.10)
Lenient 9 4 16 -0.13 (0.06)
Uncertain 5 3 21 -0.12 (0.07)
Dissatisfied 3 4 22 -0.15 (0.09)
Authoritarian 11 3 15 _

t A consistent feature was considered to exist when 16 (55%) or more profiles favoured one direction or

the other. This was an arbitrary choice, but one that indicated a clear majority. The mean value of this
difference was calculated only on the basis of those profiles constituting the ‘most favoured direction.”’.

Appendix 4.1

327




Table 4.3 Frequencies of differences between Student Ideal (SI) and Student Actual

(SA) scale scores (N = 29), and average difference of ‘most favoured direction’’.

SI>SA SI=SA SI<SA | Mean difference’
(s.d.)

High Standards 14 3 12 _
Leadership 28 0 1 0.16 (0.09)
Understanding 28 0 1 0.13 (0.08)
Learner Autonomy 24 2 3 0.08 (0.04)
Lenient 13 2 14 _
Uncertain 6 0 23 -0.09 (0.07)
Dissatisfied 0 0 29 -0.10 (0.07)
Authoritarian 3 2 24 -0.07 (0.04)

ta cdnsistent feature was considered to exist when 16 (55%) or more profiles favoured one direction or

the other. This was an arbitrary choice, but one that indicated a clear majority. The mean value of this
difference was calculated only on the basis of those profiles constituting the ‘most favoured direction.’.

Appendix 4.1

328




Table 4.4 CSQ scale scores illustrating bonsistent features between Teacher Actual
(TA) and Student Actual (SA); Teacher Actual and Teacher Ideal (TI); and Student
Actual and Student Ideal (SI). ‘

Scale TA sA' TI SI
High Standards : 0.75 0.67 0.86 0.67
Leadership 0.55 0.71 0.78 0.87
Understanding 0.88 0.78 0.99 0.91
Learner Autonomy 0.58 0.58 0.72 0.64
Lenient 0.36 0.36 0.23 0.36
Uncertain 0.22 0.22 0.10 0.13
Dissatisfied | 0.10 0.22 *0.00 0.12
Authoritarian 0.13 0.24 0.13 0.17

' Using mean values of Student Actual (SA) scale scores as base values scale scores for
Teacher Actual (TA), Teacher Ideal (TI) and Student Ideal (SI) have been calculated
with reference to the mean differences shown in Tables 4.1 to 4.3, to give an indication

of the consistent features. This occurred as follows:

TA = SA £ Differences between TA and SA in Table 4.1;
TI = TA + Differences between TA and TI in Table 4.2;
SI = SA 1 Differences between SA and SI in Table 4.3.

*Calculated figure is -0.05 but 0.00 is lowest possible scale score.
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APPENDIX 4.2

Tables showing consistent features in statement ratings by Teachers and Students.

Table 4.5 No. teachers (N = 29) indicating whether, ideally, they should display more
(+) or less (-) of a communicative behaviour. Details shown for statements where more

than 50%' of teachers favoured an increase or decrease in ratings of 1.0 or more.

Scale and Question FE HE TOTAL
m=20) | @=9) | (N=29)
High Standards
I assess the students’ work fairly +11 +7 +18
I provide the students with useful feedback +13 +2 +15
I'set a lot of homework (FE only) +14 N/A +14
Leadership
I am a good leader (HE only) N/A +7 +7
I'am well organised (FE only) +20 N/A +20
I'know everything that goes on in the room +12 +4 +16
I'talk enthusiastically about the subject +11 +4 +15
1 explain things clearly +19 +4 +23
T'hold the students’ attention +18 +6 +24
Understanding
I'realise when the students don’t understand (HE only) N/A +9 +9
My class is pleasant (HE only) N/A +6 +6
I'am someone the students can depend on +11 +3 +14
330
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TOTAL f

Scale and Question FE HE
(n=20) n=9 (N=29)
| Learner Autonomy
Y allow the students choice in what they study +13 +4 +17
The students have the opportunity to choose the assignments they +13 +3 +16
work on
Uncertain
The students’ attention wanders when I am talking -17 -7 24
Dissatisfied
I am impatient -12 -6 -18
Authoritarian
The students do not feel at ease to ask me questiQns -8 -6 -14
' “More than 50% of teachers’ has the following meanings:
For questions appearing on both the FE and HE versions of the CSQ, n = 15+;
For questions only on the FE questionnaire n = 11+;
For questions only on the HE questionnaire n = 5+.
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Table 4.6 No. student groups (N = 29) indicating whether, ideally, they would like their

teacher to display more (+) or less (-) of a communicative behaviour. Details shown for

statements where more than 50%" of student groups favoured an increase or decrease in

ratings of 0.75 or more. 0.75 was an arbitrary choice but one which indicated that a

majority of students in a group favoured the increase or decrease.

Question FE HE TOTAL
(n=20) n=9) (N=29)
Leadership
My tutor is a good leader (HE only) N/A +7 +7
My tutor explains things clearly +11 +7 +18
My tutor is organised (FE only) +11 N/A +11
My tutor holds our attention +12 +4 +16
Understanding
MS' tutor realises when we don’t understand (HE only) N/A +9 +9
Learner Autonomy
We have the opportunity to choose the assignments we work on +14 +7 +21
My tutor allows us choice in what we study +10 +6 +16
Uncertain
My attention wanders when my tutor is talking -12 -5 -17
' “More than 50% of student groups’ has the following meanings:
For questions appearing on both the FE and HE versions of the CSQ, n = 15+;
For questions only on the FE questionnaire n = 11+;
For questions only on the HE questionnaire n = 5+
332
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APPENDIX §

PHASE ONE - CSQ RESULTS LEADING TO DEVELOPMENT

CSQ results which formed the basis of the self-directed professional
development reported by T1, T2, T3a and T4a - Appendices 5.1 to 5.4
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APPENDIX 5.1

