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Probationer
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probationer teachers are guaranteed employmentistate funded schoain the Teacher
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Professionaldevelopment
A term little usedin this thesis other than in direct quotesjue to ambiguity in itsise in
practice and literature My preferred term for learning activities for teachers is professional

learning, and the term describing changes which result from that is professional growth.

Professional growth
Positive changesin the knowledge, skills, beliefs, attitudes, and confidence of teachers

resulting from professional learning activities.
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Subjectspecific professional learning
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subject, and gene pedagogical knowledge set in the context of the subject.

Senior Phase

Theupper secondaryphase of education (Secondatyo Secondang, SI-3).
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professionalismand democratic professionalism.

Xvi



Abstract

In Scotlangdas elsewhere, it igenerallyrecognised that the quality of teaching arguably
the most important factor O K A £ R NB vy, andél thefrefoie difhie yvarall performance
of the education system The quality of teachingan be improved througlgood quality

teacher professional learning

CKSNBE A& | €101 27 S WedenkrOrcds of gifasSidnalekning y G St
Using a casetudy approach(Yin, 2018)this study gathesevidence fromthree sourcesa

systematic analysis of national policy documents relating to teacher professional learning,

from physicsteachersacross the north of Scotlapndnd from school and system leaders in

Scotland The experiences of teachease analysed agains theoreticalframeworkbased

2y YS yryidéstofprofessional learning<ennedy, 2018 ¢ A YLISNI S@ Qa LINX
effective professional learningTimperley, 2008)and amodel of professional learning
synthesied from models of professional growth and enquipgased professional learning

(Bryk et al., 2010; Clarke & Hollingsworth, 2002; Cobb et al., 2018; Rowland, Z®13)
interviewing teachers and leaders this study aims achieve a deep and nuanced
understanding of professional learning practices ahgolicyimplementation. A pragmatic

interpretive, abductive approach is useddnalyse data.

Acomparisonis made to ascertain how weilligned professiorldearning practice is witthe

policyas stated in the documentnd with the literature on teacher professional learning.

The study finds thamost of theteacher professional learning is transmissrather than
transformative with little evidence of collaborative enqulvgsed approaches or enquiag
stance. There is a general policy misalignment, especially through the Heass of the
Scottish education system which is dominated by culkuoé managerialrather than
transformative professionalism. This neither serves the madenel desire for
transformative change nor the micievel and nandevel desire for improved instruction

and is unlikelyo giveimprovements in pupil outcomesr system performance.
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Chapterl Introduction

This study analyses the professional learning policy of Scottish educdtion this is
implemented and how that relates to professional learning practiceeaperiencedby a
group of physics teachers across the north of Scotldndhis section | describe why | have
chosen to study this topic, particularly in relation to my own backgrowustext, and

professional interestsaswell as the benefitef conductinghis study.
11 My backgroundand the rationale for the study

Before embarking on thistudy,| spent 35 yearteachingphysics in four Scottish secondary
schoos, almostall that time as ahead ofdepartment or principalteacher ofphysics(PT
Physics) The first three of the schools were state funded secondary schools and the fourth
an independent schoplall in the northeast of Scotland During thistime, | havealso
organisel conferencesand other professional learning eventgpresened talks and
workshops co-ordinated professional learningp support curriculum developmentsand
supportedthe networking of teachergarticularlyin science angbhysics.This has not been
restricted to Scotland but has involved travel on professional learning actiasesoth
consumer and presentéo more than a dozen countrieslhis led to me becoming involved
in Scottish educational policy activities, initialty the development of curriculum and
assessment in physicslectronics,and sciencebut then also in committees and bodies
sometimes providing advicéo, and on other occasionfobbying government and its
agencies. My involvement in these activitiesulted in me becoming relatively well read,
for someone in my roleni many issueselevant tothe professional learning of physics
teachers in Scotland as well as having extensive lived experience of the tepieedlevels
includingasaclassroom teachreandasa teacher educator, and having some insigid the

policymaking process.

My experiencegenerallydeveloped in a ad hoc and organic manngnowever, m 2016 the
opportunity to undertakemore structured reading and researchtdnteacher education
opened for me in the form of the MSc in Science Teacher Education at the University of
Oxford. | received some support for doing so from the Institute of Phykdi?) the
professional body and learned society for physics in the UK and Ir@lsstdute of Physics,

n.d.). Since 2003alongside myull-time teaching job,] had worked for thdOPon both a



freelance and volunteer basis providing professional learnintefichers of physicsAround

the time of completing the MSc and beginning this PhD | becametinfellemployee of the
IOPas its Education Manager for Scotlawtiere teacher education and education policy
work comprise a large part of my remitMy MSc dissertation watitled dNetworked
professional learning of physics teachers in a remote area of Sco{lBadmer, 2018) It

built on a previous research assignment investigating the professional learning needs, the
professional learning most valudg, and the barriers to accessing such professional learning
for physics teachers across four local authorities in the nedhbt of ScotlandFarmer &
Childs, 2022) For my dissertationresearched the networking and professioherningof

a group of physics teachers in one local authority in the north al&@wbwhichallowed me

to investigatehow relatively isolated physics teachers working in mostly small or medium
sized secondary schools in a rural area, itself remote from the major population centres in
Scotland, could access subjesptecific professional learning and develop a networked
learning community. The reading and research for the MSc together with my wide
professional experience highlighted that the professional learning experiences and practices
of many teachers neither matches well the literatutescribinggood professional leening

practicesnor whatis indicated irmuch national polig.

In my professional judgemenwhilstthere are many strengths in the processes of both initial
teacher education and the ongoing cardeng professional learning of teachers in Scotland
opportunities are being missed and improvements could be made. It also became clear that
there has been little research conducted on the actual professional learning practices of
teachers in Scotland or tim how that lived experience relate® the stated policies that
outline what that experienceought to be, which canthemselveslack clarity or involve
contradiction. This background set the scene for this study and a deeper delve into the actual
professional learningourneysof teachers in Scotland and into the policy milieu in which
teacher professional learning takes platrem nationalgovernment and agencieshrough
regional improvement collaboratives (RIG), local authorities schools, faculties, and
departments to individual teacher@nd their classroomshe macrolevel, meselevel and

micro-level of the Scottish education system.

Such a study has the potential to be vast, therefareasestudy approach wataken,and
certain parameters were restrictetb reduce the study to a manageable size. Firstly, the

decision to restrict the teachers téull-time physics teachers in Scottish state funded



secondary schoolsho are either at the top of the main salary scale with at least six years of
teaching experience or in principal teacher role This ensurd a reasonablelength of
professional learning journey for each of the teacher participants in the stédycan be

seen from my experience described abgwis is a community with which | am very familiar,

to which I have good access, and in which | have significant symbolic (Bpitedieu, 1977)

and credibilitydue to my long and active participation and contribution to As such this

YSIya KBNS eBEND yiy rdsearch giving me a good understanding of the
context of the teacher participants involved and the ability to understeeatlily the data

they providel. However, as an employee of th®@F, a wellregarded professional body
conductingthe studyunder the umbrella of the University of Strathclydedhaving worked

latterly in a Scottish independentschedli I £ 42 Y SI ya |2 deiya tosfSYNIY K |-
f20rf I dzikK2NAGEe 3F2FSNY SR B®RIZD WS BEpmestd 4 § SY @
interviewing school and system leaders about professional learning policy and its
implementationas, despite my extensive professional activities, | remained predominantly a
classroom teacher throughout most of mgreerandamy 2 ¢ | y S Y LIKASNRS 4510 (12 1
professional bodyworking outwith the main structures of Scottish educatioA second

restriction was to focus on participants frothe regionalimprovementcollaborative (RIC)
coveringthe north of Scotland, or from national agencies with a locus in tR&€ This

decision was made partly for convenience reasons, partly due to my greater familiarity with
potential participants in thategion andthat lessons learnedrom this relativelyrural and

remote area might more readily transfexd to less remote areas than the other way around

The focus on physics teachers as participants has a convenience element, as this is the
community with which | work and have experience. This means this study can be considered
a case study with its focus on teachers of just one of the many subjectsttau§leottish
secondary schoolsTo teach in Scotland all teachers must be registered with the General
Teaching Council for Scotland, and for secondary teachers this means being registered in one
or more subjects.The organisation of secondary school®idepartments or faculties is a
universal phenomeno(Siskin 1994, p@nd has long historical and cultural rodist these

are more than just administrative units as thest as communities of practi¢g/enger, 1998)

or as discourse communitie$tler et al., 2011, p87&nd provide the professional identity

and context for many secondary teachéBsooks, 2016; Helms, 1998; Siskin, 19943 well

as generic pedagogical knowledge, secondary teachers have satjgehtknowledge and

pedagogical content knowledg&ind, 2009; Shulman, 1986, 198wich is specific to the



subject(s) they teach There are therefore differences between physics teachers and
teachers of other subjects, however, in the context of this study these are likely to have
relatively little significancbecause ¢achers of other subjects work within the same national
policy framework for curriculum, assessment, teacher registration and professional learning.
They therefore receive similar advice and guidance from national agencies such as Education
Scotland,the Scottish Qualifications Authorityand the General Teaching Council for
Scotland. Likewise, the support frofme RIC local authorities, and senior leadership in
schools does not appear to vary significantly between different subjects. Physics teachers do
benefit from active professional bodies such as @& but other subject areas also have
professional associations and learned societies. In recent years, due to recurring concerns
about insufficient numbers of young people and graduates entering the employment market
with appropriate scieoe, technology, engineering, and mathematics (STEM) knowledge and
skills (Institution of Engineering and Technology, 2019; STEM Learning,, 208&) have

been a number of developments to improve and expand education in the STEM subjects
(Scottish Government, 2017bincluding in physics, which may not have parallels in other
subjects. However, despite some differences it is hoped that findings from this study can not
only be used to inform and improve the professional learning journeys of physics teachers in
Scotland, but lessons can be learned whiglith appropriate interpretationcan be used to
inform and improve the professional learning journeys of teachers in other subjects, and

professional learning policy more generally, in what is a relatively ureterached field.
1.2 Description of the study

This study aims to investigate the alignment of professional learning policy through the
different levels of Scottish educatipfrom that in the local context of individual teachers

through to national level, and how this policy then impacts on the actual professional
learning experienced by teachers. As there is a comparative element to the study it€onsist

of four mainparts. The first is a critical analysis of Scottish education policy as it satate

the professional learning of teacher$he secad part is the gathering of information from

fourteen school and system leaders in the mdswel of the Scottish education system

regarding their expectations of the professional learning of teachers and how they support