CSQ results which formed the basis of the self-directed professional development

reported by T1 in Phase One

T1 - Developing Learner Autonomy

CSQ profiles for Student Group One.
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APPENDIX 5.2

CSQ results which formed the basis of the self-directed professional development

reported by T2 in Phase One

T2 - Developing Leadership and Learner Autonom

CSQ profiles for Student Group One.
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APPENDIX 5.3

CSQ results which formed the basis of the self-directed professional development

reported by T3a in Phase One

T3a - Developing Leadership and Learner Autonomy

CSQ profiles for Student Group Three.
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APPENDIX 5.4

CSQ results which formed the basis of the self-directed professional development

reported by T4a in Phase One

T4a - Developing Leadership

CSQ profiles for Student Group Two.
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Appendix 6

APPENDIX 6

PHASE TWO - DATA COLLECTION INSTRUMENTS

Interview schedules and ‘Stages of Change’ questionnaire -

Appendices 6.1 to 6.3
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APPENDIX 6.1
Semi-structured interview schedule used with teachers in Phase Two

1. Motivation for using the CSQ as a tool for Self-directed Professional Development
(SDPD) .

What motivated you to use the CSQ for reflecting on how you communicate with your students?
To what extent have you undertaken SDPD since becoming a teacher?
(What were these experiences?
What were the characteristics of the successful occasions?
What was important to you about these chearacteristics?
What made any occasions unsuccessful?
In what ways were these unsuccessful?
To what extent do you feel you are developing professionally?)
In what ways do your colleagues get involved in SDPD?
(To what extent do you and your colleagues discuss and devise ways of improving in teaching & leaming?
Under what circumstances does this happen?
What happens?
Has this always been the case? What used to happen?
What brought about the change?
How do you feel about this?
What would you like to happen?
How realistic is this?
If your colleagues had the opportunity to use the CSQ, what do you think their reactions would be?)
How does your institution encourage SDPD?
(Identify your needs?
Policy?
Publicity?
Structure?
Products/ packages/ courses?
Finance?
Time?
Support?
Who encourages?
Who can undertake?
How do you fee! about this in relation to your own aims for professional development?)

Appendix 6.1 367



2. Experience of using the CSQ

What kind of experience has this been for you?
(In what ways has it been useful/not usefut etc.
_How has that been important/ valuable to you?)
What has this experience involved for you? thoughts, feelings, actions?
Can you talk me through your experience from when you first heard about the CSQ to now?

What would you pass on to others that was worthwhile or interesting, provided ideas or insights, was a positive
experience?

What would you think others would find less helpful/ useful?
What has this experience meant to you?
What impact has the CSQ experience had on you generally?)

How would you describe your students’ role in this process?
(In what ways do you feel your students contributed to your process of reflection?
What influence did your students’ views have in determining your subsequent actions?
What specifically did you take account of from your students views?
How did you decide on this?
What kind of experience do you think this has been for your students?

. Inwhat ways has it been good/ bad etc?
How have you perceived this?
* To what extent do you fee! students should be involved in the development of teaching and learning?

In what ways? How do you think this should be achieved?)

How have you perceived the role of the researchers in this process of reflection and
development?

(To what extent did their Involvement impact on your process of refiection and development?
In what ways?
With what effect?)

What impact, if any, has participating without colleagues had on your reflection and
development?

(What difference might the involvement of colleagues have made?
Would this have been important to you?
In what ways?)

To what extent did the CS mode! (dimensions of control and warmth) relate to your approach to
teaching and leaming?

(What impact did this have on your process of reflection and decision making?)
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3. Development Activities

What was your initial response to the feedback from the CSQ?
(What happened next?)
What actions, if any, have you taken as a result of your participation and reflection?
(When did you take these actions?
What was appropriate about the iming of the action?)
What prompted you to develop X aspect of your Communication Style (CS)?
(What were the advantages of developing X?
What were the disadvantages of keeping things as they were?
What were the disadvantages of developing X?
What were the advantages of keeping things as they were?
What impact have these developments had?
On whom?
When? _
How have you been monitoring/ assessing the effect of implementing these actions?
Did you consider implementing other activities besides X?
What?
What led you to discard the alternatives?
OR
Would you have liked to have considered alternatives?
What stopped you?
What would have helped?
To what extent was X a safe or risky action to take?
In what ways?)
What did you take into consideration when deciding what action to take?
- (What do you feel affected your decision making in this process?
How have you handied/ dealt with these issues?

Are these factors the same or different from those involved in your every day decision making processes
concemning teaching and learning?)

What do you consider to be the outcomes of your participation?
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4. Evaluation of CSQ experience as a SDPD tool

In what ways, if at all, do you feel this experience has specifically contributed to your professional
development?

(How are these important to you?)
How have these outcomes compared with your initial expectations?
(What did you initially hope to achieve?
In what ways have your expectations been fulfilled?
What helped you fo achieve your expectations?
In what ways has it failed to live up to your initial expectations?
What hindered the achievement of your expectations?
What could have helped you to achieve your expectations?
Have your expectations been exceeded in any ways?)
What helped and hindered this whole process of reflection and development?
(How have you responded to these matters?
How have you been able to participate to the extent that you have?
Would you have liked to have taken things further?
Such as?
What stopped this?
Is this often the case when you want to develop professionally?)
Would anything else have been useful to you during this experience?
(What advice would you give the researchers in order to improve the experience for others who use the CSQ?
What difference might this have made to your experience?) .
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5. SDPD views, attitude, culture

What does the term ‘self-directed professional development’ mean to you? -
In what ways is the kind of SDPD you have described important to you? '

Where are you going from here in your SDPD?

(What plans do you have in place?

~How would you like to shape your professional development?
What aspects would/ do you seek to develop?
in what ways are these important to you?
When do you hope/would you like to accomplish this?
What do you need to help you achieve your aims?
Is it available?
How? Where? Who? When?
What needs to happen to make these things available?
What responsibility should your institution take in respect of encouraging SDPD?
Generally, to what extent do you think you are developing professionally?
What leads you fo this observation?
To what extent are you satisfied with this?)

What do you feel influences the ways and extent to which you can undertake SDPD?

(In what ways do these affect participation/ continuation?
Does anything encourage you to undertake SDPD?
What?

“How?
Does anything deter you from undertaking SDPD?
What?
How? '
What do you feel needs to happen to enable you to undertake SOPD?
What constrains this?
To what extent are you able to undertake SDPD without impinging on other areas of your fife?
How are you able to do this?
How do you deal with this?
How do you fee! about this?
What do you need to successfully undertake SDPD?
For you, what would be the ideal format for undertaking SDPD?)
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APPENDIX 6.2

Semi-structured interview schedule used with facilitators in Phase Two

1. College use of the CSQ as a tool for Self-directed Professional
Development (SDPD)

How had the CSQ come to be used in the college?

What expectations did the college have of the use of the CSQ by its staff?

How was the college supporting and encouraging a wider use of the CSQ?

2. Administration of the CSQ to individual teachers

wa had the CSQ been administered to individual teachers and the results
followed up?

What actions, if any, had the participants taken in response to their CSQ results
and discussions?

3. The role of facilitators

How had their role as administrators and facilitators of the CSQ been received
by the participants?

4. Future use of the CSQ

What suggestions did they have to improve the experience for others?
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APPENDIX 7

PHASE THREE - REPERTORY GRID, PILOT STUDY ONE

Repertory Grid materials and instructions -

Appendices 7.1 to 7.3
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APPENDIX 7.2

The ‘actual’ Repertory Grid used in Pilot Study One, Phase Three.

This part of the questionnaire refers to your views in respect of each characteristic as it relates to you directing your professional development in your present
situation.

Each characteristic has been allocated its own page and is highlighted at the top of the page. It is then followed by 18 statements.

Please read each statement in light of the characteristic mentioned at the top of the page and then place a tick in the box which relates most closely to your view.

Please tumn over to the next page.



JuswdofeASp JEIS 10} WRISAS PAIONS oM € JO APSIOAIN i Ui 2ousysixe aup Aq pepoddns s

o~
v yBnonp sBunp yey o) aucauses Buiney woy syyeusq | &

aoeyd Bunyey ase

SBURNOI PoySHGEIS? 0} (Seouersunalo euosiad ‘uofoadsur ‘tabusl wis ‘winoums '63) safiueyo uoum JnowIp S|
%%%ﬁ?gesggééggsgﬁeg
%gaéigagﬁ_; sey Ausioaun au uogiuyap aup Aq pajius st

. wiouidoeAsp feuoissajoid Aus Joj sagumpoddo aigeyns
=23»82%8§¢%E§E;§§9§§§5£2&§§538§

JuBWIGOIBASD pUE SaRIAROE [euoissajaxd Aw uo oeqpasy Jo dn-mojo) J0 %oe) e AQ pasepuly S)

wewdojenep reuorssajoxd Joj suogdo asojdxe o) sesrudde sembas Buipwosd Ausiaaun ay Aq papee st

4oea) | S3SIN0D AL J0 (LBusy Feuauod Juswssosse snqels “6-e) aimeu aanduasasd aug Aq pajusaaid st

| wouwdojanep pue saqugoe feuotssajoid ciur syBisut 10 Jo seouaadxe sanbeaod L Burssnosip Aq pejenugs S|

UOGRIBPISUOD J0j SANSS) 2100ds syurodud 1y Juawngsul ue Jo asn Aw Aq pajoaup sy

. JawidojaAsp Jo SaiARoe
jeuorssajoud Aw ui op o) Buik w,j Jeym pueysiapun oum aydoad J0 yomjau Jo dnaib e o) Buibuosaq Aq pajeagow s

preoq Suipunos e se Joyuow e Bumey Aq papinb si

wawsbeuew ajeipowun Aw Aq pabesnodus st

Ut 3134 03 Y1om 1 papuaid aus Juatoynsul Aq pajeasny st

(010 sixe} ‘sfeusiew ‘uswdinbo ‘swoal *6°8) seainosas pue segiioe) aienbapeu Aq paurgsuod si

Ayssioaun ay) u uowane w asolp Aq Ajeagoe pajowaud sy

WaLp 0} JueAsjos ase Jey seniagoe feuoissajaid Aw Jo siajew asou sjueprys yum Buissnosip Aq peskieled si

salfes|g
Jou saiby saiby
Bes)qg JOUJIeN eaiby | AjBuo 53S

“Juawdojerap feuoissajosd Aw Bugoauip jo sasodind ayg Jo sefiaRoe reuoissajosd Aw pue jjesAw jo (UogeAlasqo) uonenfeas Aw ‘uogeniss juaesasd Aw uj




JuaWdOBASD JEIS J0) WRISAS PAUMONAS oM € J0 ARSIOANN S UM 20ualsiXe au Aq papioddns st

[~
1w yBnoap sBuig ey o) auoawios Sumey woy syeusq | &

aoeyd buney are

SoURNQJ PaYSHAEISa 0) Agﬁncgﬁsmi:oﬁ&gs?msﬁﬁiﬁso 7855:23&%
saquAgoe JuouidojaAap feuotssajaid Aw Souelsy o) AYSISANN ey} way oqeReA Spuny aug AQ paousal s)
%wﬁ&éﬁ%g sey Assoaiun ay) uogiuap ) Aq pagu st

Juawdotanap feuorssajord Auw Joj sagiunyioddo aiqeuns
‘sreyeq Aw uo ‘Bunjess AjgAnoe AjsioAlin ay) uim euxdojeasp feuorssajoid 1oy siqrsuodsal asou Aq padiey 1