YR FIFOAEtAGIGS GKAA SAGKAY GKS ThotBidis thé K SR dzC
identification of the professional learning journeys taken by a samplavelfve physics

teachers. This consed of mapping the professional learning journey of teachers through



their careers until the starting point of the studgnd logging the professional learning
undertaken by the teachers during Z2-month period; one cycle of a school yearThis
involved reflection by participants to identify the benefits and impacts of the professional
learning as well as how it relates to policy as they understaraddng with reflection on the
barriers that may have prevented them from undertaking the professional learning they may
have sought or valued but were unable to undertakbe fourth partdraws orthe data from

the first three parts allowing a comparison between the policy as written and how it is
enacted through the lived experiences of teachers and leaders within the sysigather

with aconsideratiorof how thepolicy andoracticecompares to what is knomabout teacher

professional learning from the literature

Toinvestigate and analyse the professional learning of teachers this thegiss in chapter

2,by defining the important terms used in the study, many of which do not have a well agreed
meaning or areften usedinconsistently in practice. It then goes on to explore the nature
of professionalism since this underpins any exploration of professional learniig
historical policy background of professional learning in Scotland is then reviewed with
particular attention to the main developments during the 21st Century which have shaped
the professional learningdf Scottish teachers and the conception of professionalism
promoted. Chapter 3 followsvith a review of how teachers learn and grgrofessionally,
including models describing professional learning, and an exploration of important factors
which influencehow wellprofessional learning occurs in practice such as autonomy, agency,
collaborationand leadership After adescription of the methodology of th&tudyin chapter

4, its findings are describeth chapter 5with the main themes emerging from the data
discussedn chapter 6 Conclusiongaredrawn and recommendatismade in chapter 7By
investigating and documenting the professiohedrning journeysas lived byteachersand

how these are supported and facilitated by school and system leadeddjow this relates

to the literature on best practice professional learning and to educatipoécty, this study
makes a valuable andare contributionto the field of teacher professional learning, not only

in terms of Scottish physics educatiaha timeof significanteducatioral reform, but also

more genericallyn an undefresearched aregBoylan et al., 201,133 WebsterWright,

2009 p704.

It was originally intended to gather interview data duri2®202021 using isperson

interviewswith teachers and leders. This was not possible due to the CGMIpandemic



and onlineinterviews were conducted insteaduring 20262022 This had the benefit of
allowing meto reviewvideorecordinggo assist with transcription. It also probably resulted
in a more consistent approach to the interviethan would have been the case interviewing
participants inperson in their workplace Although participants were intervieweduring
times ofrestricted social contact and disruptegbrking,they were askedo answer in terms
of practices and expectations in more normal timekwever, the data gathered also reflects
the changes in practices and expectatiol® to the increased online working promoted by

the COVIEL9 pandemic.



Chapter2 The context of the study

This chapter sets out the context the study by defining key terms usedd exploring the
policy background that hasformed both the professional learning of the teachenging

studiedas well aghe development of the focus of the study aitslresearch questions
2.1 Language and definitions

For a profession wherelearcommunication is at its heart, the use of language in education
can often be problematic. Terms are often not defined clearly, and this leads to certain terms
being used with different meangs by different users, asthers ascribinghe same meaning

to different terms Awell-accepted universal language has not yet developed,; dliycation

has been described as @mmature professiol (Carnine, 2000, p9)Therefore,whilst the
usage of terms varies in the literatureis important that the terms used in this thesis are

properly definedn order that the arguments made can be followed consistently
2.1.1 Professionalearning,professionaldevelopment,and professionalgrowth

The terms professional learningL(Pandprofessional development (PD) are used almost
interchangeably in much of the literature and in the practice of teacher educatiba.term
professional growth (PG) is used less frequerlyange of variations of thesermsare also
used such as continuingrofessional development (CPD), professional learning and
development (PLD), and careleng professional learning (CLP&Xerm usedrequentlyin

Scotland

Weston and Clay (2018, pSpnsider the termsprofessional learningand professional
developmento be used interchangeably anddt be unhelpful to try and separate them out.
Czerniawsket al (2018, p3)state thatprofessional learningnd professional development

I NpPortmHnteau term€® RSAaONAROAY 3 GKS F2N¥IE YR AYyTF2N
improve theirpractice There does appear to be some split in usage of the tgmofessional

learningand professional developmerdlong national lines, for example literature from

England and thaJSAthe term professional developmenis usedmore commoty when

describing irservice teacher education activitieghilst in recent years in literature from

Scotland and Canada the teprofessional learningends to be the preferred term.



From Canadakullan and Hargreaves (2016, g8fer the use of the ternprofessional
learning to describe activiis undertaken by teachers. Theseuld include attending
conferences or events, working with colleagues to share good practice or on collaborative
enquiry activities, or reading or other individual activities resulting in teachers learning
something new. They reject the use of the tepnofessional developmertb describe such
activities but defingprofessional developmerds a change in the teacher as a professional
referring to previous work oHargreaves (2003jit is through personal and professional
development that teachers build character, maturity and virtues in themselves and others,
making their schools into moral communities ¢ .LJughlachange in the teacher as a

professionals whatClarke and Hollingsworth (200@¢scribe agprofessional growth

In Scotland, the Donaldson Rep{idonaldson, 2010kviewedteacher educatiormndwhilst

widely using the term CPRBIso introducedthe term écareerlong learning (p60). The

analysis conducted byatson and Michael (201%)dicates Donaldson used the term CPD

199 times, but the term professional learning only 25 times, in his report. Shortly iafter,

their response to the Donaldson repothe National Partnership Group used the term CPD

75 times but professional leaing 175 timegNational Partnership Group, 2012; Watson &

Michael, 2015, p262) Thischange in terminology was further signalled2012,when the

General Teaching Council for Scotland introduced pexessionaktandard for the®areer

long professional S NJ/ A ¥y 3 QGTCSE, 20l ZpnO&crSI8All of its new standards did

not use the term CPD onceiroundthe same timethe2 y £ A y'S (i 2, Adsigndtitd 5 CA Y R (
allow teachers to identify suitable CPD opportunitiéd & NB LI  OSR 6& Wt NB TS
CAYRQ 2y GKS 9 RdzOl Watsdryand Michaek (POYSRuotes 1w &ha G S @
rationale for thiswa & S in tygicddipolicy rhetoric 2y G KS 9RdzOFGA2y { O2

oCareerlong professional learning (CLPL) builds on current strengths of CPD and
extends the concept of the enhanced professional. It sees teachers as professionals
taking responsibility for their own learning and development, exercising increasing
professbnal autonomy enabling them to embrace change and better meet the needs

of children and young peopfe. 6 LJH c H U

The use othe term professional learningpas subsequently become cemented in Scottish
policy documentationEducation Scotland, 2019aven although CPD may still be a term

heard in many school staffrooms



If fit-for-purposeprofessional learnings viewed aseadngto professional developmerihe
two concepts areneverthelesscloselyintertwined, and it is unsurprising that the terms
professional learningand professional developmenare often foundjoined in different
combinationsin the literature Despite definingorofessional learningand professional

developmentseparatelyFullan and Hargreaves (2016, p8hflate the two terms again when

0KS& Ayl NP RpzeSsionalkeéarning Smidvdevélopmént 60t [ 50 G2 RSaON

sweetspot of the overlapping area of a Venn diagram pifofessional learningand
professional development This acknowledgehat not all professional learningctivities
necessarily result iprofessional development@mmon examples of this might be teachers
learning how to use a new Elystem oraddressing child protection issues. Whilst these are
important and essential issues for the safe and smooth running of sshioey will not
necessarily result in thprofessional growttof teachers. SimilarlZordingley (2015, p234)
dza Sa  ( KcBntinlirg Navofessional development and learrihg 6/ t 5[ 0 {2

activities impacting on teachers and their pupils.

Althoughprofessional learningnd professional developmemnay remain contested terms
in this thesis the ternprofessional learningyill be used to describe activities undertaken by
teachers androfessional developmerds the growth in the teacher that hopefully occurs
because of these activities. It is important to acknowledge thates mainly in the US, have
defined the termsprofessional learningand professional developmenin exactly the
opposite way(Easton, 2008; Wei et al., 2009, pDueto the confusion that may still occur
in the use of the ternprofessional developmenand the historical baggage that it may bring
for some, its use will be minimised throumit this thesisand the termprofessional growth
as used byClarke and Hollingsworth (2002)sed to denote the hopefully beneficial change
that results fromprofessional learningctivitiesfit for most purposesalthough | will retain
the use of professional development when used in quotations from the literature and

interviews.
21.2 Defining the%hiddleCor meselevelin education

The ternsthe Yhiddletand ¥hescleveKhaveincreasingly been used to describe parts of the
education system, however, whatedke terms describe is not always made clearhis is
partly due toit being possible to applhe terms micrelevel, meseevel and macrdevel to

any organisation or system, or sslgstem within a larger one. However, in relation to this

puj
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study the system is Scottish educationfThe mesdevel can also be used to describe
structures,functionsandpeople Actorsoperating h the meselevelhave an important role

in ensuringhe alignment of policy and practi¢gBroughout the education system.

In their review ofScottish educationHargreave®t al. (OECD, 201%)escribe the middlas
ccoveringsucl2 NBI yA &l GA2ya +a 20t FdzZiK2NAGASAX
and different networks and collaborativiegp139) and recommendeddreinforcing the
omiddlet through fostering the mutual suppoand learning across LAlscal authorities]X
togetherwith collegiate activity of schools, networks and commurét{pd11) Hargreaves
etal.(2018)a G 4SS GKI (i {eadng Banyie Midide(pa) Was imvented by
educators in Ontario and has spread to influence other systems, including those of Singapore,
New ZealandScotlandand Wales.lIt is therefore important to define what is meant by the
thiddleQor Yhescleveand how it relates to thethicro-leveQand ‘thacrolevel 61 the
Scottish education system. Firstly, it is important to make clearttbet thethiddleQefers

to the whole education system and npist individual schools. The terhiddle leadefis
usedwidelyto describeprincipalteacherqPT)i.e.,those staff in head of department or head

of faculty roles in Scottiseecondaryschools. These middle leaders have curriculum or
pastoral roles and are very much based in the classroom and dealing directly with pupils.
Theyalsohave an essential role in schools of leading teaching and learning of pupils and the
professional learningf staff within a subject domain and thereby securing better outcomes
for pupils(Harris & Jones, 2017Jherefore, along with classroom teachers and support staff,
principalteachers form thestaff in the#hicro-levekbf the Scottish education systenThe
instructionalinteractions of teachers the subjectmatter andteachingmaterials and the

pupils within a classroom can be considei@K S  HYeyelwhih is arguably the most
important level of the system as that iwhere the teaching and learning of pupils

predominantly occurs

Seniodeadershipgeams (SLT) in Scottish secondary schgplsallyconsist of dieadteacher

and afew depute headteachers. They generally have no, or very little, timetabled teaching
time with pupils, andparticularly forheadteacherswhere this occurs it is often due to
individual choice to do so rather than a requirement or expectatidbherefore, as they have
limited classroom contact with pupils and their substantive role is the leadership and

management of their school they are very much at the boundary between#tiero-level
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and$hesclevelQ Due to their predominantly leadership role and lack of classroom comtact

considerthem part of the thescleveKbr thiddleCof the education system.

In Scotland, apart from a small number of independéd;paying schools, schools are state
funded and governed through thirttyvo local authorities Thesdocal authorities vary in size

from having two or three secondary schotdshaving twenty or more secondary schqols
along with their associated primary schoolsTheselocal authorities have traditiondy
provided central services such as human resource management, quality assusadce
pedagogical support, although in recent years due to budgetary pressures the level of
pedagogical support available to teachers and schools from centrally emplogad

authority staff has decrease(Hastings et al., 2015; Livingston, 2012)

In 2017, the Scottish Government supported the formation ofregionalimprovement
collaboratives (RI€}. The aim of thes®ICsgsto promote and improve collaborative working
and networks across and betwedocal authorities, and provide support fdneadteachers,
teachersand practitioners through dedicated teams of professiori8lsottish Government,
2017a, p21) Alongside the introduction of thdRIG, Education Scotland, the national
oexecutiveagencycharged with supporting quality and improvement in Scottish education
and thereby securing théelivery of better learning experienseand outcomes for Scottish
learners of all ages(Education Scotland, n-) has beerrestructuredfrom having national
teams of stafinto having six regional teams of officers aligned on the geograpdnieakof
the RICqSharratt, 202Q) Furthermore as well as a support and capacity building role,
Education Scotland also has a national scruéing inspectiorrole, for schools andocal

authorities (Education Scotland, n-d).

That local authorities, RIG, and Education Scotland are all operating on a regional basis to
support teachers and schools places them in #esolevelQof the Scottish education

system. However, Education Scotland is a national agency and its chief executive reports
directly to Scottish Government ministemhich could be argued as#acroleveKiunction.
{O02GGAaK D2@OSNYyYSyYyid YAYyAadSNE FyR GKS {02044
responsible for national education policy and are therefore clearly inftaerolevekbf the

Scottish education system.

Within the Scottish education system there are other organisations operating iWbso

levelwhich provide support including professional learningp staff working in thehicro-
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leveQ For examplefor the sciences these inCludBSERCSSERC, n.daphd professional
bodiessuch as théOP(Institute of Physics, n.dand Association for Science Educati&®SE,
n.d-a), as well as universities, further education collegasd the four Scottish Science

CentreqASC, n.d.; DSC, n.d.; Dynamic Earth, n.d.; GSC, n.d.)

Concerns regarding thelarity of purpose andunction of those with roles in théhiddle(of

the Scottish education system were expressed by the International Committee of Education
Advisors appointed by the Scottish Government to review and advise on the development of
the Scottish education systemdlt is important not to over clutter the middle tier and to
ensure that the responsibilities for action, for each of the new bodies, remain clear and do not
overlag (ICEA, 2018, p25)

In summary:
Micro-levelactors

1 Teachers
I Support staff in schools

1 Middle leadersin schools (PT
Mesolevelactors

Senior Leadership Teams in schools (SLT)
Local Authorities (LA)
Regional Improvement Collaboratives (§1C

Education Scotland

= =4 A4 -4 -

National support organisations and professional associations

Macro-levelactors

T Scottish Government

1 General Teaching Council for Scotland

Whilst this is not an exhaustive list it hopefully gives a reasonablyde®fied definition of
the boundaries between levels. However, as with many things in education nothing is
completely black and white and there are always some shades of grey involied.

definition is also broadly in line with the levels describedPbigstley, Biestand Robinson

12



(2015,p152)in relation to Scottish education policy and practices. The migua applying
to policy formation, the mesdevel to policy interpretationand the micrelevel to policy

enactment.

Figure 1 illustrates the relationship between the levels with the main interactions and
influences shown by the arrows. However, although this shows the levels as neatly nested
boxes the boundaries between them can be blurred and are certainly permeafdkit is

possible for some actors to work across levels

|
: |
| T T T e e e e e e e e e e e k l
| | Regional and local community (meso-level) I I
[ I
I | r________________________-__________—-I'll|
: : : School (meso-level) The classroom (micro-level) : | I
L1 N
T Teacher | 1
|
. | I school learning i L
R | !
Lol climate/ethos | | :
N R | |h
I : : i | School i > Instruction : I :
| | | 1! leadership |! (nano-level) | : I
[ I i i and peer i E | 1
1T support 11 Subject Matter Pupil | 1
: : : e ) time and motivation and I |1
I I L [T resources participation | | :
I 1
I = l [
I | I
| | L I I
1 I
| H
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I Local authority/RIC/national ' Professional |{ Community ! Parental i |
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Figure 1: The working context of teachers, adapted fRnyk et al. (2010, pp 481)

l1a ¢Sttt a SELX2NAY3I YR RSTFAYyAy3d adzOK GSN¥a
of professionalism is central to any investigation into professional learning and the interplay
between policy and practice. Different professional learning aiets/ promote different

conceptions of professionalism which influences the nature of professional growth, teacher
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agency and identity. Professionalism can mean different things to different people, and there
are several different conceptions of professionalism in the literature. This is disaussied

so thatit can be referred to in subsequeahapters
2.2 Thenature of professionalism

To exploreprofessional learning requires clarity abouhat ismeant bythe complex and
dynamicconcepts of a‘grofessiorfand of Professionalisr® Amore extensivealiscussion of
thesedifficult to defineconceptscan be found on the Stuart Physics b{&@rmer, 2023a)

however, asummary of pointsnostpertinent to this studyis provided below.
A professional occupation is traditionally seen as one which is based on:

the use of skills based on theoretical knowledge,
education and training in those skills is certificated by examination,

a code of professional conduct orientéd2 ¢ F NRa (G KS WLzt A0 322 R:

= = =4 =2

a powerful professional organisatigivhitty, 2008, p28)

Teaching in Scotland can certainly claim to be consistent with the first.tAeseching has

distinctive professional knowledge basehich includes Shulmars (1986) pedagogical

content knowledge, or the range of knowledges describe®bwyland and colleagues (2005,

2013)in their Knowledge QuartetTo teach in Satand one requires a degre® undertake

initial teacher education (ITEjnd to meet theDSY SNJ f ¢ SF OKAy 3 [/ 2dzy OA
standards for registration as a teacher in Scotlé@@CS, 2021mhichincludes statements

on: social justiceintegrity, trust and respect, and professional commitmenthether

teachingis consistentvith the fourth is perhaps more debatable, and indeed may be part of

the reason that this discussionriecessary

By analysigthe place of teaching and its political context in the UK, particularly in England,

Whitty (2008)identified four modes, or conceptions, of professionalism:

traditional ¢ where teachers are trusted members of society,
manageriak, where the state asserts expectations of teachers,

collaborativeg whichfocuses on interprofession collaboration,

= =4 4 -

democraticg where teachers are agents of change.

14



Kennedy, Barlow and MacGregor (2012, p&g these four conceptions not so much as
discrete categories of professionalism but ways of explaining the existence of different
manifestations of power.How power relationships are enacted will result in and fréme
different professional culturespredominant under the different conceptions of
professionalism The way in which professionalism is conceptualised within the profession
by policymakers and through policy can therefore have a significant impact on the behaviour

and efficacy of the professn itself and the enactment and effexf educational policy.

Sachs (2003bntroducesWl OG A @A alG G S O&8S NI LINPNHS AAR 2 WPH NR i 3
LINEPFSAaAREFENRAYQEA o6AGK 2KAGGEQAa O2yOSLIia 21
professionalism antith |  NANB | gSa | yYRVYIOQF 2 ¥ YW2NI & A @S0 uNR F
Boylan et al. (2023)in reviewing the literaturen this area acknowledge there are many
overlapping terms used for related constructs and classify activist, transformative, and
RSY2ONI GAO LINRPFSaarazylftAray a WONRGAOITT LINR
teachers not only being agents of change but aleoking collaboratively Sachs states that

the development of an activist teacher profession relies on teachers developing an activist
ARSyGAGe:T oKAOK AGasStT OFry o6S O NdmGeg& inol O] A
education (Dewey, 1916; Sachs, 2003b, pl3@here teachers believe they can effect
meaningful change and construct their own sadfrratives. Sachs acknowledges this is not
straightforward to develop, nor i easily acquired in a climate where managerialism is

strong (p134andwhere cultures of compliance can dominat&achs states that achieving

an activist teacher profession is premised on developing three concepts; &atste trust

and generative politics, all necessary conditions for a politics of transformation to emerge.

| F NBENBI @S& | y R debcfibe 2oflayctabide prefessiopalism as going beyond

teachers merely collaborating, both with each other and with others, but transforming
teaching and learning through a form of professionalism based on ten tenets: collective
autonomy; collective effacy; collective inquiry; collective responsibility; collective initiative;

mutual dialogue; joint work; common meaning and purpose; collaborating with students,

and bigpicture thinking foralb | I NANB I @dSa 9 hT)/ TRiggmphddisesthe my = L.
professionalism not just of the individual but also of the group, whatever form that
community of practicdWenger, 1998)akes. Hargreaves and Fullan (201@)awing on the

ideas ofBourdieu (1986 K| @S LINPY23GSR GKS dzasS 2F GKS O¢2
AGaStET O02YLRA&ASR 2F GKS GKNBS O2YLRySyila WKd:
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OFLAGIE QY +a RSAONAROAY3IA GKS RSEAANI 6 S 2dzi O2
transformative professionalism ought to result. They contrast this with a deficit oriented
WodzaAySaa OFLAGEEQ FLLNERIFOK (2 UiNGoAcSplichA 2y | €

of professionalism.