JuewidoaAsp pue segiAgoe reuorssajoxd Aw uo ¥oeqpaay Jo dn-wojo) Jo Yoe] e Aq pasepuy S

Juawdojorap feuoissajoud Jop suogdo aloxdxe o sesresdde senbas Buiprasd Asiaaun au Aq pepee st

yoes] | SSIN0O i Jo (buey feucio Juowssosse /snaepks '6-e) amjeu sapduosard auy Aq pajuanasd st

Juawidofaaap pue sagiAnoe feuorssajaid aun yybisut Jo Jo saouauadxa sanbeayoo yum Buissnosip Aq pagenugs st

UOGRISPISUOD J0j SaNss! ayads syuodund j1ey Juawngsul ue jo asn Aw Aq pegoanp st

uswdoeasp Jo sapiARoe
reuotssajoid Aw ui op 0) Huikn | Jeym puejsiopun oym adoad jo yromjau Jo dnasb e o) Butbuoeq Aq pereagow sy

preoq Buipunos e se Jojuau & Buiney Aq pepinG st

wawebeuew ajerpawiwt Aw A 88_896

U1 13y 03 YoM Je papiraid s stonsur Aq paessny si

(30 sixa} ‘sfeusjew “yswidinbe ‘stuoos f9) seanosas pue saniioe) sjenbapeul Aq paurnsuoo st

Aysiaaun o ui Auougne ui asoug Aq Ajsagoe pajowosd si

WL 0} JUeASIE) BJE Jelp SanIARoe feuoissajoid Aw Jo siajiew 5oL Sjuapnys Lym Buissnosip Aq peskieeo S|

Juawdofeasp [euoissajosd »E, Bugoanp jo sasodind auy Joj uogosyas ‘uogenys Juasaid Aus uj ,



Juawdoanap JEIs Joj WalsAS PAITIONSS oM € JO Asionun sy urpim aoudysixe auy Aq papoddns st -

e yBnoup sBup ey of uoawwos Bumey woy saueq | &

| seunos poysiiqerse 0} (saoveisuinalo leuosied ‘vogoadsu ‘pus uus ‘wnmownd -6-9) sabueyo uaym oy St

a%eyd Bunie; are

segugoe Juswdojeaap feuoissajoxd Aw soueu o) AsieAn auf wal siqeyeA spuny au Aq pejougsai st

JuowdoaAsp euorssajosd SSMASUOD JEYM JO Sey AJISIOAIIN aLf) uogiuyap auf Ag.pajiua) St

. wawdojanep feuorssayaid Aw 104 segunioddo axqens
.33»&88?%5%825%%&5%%88532

Juawidojerap pue sagiAgoe feuotssajord Aw U0 Xoeqpea) Jo dn-mojioy J0 Xoe] e Aq pasapuyy S|

E&S@S%&égeﬂasggggggsgsgm

yoea) | sasInod aig Jo (busy /eusiuo Juawssasse /snaepks “6°e) aimjeu aanduosasd ay Aq pajuanad st

Juswidoaap Jo seggoe
reuotssajoud Aw u) op o) Butks s Jeym puersiopun oy eidoad Jo yiompeu Jo dnoib e ?_Eo_zsvﬁ,ss

preoq Buipunos e se Jojuaw e Buwey Aq papinb

EggﬁangsEEg sl

111y 01 yiom je papuaid awug juetognsul AQ pajesny st

(‘%@ sixa} ‘sjeusiew ‘uewdinbo ‘swoas 6 vseaséwa&g&ssgs@nﬁ_s

Ayssoawn au ul Auowgne ul asoi Aq Ajeagoe pajousosd st

Wwatp 0] Jueasja .assﬁsaw._eg%» W JO SIJjew S0ty sjuepnys yum Butssnosip Aq pesAeges s)

B
Bu sa.besiq

Jou saiby

sasbesiq

2By

Juaidojerap feuoissajoud Aw Bugdauip jo sesodind ayy Joj Buiuue;d ‘uonenys yuesaid Aw uj



JusuidoraAsp Jeis Joj washs paimongs fam e jo Ausioann oy unim aoustspee ay) Ag papoddns st

aoerd Bunyey are
saupnos paysiiqe)ss 0} (saouerswinaud euosiad ‘uogdadsul ‘Wbusy uuay ‘wnmowwnd “6a) sabueyo usym ynoyP S|

sagARoe JuauIdoRRnap feuorssajoud A Boueuy of Aionun oy wiay aiqeseAE Spuny aup Aq paroursal si

g&%%&ﬁﬁmﬁﬁs 0 SBy Assaatun aup uogiuyap ay Aq pajus st

Juawdoganap feuorssajoid Aw 1oy saquuioddo amgepns
‘Jreyeq Aw uo ‘Bunjess AjpAgoe Aysioaun ay) uim Juawdojeasp reuorssajaid Joj ajqrsuodsal asou Aq padiay st

uawdogeAsp pue saungoe reuotssajaid Aw Lo %0eqpady Jo dn-mojo) J0 Xoey & AQ pasdpuly St

Juaudojaap [euoissajoud joj suogdo asoxdxe o) sresiesdde senbau Bupinaid Asianun au Aq papre st

yoea) | sasIn0o aug Jo (pbusy feusiuo Juawssasse /snaeliks *6°3) aimeu aagduosaid ay Aq pajuaaaxd s)

Juawdojarsp pue sagigoe fevorssajoud ojus sjybisu Jo Jo saouauadxa sanbesoo Law Buissnosip g pajeinwns si

UORRIIPISUCD Joj Sanssi ayoads sjuloduid jey) Juswngsus e o asn Awi Aq pajoasp st