For teachers in Scotland, perhaps the most readily available definition, or at least description,

of professionalism can be obtained in the documentation of the General Teaching Council for
Scotland (GTCS). Whilst such a definition may not be statedsebnain any one of its

documents it has published a position paper on teacher professionalism and professional
learning(GTCS, 2017)t statesi K I & G S OK S NJ [fighip fbBedl i b2 yaluds A &Y A &
beliefs and dispositiogs 6 Lm0 YR 32Sa& 2y (2 RSaONWKed ST OA:
key principles on which teacher professionalism in Scotland is built. Collaborative
LINEFSaaArzylrtAay Aa Of S NI & Iy Algcaleshdhefsi | & LIS
as key agents of educational chaige 6 LJo 0 Yl 1Ay 3 NBFSNBYOS (2 GKE
in the field of teacher professionalism and teacher age(idgrgreaves & Fullan, 2012;

Priestley et al., 2015; Sachs, 2Q1&pm Hamilton, former Director of Education, Registration

YR t NBEFSaarz2ylt [SINYyAy3d BICSneds offhe tedcler RS & ON
(Hamilton, 2018, p877n which it has based its documents suctpesfessionaktandards

and guidelines. He lisseveralattributes and acknowledges the debt that ought to be paid

to the work of Sachs, Hargreaves, and others such as Stenhouse, Fullan;iBeamimgnd

and CochrasBmith in informing this conception of a model teachéuthors such as these

are not generally referenced in GTCS documents such as its professional standards, as is also
often the case in many documents from the Scottish Government or national agencies where
references to academic research are a scarcithe general lack of references could be

argued as a means of controlling the narrative of the documeg®sott, 2000, p20)

According toHumes et al. (2018, p972he Scottish Government claim their policies are

evidence informed buthat its record is patchy at best. It appears those within the GTCS
responsible for writing its documents have at least drawn on some research and evidence,

but the exact nature and extent of this research @wblence is not clear, and its documents

are certainly not as well referendes they mighbe, or it could be argued, ought to be.

Echoing Sachs, one of the attributes listed by Hamilimnthat teachers should be

cautonomous while recognising their place within the syste#tamilton describes a new
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Figure2: Key principles of teacher professionalisnseotlandGTCS, 20192

hybrid form of professionalism which encompasses a professional wish for empowerment,
innovation, and autonomy but recognises the public need for quality assurance and
accountability. Byadopting a hybrid model of professionalism there is clearly then scope for
different interpretations and tensions between more managerial or more transformative

conceptions of professionalisto manifest themselves across the education system

The nature of professionalism, and hengmfessional learning promoteds a resultis
influenced by the policy environment atiterefore| nextinvestigatethe significant Scottish

educational policy developments as they relate to professionalism and professional learning.
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2.3 Policy background

So far, this thesimcludes references to various organisations and structures within Scottish
education. To better set these in contettte policy background of Scottish educatismow
described furthey particularly as it relates to teachgrofessionalism angrofessional
learning | began my teaching career in 1984 just weeks before the beginning of industrial
actionwhicnf SR (2 GKS al Ay NI @hdiigns. AtTvasihg be@hieBtNE Q LJI
following Sir Peter Mai@ &  NIMhil2 Ng86)that first introducedan expectationand
entittementthat all teachers participaten both inservice days angrofessional learning as
part of their contract in effect the basic conception of professional learning that has been
maintained to the present dayEarly in myreview ofliterature for this studyl therefore
consideredhe policy initiatives affectingeacher professional learnirgjnce that time, and
their implementation all things | have experiencedas a practing teacher A significant
resource facilitating this are the five editions®¢ottish Educatio(Bryce et al., 2013, 2018;
Bryce & Humes, 1999, 2003, 2008)hese provide ach source of information and analysis

of the main developments in Scottish education, both from a perspeofittee time of each
edition plus with an element of hindsight in subsequent editiofigiure3 shows the timeline

of the majorpolicy developmentgonsideredn this section. A more extensivaldescription
anddiscussion of the developments on thigieline can be foundn the Stuart Physics blog
(Farmer, 2023h)including a discussionf 6 K I i KI & 0 S Softtis®Poficy Stye (1 K S
(Cairney & McGarvey, 2013, p154; Hulme & Kennedy, 2016, ge3)stematic analysis of

the most recent and relevantieacher professional learningational policy documents can
alsobe foundin chapter 5.1 However, in the followingagesa summarnyof relevant aspects

of the policy backgrounds provided.

2.3.1 The context for, and history of, teacher professional learning in Scotland

up to 1999

For much othe 20th Century, colleges of education were funded by central government to
LINE GFANISSeDHce training for teachers. This was very much a provédesystem with
0KS LINE @A RSNAI NISAGHiRBIB/6Ed whefheriieidchersWarticipated in this

was very much up to the individual rather than there being any systemic expectation.
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1985
1986 Main Review — independent review of teachers’ pay and

conditions of service

1990
1991 Introduction of Staff Development and Appraisal for teachers

1995 1996 Restructuring of local authorities from 12 regional and island
authorities into 32 unitary authorities

1998 SOEID proposal for a CPD framework

1999 Re-establishment of the Scottish Parliament and the transfer of
responsibility for Scottish education from Westminster to Holyrood

2000 McCrone Review — A Teaching Profession for the 21 Century

2000

2002 GTCS Standard for Full Registration and Teacher Induction Scheme

2004 Initial Curriculum for Excellence (CfE) report

2005

2010 Beginning of phased introduction of CfE

2010 2010 Donaldson Report — Teaching Scotland’s Future

2011 McCormac Review — Advancing Professionalism in Teaching
2012 Revised GTCS Professional Standards

2014 Beginning of phased introduction of GTCS Professional Update
2015 2015 OECD Review of CfE

2016 First National Improvement Framework

2017 Education Governance: Next Steps

2020 2020 COVID-19 pandemic begins

2021 OECD Review of CfE

2021 Revised GTCS Professional Standards

2022 Muir Report — Putting Learners at the Centre: Towards a Future
Vision for Scottish Education

2023 National Discussion Report

Figure 3: Timeline of major development affecting teacher professional learning in Scotland

However, this funding was reduced and endedthe 1980sand 1990s Following an
extended period of teacher industrial actigikK S A Yy lj dZANE Ay G2 (S OKSNEQ

service led by Sir Peter MaifMain, 1986) recognised the importance of regular and
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systematic professional learning based in schools. The settlement following the Main Report
resulted in the introduction of five #service days per annum and 50 hours of planned activity
time (PAT) in school but outwith normal teaching hours. As atrgmaifessional learning
became more schodkd, and theuse of this teacher professional learning time under the
control of schools. A national programme of appraisas introducediuring the earlyl990s
(Marker, 1999, p920; SOED, 199These two developmenistroduced a tension between

a transformative conception of professionalism witlachers identifying their own individual
professional learning needs through appraisal and there managerial approach to
professional learning provideith schools, which was generally not hétdhigh regard by
teacherg(Marker, 1999, p921-2).

In 1996the 12 regional and island education authorities were restructured into 32 local
authorities. Their smaller size, and it being a time of financial stringency, meant that the level
of central support available to schools and teachers was much reducexse @éntral staff
remainingtended to take on greater accountabiltiriven quality assurance radeather than
supportive ones such as subject advis@satherer 2013 p98J). A focus on standards and

competenciesvasreinforced by the technicist language of the inspection framewdokv

Good Is Our Schoot?l DLh{ 0 6KAOK g+ a FANRG AyGdNRRdzZOSR

Education in 1996 The fourth and currentedition of HGIO$Education Scotland, 201E)
analysed irrelation to professionalism and professional learningchapter 5.1.3 These
developmentsmplied a business model of education and a managerial conception of teacher
professionalism dominated by targsetting and performance management measurégis
scenario may explain, at least in pashy Watson and Fox (2018¢port, two decades after

its introduction, that the take up in appraisal, ProfessionaReview andDevelopment(PRD

Fa A0 o0SOlYS undehiably patckylbéth i t&rBs/of averall implementation
and the rigour with which it is pursu&@135) Teachers had not been willing to campaign
for professional learningit the expense of salaries and other conditions of service such as
reducedclass sizeslocal authorities had regularly sacrificedofessional learningn order

to meet their other statutory duties, and government, despite advocating for it, had not
provided the necessary resources fo(Marker, 1999, p924) These arelbsituations that
could be argued continue to the present dayd resultin a continued separation of rhetoric

from reality.
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Alongside the developments in appraisiacluding the introduction of staff development
coordinatorsinschoold h Q. NA Sy g a thébe was coriSideratiothap aptroding

a framework of continuing professional development for teachers in Scofa@dEID, 1998;
Sutherland, 1997)and although this did not result in a formal framework it inevitably

informed that which followed.
2.3.2 Developments duringhe 21stcentury

The prominence of education in the political discourse in Scotland has been raised since 1999
as education is one of the main policy areas devolved to the Scottish Parliabwniing the

21st Century there have beeseveralmajor policy developmentsn Scottish education

which have had an impact on teachgrofessional learningo some degree These have
included the McCrone Bport (McCrone, 200Q)and its subsequent agreemef8EED, 20071)
Curriculum for Excellenc€Curriculum Review Group, 2004the Donaldson &port
(Donaldson, 2010the McCormac RepofMcCormac, 2011}he introduction of a suite of
GTC9%rofessionalkstandards(GTCS, 2012a, 2012b, 20120} their revisioGTCS, 2021a,
2021hb, 2021c, 2021dhe National Improvement Framewo(cottish Government, 2016b)

and developments in educational governan{gcottish Government, 2017a, 2019dhese

will now be summarisedh turn.
McCrone

During the 1990s there was growing discontent within the teaching profession at the
continuing decline in the real values of the salaries won during the industrial action that led
to the Main Repor{Main, 1986)and subsequent agreemenkrofessor Gavin McCrone was
FLILRAYGSR G2 SR Fy AYldzZANE Ay ®XSHNSORSMNG
findings(McCrone, 2000)vas used by the stakeholders involved as the starting point for a
negotiated agreementSEED, 2001Y hisagreement did not include all recommendations as
originally statedn the McCrone Reparbut the basic principles were taken forward including
an entitlement of 35 hours per annum oprofessional learningthe introduction of the
chartered teacher schenm@esigned to reward teachers who wished to develop their careers
by staying in the classroom rather than following a management ,patfd improved
induction arrangements for new teacherdcCrone described the situation with regard to
0§KS AYRdzO0A 2y &tE shgrtSobscaindalbu§McEndde, 2008, p®
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Agreement was reached following the McCrone inquiry largely because it resulted in
significantly increased teacher salaries which redressed the decline since the Main review.
This continued a recurring trend in teacher salae®r several decades where gradual
declines are redressed following dispute, an inguandthe agreement of significant salary
increase(Forrester, 2003, p1013)PostMcCrone, here continued to bemixed messages
about the nature of teacher professionalisrRofessional learningrimarily remained based

on, or perceived ad;, G (i S yORAdyNEE¥0@ssional learningo be seen as something
provided for, and delivered to teachef®urdon, 2003, p946) Schoolled professional
learningpromoted flexibility but nonetheless there were, and indeed still are, expectations
that government priorities should be achieved/ithin the McCrone agreeme$EED, 2001,
Annex BYhere was also an emphasis on teachers performing tasks, including undertaking
professional learningas directed by and with the agreement of the headteacher, calling into
question the level of autonomy and agency expected of and available to teadhewngever,
McCrone also promoted collegiality implying a momansformative conception of
professionalismbut asMacdonald (2004, p43Z2pommented,a more radical change in policy
was needed in order to createn environment in which Scottish teachers had the time and

inclination to adopta more activistapproachrequired for such collegiality.

Donaldson McCormac¢ and the GTC®rofessional Sandards and Professional

Update

A decade or so after the McCronegport the Scottish Government commissioned two
inquirieswhich led to two influential reportshe Donaldson Rport (Donaldson, 2010nto

teacher educationand shortly afterwards the McCormaeport (McCormac, 2011nto
teacher employment. Both had very significant implications for teachgrofessional
learning The remit given to Graham Donaldson ¢ K2 KIF R NBOSy it & NBGAN
Senior Chief Inspector of Educatiomas dTo consider the best arrangements for the full
continuum of teacher education in primary and secondary schools in Scotland. The Review
should consider initial teacher education, induction and professional development and the
interaction between thend.(Donaldson, 2010, p106)Donaldson was seen by many as an
Wy a Wwkhéh I$&ttish education and in an unusual move was not the chair of an inquiry
groupbut given sole responsibility to conduct the inquiry. Professor Gerry McCormac on the
other hand had spent most of his working life outwith Scotland and was chair of an inquiry

group. Thiggroupwas tasked with reviewing the McCroneregment with a remitto review
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the current arrangements for teacher employment in Scotlartiraake recommendations

designed to secure improved educational outcomes for our children and youngépeople
(McCormac, 2011p60. This review was announced by Michael Russell, the Cabinet
Secretary for Education, as part of the budget agreement reached between the Scottish
Government and the Convention of Scottish Local Authorftt&SLAYhich also included a

L& FNBSTS F2NJ 0SIFOKSNBR>X OKIFy3aSa G2 adzlJ &
O2yaSNIBIGA2yEZ IyR OKIFy3aSa (2 LINRolFlGA2ySNBRQ O
crash of 200§Buie, 2011; Humes, 2013)

The Donaldson Report was a comprehensive review of teacher education auitads
teacher education early career, careerlong and leadership phases. It contained fifty
recommendations targeteécrossmany stakeholders in Scottish teacher educatiofhe
Scottish Government accepted all fifty of the recommendatjdms vast majority in full, but
with a few in principle or in part(Scottish Government, 2011bgalthough it was the
responsibility of many other organisations to implement and deliver many of these

recommendations

Donaldson has had a significant impact on shaping the natuneraféssional learning
making it clear that on completion @fitial teacher educationteachers are not the finished
article and require ongoingareerlong professional learningDonaldson was explicit in his
report of his desire to enhance and reinvigorate firefessionalisnof teachers in Scotland
(Donaldson, 2010, p1®ut was not explicit in defining the nature of this professionalimnty
GKFG AG vy S&@&eptualiséd (Doraldsain, 2010, p97) By not defining
professionalism there is an implicit inference that the reader has a shared underggaofdin
how the term is being used, buh¢ language usetly Donaldsorsends mixed messages
about the nature othe professionalism envisagedthough a managerial conception tends

to dominate

In a Scottish Government commissioned evaluation of the impact of the implementation of
the Donaldson RepotiBlack et al., 2016xonducted by a market research company, it was
NB LJ2 NdatEh&e las been a significant shift in the culture of professional leakning LJy ¢ 0
and according to the teacher seported data on which the evaluation was based that this

shift was demonstrated in four key areas:
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Teachers are more engaged with professidaatning.
There is a greater focus on tirapact of professional learning on pupils

Teachers are engaging in professional dialogue more often

= = 4 =2

Teachers show a greater willingness to try new approaches than five years

previously.

| 26 SOSNE GKAAa SJI t dzZ tharewas widespréad Acknovidetigem@iiJ2 NI
across the teaching profession and among LA and national stakehg|dleas there is a
O2yaARSNIo6tS ste G2 32 o0ST2NB GKS @arxweizy as
Donaldson Report] is fully realiged ¢ LRpmaldsbn himself hastated only recentlythat

much in his report remains to be implementédhapman & Donaldson, 2023, p9)

Following the Donaldson Repottie General Teaching Council for Scotland (GTCS) reviewed
its standardsand introduced a suite of revised professional standards for teachers. In
addition to the Standard for Registratig@TCS, 2012d) requirement to teach in Scotland,
this included for the first time the Standard for Cardeng Professional LearnifTCS,
2012hb) This standard emphasised the change in terminology from continuing professional
development (CPD) to carelmg professional learning (CLPL) in official documentation
related to theprofessional learningf in-service teachers in Scotland, and with it the subtle
change in messaging away from CPD which carried with it some historical baggage towards
I 3NB I G S NJ SO LBKYT hieySEadadyfor @LPL was also different in nature to the
Standard for Registration as it was aspirational rather than ratorg in nature and not
a2YSGKAY3 (S OKSNA ¢ SNBK VBB, 2018 NiesuiteSdE LIS OG S |
GTC%Srofessionalstandards also included the Standard for Leadership and Management
(GTCS, 2012@imed at those in both middle and senior leadership positions in schools. All
the professionaktandards in this suite placed greater emphasis than previously on teacher
leadership, professional enquiry, teachers using research and evidieiocmed practices,

and greater expectations of professional agency. They thus go beyond the traditional view
and criticisms often levelled at competency standgidgtson & Fox, 2015, p13dhich are
characterised by a managerial conception of professionalism. The GTCS grofesdional
standards includes aspects which are clearly more aligned with collaborative or
transformative conceptions of professionalisrithe GTCS revised the suite of professional
standards once more i2021 and these, and related documents, are analysed furiier

chapter 5.1.2.
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The McCormac Report followed soon after the Donaldson Report, and Donaldson was also a
YSYOSNI 2F UGKS aO/ 2N¥YI O NBGASH INRdzLID ¢KS 7T
conditions of service and it revisited many of the issues addressed by McCronededec

earlier. On a surface level it followed on from McCrone and Donaldson and further endorsed

the need for teachers to build knowledge and professional understanding over time through
professional learningalthough without going into any detail of whtitis might look like in

practice. Likewise the report does not articulate explicitly what is meant by the term
professionalism.Kennedy, Barlow and MacGregor (20L2gd critical discourse analysis to
investigate the use of the term professionalism in the McCormac Report and conclude it is
overwhelmingly used in a managerial manner implying a deficit view of the current state of
teacher professionalism.The report could be accused pfomoting professionalism in a

manner consistent with whatlargreaves and Goodson (1996, pR0S & O NRA t&oridala | &
ruseq a way to get teachers tmisrecognize their own exploitation and to comply willingly

with increased intensification of their labour in the workpkce 2 NMentér-(2D09, p221)

describes agéthe deep irony of these processes of curtailing the independence and autonomy

of teachers is that they are usually presented within a discourse of professionafizdtion
Kennedy, Barlow and MacGregor (20¢@)as far as to suggest that rather than being entitled
GAdvancing Professionalism in Teacking i KS a O/ 2NXI O wSLR2 NI &2 dzf |
F LILINPLINA | § 86 OBYNBR Ot SR al YR [/ 2yRAGREBWEY |

McCormac reports an example of hegemony in actiatespiteinitial appearances

The McCormac Report made numerous references to the recommendations of the
52yl fRazy wSLE2NI | YR Sy R?PehdiedsRshoMd hive aczebs tal KS Y X
relevant high quality CPD for their subject and other specraligtonsibilities (Donaldson,

2010, p100; McCormac, 2011, p21L i Ff a2 SyR2NASR GKS D¢/ {C
ProfessionalUpdate (GTCS, n.at), a professional reaccreditation scheme whereby teachers

have to maintain an onlinprofessional learningpg which is approved an#ignedoffCby

0KS (S| ORISWDRASNI AFBSNE TFTAOS &SIHNERO ¢CKAA ¢
recommendation that teachers merely maintained an online profile of tpeafessional
learning(Donaldson, 2010, p99)The process of annuBRDwhich had developed from the

original appraisal processes introduced in the 1990s, plus the five yRafssionalUpdate

further highlighted the entitlement of teachers to ongoipgofessional learningbut also

raised issues around the capacity of the system to deliver appropriate professional learning,

as well as the level of bureaucracy and accountability involddike in many countries, in
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Scotland it is not required fd?PRDto be linked to a school professional learning pl@iCD,
2022, p391) This continues to allow a potentiahisalignmentd SG6SSy | G SI OK
professional learning and thequirementsof the school improvement plaim the S OK S N &

school

Addressing a recommendation dbonaldson (2010, p101) the Scottish College for
Educational LeadershigCELwasset up to ceordinate and deliver support programmes in
teacher, middle, school and system leadership, although it was subseqastybed into
Education Scotlan(Education Scotland, n-f). The OECD review of Scottish education also
recommended thata coherent strategy for building teacher and leadership social cépital
be developed OECD, 201514Q Hargreaves & Fullan, 2012, p@0id thishas been a focus

of the work of SCEL and its successwehich is consistent with promoting a more

transformativeconception of professionalism
Curriculum for Excellence

Teacherprofessional learningolicy and its development do not exist in a vacuum, and
curriculum development has a very significant influence onpfidessional learningeeds

of teachers as stated byStenhousecdcurriculum development must rest on teacher
developmend 1935, p24). The introduction of Curriculum for Excellen@@fE)aimed to
reduce the specificity of the curriculum guidelines and devolved greater degisaéing in
curriculum content and structures to schools and teact{€usrriculum Review Group, 2004
OECD, 2015, p121)

The philosophy ofCfE emphasised teachers as agents of change aweators of the

curriculum, not something that had been a strong feature of the prevmusiculum and

implying a need for professional learnin§ome had describing Scottish teacheashaving

0 S Sd¢professionalise®@ FdgsRilled® & + NBadzZ & 2F KIFE@GAy3a o6SS
rather than professional educatof&atherer, 2013, p9793omething not unique to Scotland

(OECD, 2017EXxhibiting a mixture of conceptions of professionalisine, philosophyof CfE
promotesgreater teacher autonomgScottish Government, 2008, 2011a; SNCT, 280he

same time agreatercollaborationbetweenteachers and with othepartners and a shift in

culture regarding how teachers expeand are expectedo account for theimprofessional

learning (Kennedy, 2013, p935) Thisinevitably raises questions abouhe nature ofthe
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professional learningeachers require for theuccessful implementatioof CfE and how that

isbest provided during a time of financial austerity.