Juawdojansp Jo sagiaoe
reuosssajosd Aw uf op 0} Buika w| Jeym puersiapun oysm ajdoad Jo yromau Jo dnaib e oy Buibuoteq Aq pereagous st

pseoq Buipunos e se Joaw e Buney Aq pepinb si

Juowabeuew ayespawnu Aw Aq pabeinoous sy

Ut J1 4 0} Yom Je papinosd awug jusioygnsul Aq pajessny sy

(%0 spxa) ‘sfeusiew ‘swdinbe ‘swioos -6a) seamosas pue somyoe; ayenbapews Ag paureRsuoo si

Aysiaaun e ul Auoyne ul asouy Aq Aaagoe pejowad si

Wy o} Jueasjau ale jey) sapianoe feuoissajaid Aw Jo sisjjew asoy sjuapn)s tpm Butssnosip Aq paskiesen st

salbes)q
aaibes|g Jou aaiby aaiby
KiBuong | saibesig YN oaiby | Ajbuong

Juawdojerap feuoissayard Aus Bugoasip Jo 1padsar us sued jo uogeawaiduw el ‘vogenys Juasaid Aw u

R ybnoiy sbung yey o) aucawos Buiney way sjyauaq 3




"obed }xou sy 0} J9A0 Win} ases)d

"MaIA JnoA 0 Ai2S0pD JSOW Salefal YolyM X0 3y i %o e 20ejd uawy pue abed ayy Jo doj oy Je pauoquaww JSUSIORIBYD L JO B Ul JUSWISlE]S Yoes peal aseald
"sjuswsajels g Aq pamoyjoj uayy si j) “abed au jo do) aup Je pajybiybiy st pue abed umo sy psjedolfe usaq sey JnsusioRRYD Yoe]

‘uogenyis
Jeep} ue ul juswdojeaap [euoissajoid Jnok Bugoaiip gjesinok puy o) nOA a1em oRsUBKORIBYD 4OBS O 108dSE) LY SMBIA InOK 0) Suajau asreuuonsanb ay) Jo ped siy)

301y [, aseyd 9uQ Apmy§ 1011 Ul pasn pLI) Ar0jaaday (J8apl, AL

€L XIANAddV

381



USWIdOASP LBIS JOj WAISAS PaIMONIS [fom B J0 AFSIoAlm auy urjiw 30uasped oy Aq payjoddns aq pnom

w yBnoxy sbuig ey o) auoawos Humey w0y Waudq PINOM

aoeyd bunie) axe saugnal
paysiigerse 0} (Ssourjstunauio feuosiod ‘uogoadsul ‘\bud) uua) ‘wninatwnd “6-a) sabiueyo uayMm JRYIP 84 JOU PINOM

SaQIAOe JuauIdofeASp feuoissajoid A soueuy o) SIEIRAE SPUNJ apeul ASISAIUN U Ji PoLSaJ 34 10U PROM

382

JuawdoASp feuoissajoid SMFSUOD JBUM JO LUORIUYAP S AUSIoALIN au AQ payuR) aq 10U PINOM | - -

JowdoaAop [eUoIsSajxd AW Joj SeRUHOddo SIGERNS ‘JeYSq
Kw uo o Buniess KaAgoe Aisioaun aup uiupm Jusuidoaap freuorssajaxd Joj axqisuodsal asou Aq padiay aq pnom

JusuidoASp pue SsapiAgoe [euorssajoid A uo 30eqpas) Jo dN-Wojjo) PAAIBOI | Ji PAJOPUIY 8q J0U pinoM

Juswdoaaap feucissajoxd Joj suopdo aloidxa o} sesresdde reinbas Huipinasd Apssoaun sy Aq papee aq pinom

aagduosaid
jou asom Juybiney | sasin0o au jo (tpbuey reusuo Juawssesse /snaey/s ‘6a) aimeu ay §) pajusald aq Jou pinowm

Juawdoesp pue safiAgoe jeuoissajoud ojun sybisut 1o Jo saouauadxd senbeatjod L Butssnosip Aq pajeinugs aq Pinom

UOGEJISPISUOD 10} SANSS! Jyoads sjurodud 1ewy Juswnasut ue Jo asn Aw Aq pajoaup aq pinom

awdoaasp 10 somAgoe feuorssajoid
Aw uj op 0} Buikn ure | j1eym puelSIOpUN oym didoad Jo yomyau Jo dnaib e o) Buibuoieq Aq pajeaow ag pinom

preoq Suipunos e se Jojuaw e Buwey Aq papinb aq pinom

Juawabeuew ajeipawi Aw Aq pabeinooue 8q pinom

U1 J1 Jy O] }10M JB PSPIAOX aloM SUI JUAOYNS Ji PARJIST B JOU Pinom

aiqejieae aom ("0} sjeusiew ‘uatudinba ‘swioas *6-9) saaunosas pue safiiioe) sjenbape Ji paurRgSuOd 3G 10U PINom
: Ayssanun ey ul Quone u) asoy Aq Ajpagoe pajousosd aq pinom

WaY) 0) JUBASKRI e e SeniARoe [euoissajaud Aw Jo siayew asouy SJuapnys yum Buissnosip Aq pasAjeles aq pinom

aibesiq
Kibuong

ey

sig

sa1besiq

Jou saiby

JoyjioN

saiby

9921By
KiBuons

;Juswidojaasp feuoissajoid Aus Bunoap Jo sesodind ayy Jo} segiapoe feuoissajord Aw pue JjasAus Jo (uogeasasqo) uogeneas Aw ‘uogen)s [espi ue uj



JuawdoRASP LE1S JO) WaSAS PAIONAS (oM € Jo AJSISAIIN B U 20uSyse oy AQ pepioddns aq pinom

1 yBNOAR SBuRp WE) ) BuoBwOS Bumey Wy Jyeusq prom | =

aoeyd Bunge; ae sauNos

poysiqe]so 0} (Seouejswnau euossad ‘uogoadsul ‘(gbuay uus) winmownd ‘6-9) sebueys usym IR 3q Jou PNOM
senugoe uauidoersp feuoissajoxd Aw soueuy 0} SIGEHEAR SPUTY dpew Asianun auyj Ji paoLRsal 3q JouU PIRom
Eﬂ.&g%&aﬂsﬂggs%&ﬁa’sgsgsﬁ_g

Juawidotanap [euotssajoid Awr 10y sagiunpioddo aqepns ‘eysq
Aw uo ‘o Bupyses Apagoe Aysionn au iy juawdopasp feuoissagoid o eiqisuodsau asow Aq padiey aq pnom

uowdoAsp pue seAoe [euotssajoid Au Lo }0Bqpas) JO dn-MOjO) PBAIBORI | Ji PISPUR] 3q J0U PINOM

uawdopasp feuotssajosd Joj suopdo aloydxe 0y seesrerdde seinbios Suipinosd Aysioalun a Aq pepe aq pinom

anpduosaid
Jou asom Jybne) | sesin0d iy J0 (busy eusu Juawssasse /snaepks “6°e) ammyeu ay ji pajuanasd aq Jou PINOM

juatidojenap pue segiagoe leuoissajoid o spybitsut Jo Jo seouduadxe senbestiod Ly Buissnosip AQ petemums aq PINoM

UORBISPISUO) 10} SaNSS) aydeds syuloduid Jey) jiewngsu ue jo asn Aw Aq pepoasip oq pinom

wewdoap Jo sagagoe feuorssajod |
»sc_so.??ﬁ_ﬁisseas__23_88.2383%%39@93583588:8;

pseoq Gutpunos e se Jojuaw e Buiaey Aq papinb oq pinom

ojqeriene aom (10 sjeusiew ‘Juawdinbe ‘swioas B8) seamosal pue sagioe) sjenbepe Ji POURRASUCD 3q JOU PINOM

Ayssenun e u Auougne ui esoip Aq Ajpagoe pejowasd oq pinom

Wat 0} JueAsial ase jey) sanioe feuoissajard A Jo siajiew asol juepms w Buissnosip Aq pesApeied aq pinom

‘Juswdojsasp feuoissajord Aw Bugoanp Jo sesodind sy} Joy uonIsyal ‘uogenyis jeapl ue u)




aﬁas?sﬁméss%g_?gggﬁﬁ%gsg&aB:S;

T

a0eyd Bupey ase sougnos
B.mz«ﬁﬁ&eggmcﬁx.ggg_gggggﬂsﬁsgusscg

§s§~§8§§»5§59§§e§5§3=§3§:§

, g@%ﬁ&aﬁﬁﬁtsé&&m\ﬁ?’sgzgség

Juewdogonap feuorssejoxd Au Joy sagunyioddo ajqepns ‘Jeyaq
Es?s%&fﬁgsﬁsssﬁaﬁsngﬁﬁﬁggs%sg

%ggggsggbgg_zéﬂgg

~§8a§§§§§as§§§§§§sgs§u3:§

aagduosaxd
,822593_ggisea_aﬁsgéggﬁmgzs;s;

E&E&%gﬁsﬁg&sgﬁp&asgugggssgusgxg

UORBISPISU0D Joj Sansst ayrads suioduid 1w usunssty ve o asn Aw Aq paoanp og pnom

Juawdojerap Jo SagIAGoe jeuossajoxl
Es%g??._a_sﬁsseﬁ__9;%8._322339383838&%&83&

preoq Suipunos e se opuaw e Buaey Aq papin aq pinom

ggﬁggbggﬂgg

UL Y 14 ) YO 12 popinaid asom i JUSKYNS Jf PajRRSNY oq Jou pnom

BldeifeAE low (‘e steuaew Yuawidinbe ‘suioos 6'a) saainosal pue saioe; ajenbope J PRURASUOO 54 JOU PinoMm

sﬁ%ﬁ%ﬁe«as%aﬁ&ée&sseﬁsgas%ssags pesAeien aq pnom

oauBesiq
Jou aa4By aa1by
RYeN saiby | AjBuong

Jusidojenap feuoissayasd Aw Bugoaup jo sasodind 8y Joj Bujuueyd ‘vogenyts jeaps ue uj

Y ubnony sBung e} oy uce1wos Buey woy Jyouaq piom | =

gsgsgssgs%gﬁz? |




JuatudOaAap LIS J0) WISAS PAINJONAS 1M € JO ASISAIUN 3 Uniw oudtsixe aug Aq papioddns aq pinom
B s ynany sbung yes 0y auoawos Buiaey woJj Jauaq pinom

aoeyd Bupie) ase saupnos
paysiigelsa o) (seouegswnau puosiad ‘uogaadsul ‘Woua) uua) ‘wninownd ‘6a) sabueyd uaym INOYIP 3 10U PRoM

sonuAgoe JuaiudopAap Jeuoissajoid Aw aoueuy 0} SiRjeA Spunj 3pew ASISAUN auf §i PSILISal aq 10U PINoM
- JuawdojeAsp feuoisSajosd SAMISUOD JEYM JO LORYSP SASIoAn o AQ pajius aq Jou Pinom

WwowdofAap feuoissajoxd Al 103 segiunyioddo aiqeuns ‘Jeusq
Aw uo o Bunieoes Ajpagoe Aysisaiun ap wiw juawudoraaap feuorssajard Joj axqisuodsas asow Aq padiay aq pinom

JuauidoAep pue SagiAzoe feuoissajoud Aw uo %0eqpas) Jo dn-mojjo) PIAISORS | Ji PASSPUIY 8] JOU pinom
Juawdojenap feuoissajoud 1o} suogdo asoidxe o) sestedde seinbar fuipinosd Aysioaun au Aq papre aq pinom

angduosaxd
Jou azam JyBne) | sasunod aup Jo (bua) feusiud JswSsasse /snaepks “6-a) aimieu au Ji pajuaaasd aq jou pinom