Despite widespread political and professional support for the principles of CfE, the path of its
implementationhas not been smoothDrew, 2013; Priestley, 2018; Priestley & Minty, 2013)
and has resulted in twindependent reviews by the OEQDECD, 2015, 202{hich are
analysed more fullyn chapter 5.1.5At its outset CfE promised a radical change in curriculum
and pedagogical approaches requiring significant teacher professional learning to enable
such changes to be implemented and embedded in practice. In the years since, during times
of relative austeity, there has been a lack of clarity of purpose, especially in the Senior Phase
of CfE, which has inevitably impacted on the quality, quantity, and nature of the professional

learning availableandseen aslesirable, both by teachers and education system leaders.

Following many years of continual curriculum and assessment changes, some would say

¥ dzR AMudply & Raffe, 2015, p155pngoing concerns from many quarte(searned
{20ASGASAQ DNRdzL) 2y {¢9a 9RdzOFGA2YyZ HAMCZI H
Parliament, 2018, 2019; SSTA, 20&nd a successfubpposition motion in the Scottish
Parliament, the second independent reviewby the OECDwas announced(Scottish
Government, 2019d) The Scottish Government acceptedt f (i K &comrehdatidis

(Scottish Government, 2021bhdinitiated a process leading to further report€ampbell &

Harris, 2023; Hayward, 2023; Muir, 2022Yhilst praising the general aspirational nature of

CfE the OECD identifisgtveralissues preventing these aspirations being realised futly.

described education in Scotland as being highly politicised, and perhaps because of this, there
being a policy environment lacking in coherence where roles and responsibilities for those
throughout the system were not clear in relation to CfE. The OEOighlighted the very

high teacher contact hours in Scotland compared to other coungrigsA OK NB RdzOS (St
capacity to lead, plgnand support curriculuamaking and the monitoring of student
achievement(OECD, 2021,97). This inevitablyalsocompromise the ability to plan and

implement teacher professional learning.

It would be hard to argue that the initial promise of CfE has been fully realiseauld also
be hard to argue that there has been any significant change away from a culture of
managerial professionalism towards one of transformative professionalisriihe

opportunities provided, and perhaps requiredyy the introduction of CfE, especially in
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relation to the Senior Phase in secondary schpdias not been taken ¢ KS h 9/ 5Q4&
RS a ONJ LJbusyzsysterd d risk of policy and institutional overfbog@ECD, 2021, p12)

and a lack of policgoherence within the Scottish education system inevitably also agplie

the professional learning of teachers. One of these many policy developments, first
introduced inthe year after thefirst OECDreview of CfE wasthe National Improvement

Framework(Scottish Government, 20b&
The National Improvement Framework

Intheory, the National Improvement Framewo(k IF)should assist with policy coherenbg

setting a small number of priorities for improvement, set within the broad vision qfa@tE

its stated aimh & biiing togkether an enhanced range of information and data at all levels of

the system, to drive improvement for children and young people in early learning and
childcare sttings, schools, and colleges across the whofe 6f2 i {SeogtiE\héGovernment,

2019h p6). Mcllroy (2018 dza Ay 3 |y SEOf I YI A AyiewNatidgl F2 NJ S
Improvement Framework was badly neededp626) He also noted that the OECD
fingerprints were evident in its prioritiesA draft version was published in September 2015

(Scottish Government, 2015¢ssentially for consultatigralthough the exact process and

timescale for this was not madmtirelyclearo [ SI Ny SR {2 OASGASaQ DN dzL.
Education, 2015) A finalised version was published in January Z8t6ttish Government,

2016), and te first of a series of annual updatéScottish Government, 20&p was

publishedin December 2016 Theseare analysed in chapter 5.1.4zrom the outset, ne of

the six key drivers in theNational Improvement Frameworkhas been teacher

professionalism
EducationGovernance Next Steps

Shortly after publishing thirst NationallmprovementRramework the Scottish Government
publishedrevisededucation governance proposdlScottish Government, 2017a) hetitle

of the documentwas telling 6Education Governance: Next Steps, empowering our teachers,
parents and communities to deliver excellence and equity fochilgreré ®his is perhaps a
prime example of whaBryce and Humes (20188 S & O NAtlleShetbrigal piose so
prevalent in much of the documentation issued by central government and the agencies

associated withg o6 LJo U @

28



This set out clearly the aim afusting teachers as experts to shape the education they
provide to young peopléScottish Government, 2017a)/Ne will trust and invest in teachers

and practitioners as empowered, skilled, confident, collaborative and networked
LINEFSaaAz2ylif 3ad a@LHSBSRD 12 (GKS RSOST #Skovtishy i 2 F
Government, 2019a, 2019h)hich whilst emphasising the collaborative and collegiate
nature of education nevertheless placed greater emphasi®t R S| OKSNAE Q | dzi 2
decisionmaking powers.Modelled on the already existing Northern Alliance collaboration
between thelocal authorities in the north of the country which had come together to
cooperate on solving common problems such as the recruitment of teachers to remote and
rural areaqSeith & Hepburn, 20173he governance proposals also included the setting up

of six regional improvement collaboratives (§)@mbrella bodies, each including several

local authorities. The Convention of Scottish Local Authorities, understandably tisese
developmentsasa pincerattack on local authorities and théte introduction of RICsould

diminish significantly local accountability for education in Scoti@rgice & Humes, 2018a,

p9). Others, such as Kier Bloomer, a former local authority chief executive, described the
RICd atopdlown, authoritarian, unwanted and hierarchi€égRedford, 2018, p183and

6 2 dzfreldforde all the worst characteristics of the culture of Scottish educagiénmes,

Bryce, Gillies, & Kennedy, 2018, p975umes (1986had previously commented on the
centralising tendency of central government and the ineffectiveness of local government to
either resist this trend or to really exercise effective local democracy in practice. He
identified a situation where local courloits, lacking a good understanding of many of the

issues involved, effectively hand over power to unelected officials who are more motivated
GAGK 0dzNBF dzONI GAO O2yOSNya GKIYy SRdADdséli A2y | §
officials, in pursuing #ir own interests, do not hesitate to treat their subordinage®t least

classroom teachersin a manner that frequency seems arrogant and contemptéiousd LI n 7 0 @
Priestleyhasdescribed the mestevel of educational governancecludinglocal authorities

and Education Scotland, to be risk averse in the face of accountability pressures resulting in
incomplete engagement, strategic complianaed performativity (Priestley, 2018, p901)

Whilst this may not be a scenario existing in all local authorities, it is clearly not a culture that

promotes transformative professionalism.

It could be argued that the Scottish Government saw local government as a significant barrier
to its policy implementatiorfMcGinley, 2018, p187)TheRICslso gave an opportunity for

economies of scale and the potential to once again provide central su@msisory services
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andforms of networks and professional learnimfpich had been lost in the brealp of the

regional councils into smaller local authorities in 19%#hancial considerations contieuo

be a significant policy drivetdowever, dcal authorities, despite the variety of their modes

of operation in different parts of the country, had generally received good inspection reports
FNRY | SN ala2SaidieQa HMOLISIIR NG SisysitearosesffarGl (oA 2 v
improvement Ay { O2 G ((Mdlsy, 2EBdpd35)iThetefore moves to diminish

their role, along with a strengthened role for the national support agency, Education

{ 020Gt yYRXZ ¢ SNBsupBiigdMimésiaBryce, 2@, p12@ &

Consultation responses to these proposed education governance reforms were mixed at best
and frequently sought greater clarity in the proposals, as exemplified by the statements
YIRS o6& {020f | yRQ&RoyllSocietg of Edinbut¢kD17RE818a 20180)K S
The independent research organisation tasked by the Scottish Government to collate the
responses summarised the overall response @s general, there was support for the
principles behind the Education (Scotland) Bill although there was less support for legislation
to enshrine these principlegWhy Research, 2018, p1Rather than the legislation being
passed by parliament and enacted, the Scottish Government was forced toaohdlits
proposals and a consensus agreement was reached between central government, its
agencies andocal authorities (Joint Steering Group, 2017; Scottish Government, 2018b)
This agreement, perhaps demonstrating the hegemony of the Scottish education leadership
class, tempered the proposals but nevertheless resulted in the setting up of six RICs
encompassing the 3bcal authoritiéd ' YR (G KS RS@St2LISyid 2F (KS
but not the introduction of an Educational Workforce Council for Scotland to cover a wider
range of education employees than that of the General Teaching Council for Scotland.
Mcllroy (2018, p635%aw the governance review as an opportunity missed, and whilst its
aspirations were worthwhile the focus on structures took away from a focus on changing
culture and on teaching and learninlany advocate that the fundamental problems with
Scottish education are cultural rather than structutelumes, Bryce, Gillies, & Kennedy,
2018, p975; Kennedy, 2008, p84and as in the often quoted statement, allegedly made
FlY2dza o0& t SufteNdgill 2atlsizardgp MiPbreakfastd ¢ KS Odz G§dzNBE 2
education has deep seated roots which have encouraged teachers to be compliant and
conformist in the face of the imposition of tegown policy(Bhattacharya, 2021; Humes,
1986)
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DespitepoliticiangYhetoric ofteacher and scho@mpowerment andlevelopingeachers as

enquirers many teachers have not been usedexercising their autonomydemonstrating

agency,or engaging in independent critical thinking about important educational issues