JoldojoAsp pue SofAgoe feuosssajaid ojut siBisul Jo Jo seouauadXa SaNBealo Lk BuSSosip Aq pajeinuIgs 8q pinom
UOgeIapISU0d Joj SaNSs! yioeds sjuloduid jewy eumnsuy we Jo asn Au Aq paROUIP 8q PiNam

wauxdoaAap Jo saqugoe feuorssajoid
Aw 1 op o) Buiky we | Jeym puejsiepun oym ajdoad J0 yiomjau Jo dnaub e o) BuiBuoteq Aq paleArow aq pinom

pueoq Buipunos e se Joaw e Buney Aq pepinb oq pinom
wowabeuew ajeipawwi Aw Aq pabieinoous aq pinom

Uf J1 1§ O) 40M J& DIDIAQII SuoM IR JUSKOINS Ji PajeasN aq Jou pinom

ojqejieae alom (o sfevsjeul ‘wawdinbs ‘swoas *6°e) seainosal pue sagioe; sjenbape ji pSURASUOI G JOU PINoM
Ayssenun o ul Aogine ut esog Aq Ajsagoe pajowaid aq pinom

WLy 0} JueAsiol aJe Jewy) senigoe feuoissajoid Aul Jo siapew 9sou) sjuapris yim Buissnosip Aq pesAjejeo aq pinom

sasbes)q
aaJbes|g Jou saiby aaby
Abuosyg | eaibesig loyeN | - oeesby | KBuong |

Juawdojanap feuoissajoud Aw Buuaiping jo ssodind au Joy sued Jo uogejuSwBIdLL S ‘UORENYIS [Eap; Ue v

385




APPENDIX 8

PHASE THREE - REPERTORY GRID, PILOT STUDY TWO

Repertory Grid contents and instructions - Appendix 8.1
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APPENDIX 9

PHASE THREE - Q SORT, PILOT STUDY THREE

Q Sort statements, procedures and recording chart - -

Appendices 9.1 to 9.4
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APPENDIX 9.1

The twenty-eight statements which formed the Q-Sort set used in
Pilot Study Three, Phase Three.

a Active promotion of professional development by those in authority in my college/ school/
university

b Recognition of professional development by the college/ school/ university as being as
important as the delivery of courses

¢ Freedom to determine the areas | want to develop

d Time during the workday to engage in professional development activities (e.g. courses,
conferences, training, studying etc.)

e Time during the workday to explore and apply ideas arising from professional development
activities

f Time during the workday to plan the development of my professional activities
g Time during the workday to reflect on my professional activities

h Time during the workday to assess the impact of my professional development on student
learning

I Feedback from students on how | am doing from their perspectives

j Discussions with students about their leaming experience to increase my awareness of their
views and needs

k Feedback, other than from students, on my professional activities
I Regular evaluations of the courses | teach
m Regular appraisals to explore options for my professional development

n Personal or video observations of my classroom interaction with the students
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o Follow-up on my professional development

p A staff development department that actively seeks out suitable development opportunities on
my behalf

q A well structured and co-ordinated system for staff development within my college/ school/
university

r “Sharing with colleagues experiences and ideas about teaching and leaming
s A mentor to act as a sounding board

t Someone/ group/ network who understands and supports what | am trymg to do inmy
professional activities or development

u Someone within the college/ school/ university to talk to about my professional activities and
development

v Someone outside the college/ school/ university to talk to about my professional activities and
development

w Encouragement and support from my immediate line manager for my professional
development

x Encouragement and support from those above my immediate line manager for my
professional development

y Adiagnostic tool or instrument to pinpoint specific issues to consider for professuonal
development

z Costs for any development activities being met by the college/ school/ university rather than
myself

aa The courses | teach having a less prescriptive nature (e.g. syllabus/ assessment criteria/
outcomes/ length etc.)

bb An improvement in the provision of resources and facilities (e.g. rooms/ equipment/ materials
etc.) to facilitate better teaching and leaming
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APPENDIX 9.2

Instructions for the ‘Initial’ Q-Sort procedure used in Pilot Study Three,
Phase Three.

Initial Sort;

The following statements have been identified by tutors using the CSQ as factors which help
teachers develop professionally with regard to improving student leaming. | would like you to
read through these statements in order to get a broad impression of their overall content. At the
same time, in relation to your own professional development with regard to imbroving student
learning, please sort them into 3 roughly equal groupings as follows:

(1) statements that you consider MOST ESSENTIAL for your professional development with
regard to improving student leaming

(2) statements that you consider LEAST ESSENTIAL for your professional development in
respect of improving student leaming

(3) the remainder
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APPENDIX 9.3

Instructions for the ‘Progressive’ Q-Sort procedure used in Pilot Study Three,

Phase Three.

Progressive Sort:

a)

b)

9)

h)

Could you now please spread out those statements you consider ‘most essential’, and select
the 2 that you regard as 'the most essential’.

Couid you now please spread out those statements you consider ‘least essential’ and select

the 2 that you regard as ‘the least essential’.

Could you retum to those statements you consider ‘most essential’ and select those 3 that

you regard as ‘the next most essential'.

Could you now please return to those statements you consider ‘least essential’ and select
those 3 that you regard as ‘the next least essential’.

Could you now please retum to those statements you consider ‘most essential’ and select the
3 that you regard as ‘the next most essential’.

Could you now please return to those statements you consider ‘least essential’ and select the
3 that you regard as ‘the next least essential’.

From the remaining statements could you piease now select the X that you regard as ‘the
next most essential’.

From the remaining statements could you please now select the X that you regard as ‘the
next least essential’.
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APPENDIX 9.4

Chart used to record participants’ responses (statement code letter) in the Q-Sort
procedure used in Pilot Study Three, Phase Three.

least essential most essential

(initial sort in capitals) (initial sort in capitals)
-4 -3 -2 -1 0 +1 +2 +3 +4
(2) (2)

(3) ) (3 (3)
(4) 4) 4)

Participant’s Name:
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APPENDIX 10

PHASE THREE - Q SORT, MAIN STUDY

Q Sort statements, procedures and recording chart -

Appendices 10.1 to 10.4
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APPENDIX 10.1

The twenty-five statements which formed the Q-Sort set used in the Main Study,
Phase Three.

a Active promotion of professional development by those in authority in my college/ school/
university

b - Recognition of professional development by the college/ school/ university as being as
important as the delivery of courses

¢ Freedom to determine the areas | want to develop

d Time during work hours to engage in professional development activities (e.g. courses,
conferences, training, studying etc.)

g Time during work hours to consider (i.e. reflect on, plan, execute, review) the development of
my professional activities

i Feedback from students on how | am doing from their perspectives

J Discussions with students about their leaming experience to increase my awareness of their
views and needs

k Feedback, other than from students, on my professional activities

| Regular evaluations of the courses | teach

m Regular appraisals to explore options for my professional development

n Observations (teaching or video) of my classroom interaction with the students
o Follow-up on my professional development

p A staff development department that actively seeks out suitable development opportunities on
my behalf
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q A well structured and co-ordinated system for staff development within my college/ school/
university

r Sharing with colleagues experiences and ideas about teaching and leaming
s Amentor to act as a sounding board

t Someone/ group/ network who understands and supports what | am trying to do in my
professional activities or development

u Someone within the college/ school/ university to talk to about my professional activities and
deveiopment

v Someone outside the college/ school/ university to talk to about my professional activities and
development

w Encouragement and support from my immediate line manager for my professional
development

x Encouragement and support from those above my immediate line manager for my
professional development

y A diagnostic tool (e.g. course evaluation/ CSQV self-assessment questionnaire etc.) to pinpoint
specific issues to consider for professional development

z Costs for any development activities to be met by the college/ school/ university rather than
myself

aa The courses | teach having a less prescriptive nature (e.g. syllabus/ assessment criteria/
outcomes/ length etc.)

bb An improvement in the provision of resources and facilities (e.g. rooms/ equipment/ library/
materials/ IT etc.) to facilitate better teaching and leaming
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APPENDIX 10.2

Instructions for the ‘Initial’ Q-Sort procedure used in the Main Study,
Phase Three.

Initial Sort:

The following 25 statements have been identified by tutors using the CSQ as factors which help
teachers develop professionally with regard to improving student leaming. | would iike you to
read through these statements in order to get a broad impression of their overall content. At the
same time, in relation to your own professional development with regard to improving student
leaming, please sort them into 3 roughly equal groupings as foliows :

1. statements that you consider, in an ideal situation, MOST ESSENTIAL for your professional
development with regard to improving student leaming

2. statements that you consider, in an ideal situation, LEAST ESSENTIAL for your professional

development in respect of improving student leamning
3. the remainder which are between the two

The letter in the right hand comer of each card is purely a code for each statement for my record
purposes.
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APPENDIX 10.3

Instructions for the ‘Progressive’ Q-Sort procedure used in the Main Study,
Phase Three.

Progressive Sort.

a)

d)

h)

Could you now please spread out those statements you consider ‘most essential', and select

the 2 that you regard as ‘the most essential’.

Could you now please spread out those statements you consider ‘least essential’ and select
the 2 that you regard as ‘the least essential’

Could you return to those statements you consider ‘most essential’ and select those 2 that

you regard as ‘the next-most essential’

Could you now please return to those statements you consider ‘least essential' and select

those 2 that you regard as ‘the next-least essential’

Could you now please retum to those statements you consider ‘most essential’ and select the
3 that you regard as the ‘the next-most essential’

Could you now please retum to those statements you consider ‘unessential’ and select the 3

that you regard as ‘the next-least essential

From the remaining statements could you please now select the X that you regard as ‘the

next-most essential'

From the remaining statements could you please now select the X that you regard as ‘the

next-least essential’
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APPENDIX 10.4

Chart used to record participants’ responses (statement code letters) to the Q-Sort

procedure used in the Main Study, Phase Three.

least essential most essential
(initial sort in capitals) (initial sort in capitals)
-4 -3 -2 -1 0 +1 +2 +3 +4
(2) (2)
(2) (3) (3) (3) (3) (2)
(5)

Participants Name:
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APPENDIX 11

PHASE THREE - DISSEMINATION PROCESS

Dissemination questionnaire - Appendix 11.1
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APPENDIX 11.1

Questionnaire requesting feedback, which formed part of the dissemination
process in Phase Three and accompanied details sent to participants of the findings
to Phases Two and Three.

Please complete and return in the SAE provided.

WHO GETS INVOLVED IN SELF-DIRECTED PROFESSIONAL DEVELOPMENT'

Consider your department. To what extent are the portraits of ‘Perpetuals’, ‘Intermittents’ and
‘Dommants’ descriptions of colleagues’ attitudes & actions in respect of professional development?

What proportion/ percentage of each type would you say are represented in your department?
Perpetuals Intermittents Dormants

If institutions do comprise ‘Perpetuals’, ‘Intermittents’ and ‘Dormants’ what are the implications for
engaging more people in professional deveiopment?

FACTORS INFLUENCING REFLECTION AND DEVELOPMENT

How can factors that hinder professional development directed towards improving teaching and
leaming be dealt with?

How can factors which facilitate professional development directed towards improving teaching
and learning be put in place?

CONTRIBUTIONS FROM OTHERS INVOLVED IN THE REFLECTIVE PROCESS

To what extent do you agree or disagree with the contributions ascribed to each of the groups
(extemnal facilitators, colleagues/peers, students) involved in the CSQ process?

What, in your experience with the CSQ, would you say has helped your process of refiection and
development along?
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