That the subtitle of the ScottisB2 S NY YSy (1 Qa 32 @S aapowgridgouNS G A S &
teachers, parents and communities to deliver excellence and equity for oury¥hff8icettish
Government, 2017ajoes raisehe questions of why teachers hakeen disempowered, and

by whom, as well as what is required to fully empower them in practice. If they arewo

be empowered, and the phrase is to be more tamptyrhetorhA 0> G KSy { I OKaQa
trust and generative politicSachs, 2003lmust beallowed to develop throughan improved

culture of trust in teachers from politicians and system leadérseachers are to be able to

attain any form of transformative professionalism which will have a truly transformative
AYLI OG 2y 020K GSI OKSNA Qandioyi fha gekfdaahce of LINE T S & &

education system as a wholi will only be through such changes in governance culture

In addition to teacher professionalism, school leadership,vea®l continues to be, also
identified as one of the six drivers for improvement in tke-(Scottish Government, 2016b)

The emphasis on leadership has been a strong theme through the Scottish educational
discourse of the 21st Century, and Haenshown to be a significant factor both in school
improvement and effective professional learniigobinson et al., 2009%0 this idurther

explored next.
Teacher Leadership

The increased focus on business models of management in education since the 1990s has
increased the emphasis on strong and effective leadership as a major plank of educational
improvement, remaiing so in theNIFE School leadershigas, and continues to béhe first

of the sixdrivers listed (Scottish Government, 2016p10;20213 p25. Gillies(2018a, p94)
argues that placing such an emphasis on leadership as the soltgioeducational
improvementcan involve an overly mechanistic and formulaic approach to what are actually
complex social and relational problemsTraditionallyi K S  (eSdedhif2das been
associated withthe hierarchicalpromoted poststructuresin schools and the education
systemmore widely Partly due to the work ofthe Sottish Qollege for Educational
Leadership and its successofEducation Scotland, 2020b; Kelly, 201@&ut also
developments internationallyFrost, 2014; Harris & Muijs, 2005; Lieberman et al., 2017;
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Lovett, 2018) an increasing emphasis r®w being placed on teacher leadershigthin

Scottish educatiorin addition to the more traditionally understood middle, senior and
system leadershipsTeacher leadership cuts across the traditional leadership hierarchies in
schools and there are questions over whether teacher leadership does indeed add anything

to the transformative professionalism expected of all teachensd with which there is
significant overlapThere is confusion around the concept of teacher leadgrsinidWenner

and Campbell (201Z) Ay | NBGASg 27F (S| OKS NIohcpturlg NBE K A LJ
ill defined YR G KSNB nfuddindsg/ @St AIFIdNER dey R G KS dza S
the research literature and its enactment in practice a metaanalysis investigating the
association between teacher leadership and student achieverBéen et al. (202Gpund

that teacher leadership activities facilitating improvements in curriculum, instruction and
assessment were those most strongly associated with improvements in student
achievement. It would appear this merely confirms that professional learningitaes

focuseed on improving thenstructional core of the classroomare the most effective at

improving student outcomegatherthan wider leadership activities.

In a national engagement exercise and survey on teacher leadership undertaken with over
1000 teachers across Scotlari¢klly (2016, p27P 2 y Ot dzuuRl cliange in Scottish
education is required to ensure that teacher professionalism and autonomy is equitably
valued anchurtured across the system® LG FLIISEFNR GKIFGO L266SN NB
may still too often stiflethe enactment ofteacher leadership, and too few teachers in
Scotland may yet identify sufficiently esacherleadersfor there to be a widespread culture

of acceptance of teacher leadershigespite the prominence it has been given in policy to
promote both bottomup workforce reform and school improveme(iforrance & Humes,
2015) At the time of the McCormaeport the charteredteacherschemein Scotlandvas
terminated, largely due to the tensions between iparticular conception of individual
autonomy and teacher professionalism andchool and system leadépglesire for
accountability, evidence of impact, and need to allocate specific leadership duties to the post
holders(McMahon, 2018, p863)Torrance and Murphy (201,Apllowing a study based on

45teachersundertakingmasteis-level leadership studsit a Scottish universifystate that

GTensions between differing conceptualisations of teacher leadership, and its
relationship to formal management hierarchies, run through both the literature and

the experiences reported in this Scottish study. In the absence of a clear, coherent
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Scottish account of the concept and consequent practice implications of teacher
leadership, the complicated interactions between formal and informal leadership
expectations will continue to cause tensions in the relationships and practices of

individual shool communitie® ¢ 06 LJn m 0

Although progress may have been made, it appears tieseme way to gdo achievea
culture which promotes effective teacher leadership, and/or transformative professionalism,
Oz2yaraidSyidte I ONHensionsin e coricepyidisation o I€adedship can
also manifest themselves hhow teachers are involved in the policymakpmgpcessand this

is explored in concluding this chapter
Theinvolvement ofteachers inpolicymaking

The research oKraft and Papay (2014nd Kini and Podolsky (201&how that when
teachers feel that they are working in a supportive environment in which tbay
demonstrate agency through having both good levels of autonomy whilst belonging to a
collegiate culture this increasea their job satisfaction, desire to remain in post, and
importantly improvespupil outcomes. Others might describachan environmentas one
which promotes transformative professionalismand one which leads to system
improvement Even if there are opportunities for the teacher voice,h&tprevailing culture

is one of topdown power hierarchies, teachers may be wary of speaking truth to power, and
there are indications of this being the case in Scottish educatimacerbated by restrictions
onengagemg i Ay LI2fAO& RA&AOdzAaAAZ2Y rphy & Rafik S NE Q
2015, p154) The lack of a teacher voice in educational policymaking, and time for teachers
to make meaning out of policy change, as a barrieretactingchange has been well
recognised for some tim@-ullan, 1991, p112)n recent years in Scottish secondary schools
there is ample evidence that many teachers have felt that their voices have not been heard
during thepolicymakingand policyenacting phases for significant issues such as CfE, Senior
Phase curriculum architectures&tishQualificationAuthority (SQARssessment design, and
related workload issuesThishas includedesponseato surveys by professional associations
(EIS, 2013, 2014; SSTA, 201Bapubmissions to the inquiries of the Scottish Parliament
Education and Skills Committ€gcottish Parliament, n.d.n the GTCS review of the first five
years ofProfessionalUpdate (GTCS, 2020and in theNational Discussion on Education
(Campbell & Harris, 2023)Gillies (2018b, p109Wwith the benefit of hindsight, provides a

33

f M



quite pointed critique of the somewhat chequered enactmentadiat is arguably the most
significantScottisheducational policy of the last two decad€XE, particularly in secondary

schools He pointghe finger at the lack of involvement and engagement of teacheklat

stages as the root causdn the words ofBryce and Humes (2018kensions ... can exist

between officialdom and classroom teachers when changes are being intréducédL,Jp H 0 = | Y|
GKSe Fal GKFG Ay tKiKASNI FaldiSIENGBK SINE {80 2Ai2E Al /SR Gy’ S S
G218y 3SaidzZNB RdzNAy3I OFNBFdzZ & YIylI3ISR wo2ya
professional work, contributing to the evolution and improvement of the system as aéwhole

(p54). A similar call is made by Kennedy and Beck in relation to tepecbfassional learning

Ay {026t | yR dthis so#ldrdt bé distussioiwhich edists only among senior
policymakers, it must include teachers and the wider education community in talking together

about what constitutes valuable and worthwhile professional learning, and how we might

best account for our actions in ghspheré (Kennedy & Beck, 2018, p856)

In the future, one would hope that teachers will have an appropriate voip®lisymaking

not justat the micrelevel of Scottish educatigiut alsoat the mesclevelandmacrolevel.
However, even within the constraints of the current system it is possible to give teachers a
voice andpromote teacher agency, not only in their classroom practice, but in their
professional learningand in school improvemengGilchrist (2018has described how focus

on teacherprofessional learningand onusing practitioner enquiryresulted in school
improvement in primary schools in the Scottish Borders. More receRtpertson 2020)
describes how a systematic and consistent focus on individual and collggaigssional
learningwithin a Scottishrsecondary school with aemphasis on improving teaching and
learning has not only improved thprofessional learningulture in the school but resulted in
very significant school improvement. It is a very clear statement tipabfessional learning
isfocused on the needs of individual teachers, but isharedcollegiate manner with a strong
focus on teaching and learnindrawing on amappropriate range of knowledgeable others
and external stimulithen school and system improvement will look after themselves. The
excellent progress madm the school was recognised with an Excellence in Professional

Learning award from the GT(Eyemouth High School, 2019)

In many ways these two examples are jgsodexemplars of what was recommended in the
OECD review of Scottish educatiéri Gakbolderapproach, driven by a focus on teaching

and learning rather than simply system managenigiryce & Humes, 2018b, p50yhey
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are also exemplars of what could be considereddiitpurpose professional learningof
benefit to individualsschools,and the system as a whqglas well as for the education of

young people which is the ultimate purpaose
2.4 Summary

It appears thatthankstothe® | R 2@ {DA{NdiAa K& § Bad®Qdgisiatichahtl W
the general value placed upon education in Scotland, throughout the 20th CeBtatyish
teachers fitted well with the traditioal conception of professionalism. However, the
introduction of a more businedgke approach to educational management in the 1980s and
1990s, with increased target setting and accountability measures, led to the rise of a
managerial conception of professionalism that largely remains to this daythe 2lst
Centuy, much of the rhetoric and ogne of the developmentshave promoted a
transformative conception of professionalism withn increased collaborativeelement,
although this is still very much mixed in with accountability measures promoting
performativity and a managerial conception of professionalidinere is therefore still some
way to go before it can be said that the teaching profession in Scotland exhibits a
transformative conception of professionalism, aaslwell as the political will requirethere

is a significant need for appropriate professional learning to facilitsenecessary culture
change. 1l the nextchapterprofessional learning and professional growth are explored in

more detail.
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Chapter 3 Reviewof literature on professional learning

In this chapter the professional learning literatusexplored firstthe importance oteacher
professional learnindgefore a discussion otheoretical frameworksand models forthe
processes of professional learniagd ofprofessional growth It concludes with aeviewof

factors which impact oprofessional learning practice
3.1 The case for professional learning

High quality teaching has an impact on the learning of children and young pytien
Trust, 2011and professional learning can have an impact on the effectiveness of teachers

(Cordingley et al., 2015, 2018This is summed up well Rauch and Coe (2019)

GThe quality of teaching is arguably the single most important thing that teachers and
a0K22t fSIFRSNAR Oly ¥20dza 2y G2 YIFI1S I RATT
between really good teaching and less effective teaching makes more difference to

learning than any other factor within school. Highality teaching narrows the

advantage gap. Crucially, it is also something that can be changed: all teachers can

learn to be bette® §10)

Individual teachers invariably want to do well by the learners they teach, and education
system leaders and educational reformers want to see improvements in education as a whole
(Barber & Mourshed, 2007; Mourshed et al., 2010; OECD, ritthigre is therefore a strong
rationale for ensuring that teacher professional learning is used to improve valued
educational outcomes. However, this immediately raises questions as to what these valued
outcomes might be, whether there is any consenssiscawhat they might be, who decides
what these outcomes ought to be, what ought to be the means of achieving these outcomes,

and whether we would recognigeliablyif they had been achieved

Some have stated thatew teachers perform as well as more experienced colleaffBese

et al., 2023) however, the rubric upon which théssessmens based is not without its critics
(Ashman, 2023)andeven if that is the caseall teacherscould stillimprovetheir practice
Fewargue that a new entrant to the secondary teaching profession with a degree in a subject
discipline and an initial teacher educati@iif Equalification will be an expert teacher. It has

been shown that it can take many years for expertise to devéBapliner, 2004; Furlong &
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Maynard, 1995) Berliner (20043lescribes a model of teacher professional growth consisting
of five stages of development: novia@lvanced beginnecompetert, proficient, and expert.
Berliner (2004, p20l1gstimates that it typically takes around seven years of teaching
experience for a teacher to reach the proficient stage. Whether or not a teacher then goes
on to become an expert and to demonstrate a high level of adaptive expertise is not assured
and this is likely to be significantly influenced by ongoing professional learning. This is
supported byKraft and Papay (2014)here, for mathematics teachers, it is shown that the
AYLI OG 2F F GeLAOFE GSIFOKSNI 2y GKSANI LlzLJA f &
three years of their career and then more slowly thereafter. This demonstrates that teachers
show a signifiant professional growth in their first few years in their career. However, the
professional environment of a teacher has a significant impact on the rate of professional

growth of that teacher, see figuré

- — -_
0.12 . .= x
- -
- - -
— x - -
g’ 0.1 _ - - « o
€ 7 -
' & &
E rd ._Q'.u-"‘ pwsteney *--G-- LT TR LA ‘D
€ 0.08 - 2 ° °
R "
€= A
g V4
i *1-
2 0.06 d
£
E = =75th Percentile: Quartic
g 0.04 | — Average: Quartic
«+wes 25th Percentile: Quartic
% 75th Percentile: Indicators
0.02 4 o 25th Percentile: Indicators
0 T T T T T T T
0 1 z 3 4 5 6 7 8 9 10+

Years of experience

Figure4: Estimated average returns to teaching experience and how this is affected by the
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The rate of improvement in supportive professional environments is greater but also
improvement is sustained, albeit at a lower rate than in previous years, rather than

plateauing after around four years teaching experience as appears to be the casse in les
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supportive professional environments. The recent availability of longitudinal studies tracking
teachers through their careers, rather than ones comparing different generations of
teachers, has shown the assumption that teachers do not improve afterfihaifew years
of their careers does not appear to be true, provided the professional learning environment
of teachers is a supportive orfPodolsky, Kini, & Darlifdammond, 2019, pp308). There
is of course great variability within the teaching profession, as summed Bodgisky, Kini

and DarlingHammond(2019)

0Of course, not all experience is educative: some highly experienced teachers are not
particularly effective or have retired on the job, and some novice teachers are
dynamic and effective. However, by and large, a more experienced teaching

workforce offermumerous benefits to students and schadls. 6 LJo 1 n 0

The compounded effect of having a series of experienced teachers demonstrating adaptive
expertise for several years in a row has been shown to have a significant impact on pupil
achievemeniClotfelter et al., 2010; Huang & Moon, 2009; Kraft & Papay, 2014; Ronfeldt et
al., 2011; Wiswall, 2013)Many of the welevaluated professional learningrogrammes

have beenshown to havepositive impacts on LJ- NIi A Gédatling d@ndti@ir pupilQ
achievementgBasma & Savage, 2018, 2023; Cobb et al., 2018; Gonzalez et al., 2022; Kraft et
al., 2018; Lynch et al., 2018\t there is evidence that such programma® not typical of

the professional learning experiereef the majority of teacherswvhich result in much
smaller, or even negative, impag{Kirsten et al., 2023)This may be becaudhe quality of
professional learning is difficult to scale beyond sreadlle programme®r the wider
education professiordoes not have the expertise in leading and facilitating the forms of

professional learning found in theell-evaluated programmes.

Therefore, a challenge for the education system isiakesurequality professional learning

and supportive professional learning environments are readily available to ensure eareer
long improvement and an increased likelihood that teachers will progress to developing
adaptive expertise.However, what does aupportive professional learning environment

look like?
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3.2 Theorising professional learning

There have beemanyattempts to theorise teacheprofessional learningVarious authors
have approached the problem from different perspectives praluced models for different
purposes. Some theorise the purpsse outcomes of theprofessional learningthers the
design or modes of professional learnjrand dhers theorise the process girofessional
learningto give an understanding of how professional growth in teachers occurbese

different approaches are discusskdlow.

3.21 Fitfor-purpose professional learning

If professional learning is to be-fitr-LJdzN1J2 8 S (KA a AYYSRALFGSf & NI Aa
LJdzNLJ2 & SKK2 R S/GRA RIS a  2.yAs tiedChers pragozdltiitoagh kel careers
their professional learning needs are likely to change. Due to the complex nature of
education, assuskey (20008 S & ONJA 0 S aNgS O/fd gRateksjbaal I&arniky worksr

all teachersin all situations, or for all possible purposé&uskey also states that the purpose

of any teacher professional learning should be impropimgil outcomes éThe most effective
professional learning planning begins with clear specification of the student learning
outcomes to be achieved and the sources of data that best reflect those outb@@eskey,
2016, p37) He staesthat, only by identifying the desirgalipil outcomes should the type of
professional learning, and the nature of evaluation data gathered to determine its
effectiveness then be decided. Guskeyalso proposesfive levels forthe evaluation of

professional learning:
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Level 3: Organizational Support and Change
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Level 5: Student Learning Outcon{&iskey, 2000)

Although Bubb and Earley (2010) and King (2014) have evolvedD dza | &wal(asion
framework into more extensive and nuanceeersionshis five levelsretain a pragmatic
efficiency. Evaluation at level 5 requiredata which is significanty removed from the

occurrenceof any teacher profession#arning andgiven the complexity of educatiothe
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confident determination of causal links between professional learning activities and pupil
outcomes is likely to be difficultNevertheless chapter 3.1 set®ut that there is a link
between effective professional learning and improved pupil outcomB&cognising the
complexity Evang(2014, p188 argues thatit is only worthwhile to considethe impact of
professional learning in relation to teachemther than on pupiloutcomes. Due to the
additional complexityand ethical issues which would evolved this studyfocuses on
better understandingvhat makes professional learning effectifrem the perspective of
teachers and leaderand draws ondata acrossGuskef @vels 1 to dut does notdraw on

data frompupils

Sachs (2011jdentifies four purposes of professional learning: retooling (new skills for
teachers); remodelling (changing teaching approaches); revitalising (motivating and
refreshing teachers), and reimagining (transformative changes in pragtalesgferring to
teacher rather tharpupil outcomes Harland and Kinder (1997n analysing data from an
in-depth, longitudinal study of the science professional learning of primary teachers,
identified nine different categories of outcomes for professional learning, and suggested

organising these in a hierarchy of impact, seerfigu

Impact on Practice
e.g. changed teaching
practice leading to
improved pupil
outcomes

Higher Order Outcomes

A

Lower Order Outcomes

Value Congruence
e.g. shared codes of
practice and moral
purpose

Knowledge and
Skills

e.g. improved subject
and pedagogical content

knowledge

Motivation and
Attitudinal
e.g. willingness to try a
new pedagogical
approach

Affective
e.g. excitement about a
change or frustration or
demoralisation due to
lack of voice in process

Institutional
e.g. benefits of shared
understanding,
consensus, collaboration
and mutual support

Provisionary
e.g. production of new
teaching resources

Information
e.g. briefing on
curriculum or
management
developments

New Awareness
e.g. increased
awareness of a new
pedagogical approach

t

Professional Learning Input

Figure5: A hierarchy of professional learning outcomes, adapted fitemiand and Kinder
(1997, pp 767)
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Like Sachsthey stopped short of including improvement in pupil outcomes in this

Of FaaATAOI (A 2y ultimét® inténfiokt i 2 Fi KWNPR TiBKi& dhénged € S N
Of F aaNRB2Y 0SKI @Aidpatdn prachice deSdrtt@ksSathviburghitireé

presumably intended to improve pupil outcomelarland and Kinder (1997, p7&en this

G2 Cdz f I y @Eang®in prasie(Eullar? F991dand for this to occur it is likely that

most, or all, of the lower order outcomes need to be present, either aegigting conditions

2N LINPGARSR a LINI 2F (KS LINEI S 264 2021yt3 NSl
' YRY®gf SRIAS are yeRuired, jaidf tHatibdth may themselves depend on the
presence of some of the lower order outcomds seems reasonabjeiven the complexity

of teacher professional learning, thsignificant elements of théower order outcomesnust

be in place if the higher order outcomes are to be achieved.

This alhighlights that thepurpose of the professional learning must be clear before deciding
on a mode of deliveryfor althoughthere are links between teacher professional learning
pupil outcomes, and school and system improvemgise are not automati¢King, 2014
pl07. However, it is likely that the desire to improve pupil outcommsth through an
improved education systems well aghrough improved professional practices of individual

teacherswill apply across discussions associated with teacher professional learning.
3.2.2 Modes of teacher professional learning

Ddza1 SeQa 62N)] Aa TFANXNEE ol Zpbiessidngl leddrihuiddzl G Ay 3
helping teachers, teacher leadeend teacher educators identify and deliver betterfot-
purposeprofessional learningHe statesdSimply doing more of the same old stuff, however,

is not necessarily better. It can actually lead to diminished results, higher levels of frustration,

and increased cynicign{Guskey, 1999, p11)Guskey (2000, p2dyentifies seven major

models ofprofessional learningnd goes on to discuss their advantages and shortcomings

and through this begins to identify the sorts of purposes to which each of these models might

best be suited. Theswajor modelsare:

training
observation/assessment
involvement in a development/improvement process

study groups

o k~ N PRE

inquiry/action research
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6. individually guided activities

7. mentoring.

Although GuskeWB T SNE (rRodaldK SEB UWINR RMSaaA 2yl t f SIF NYAY:
RS a ONXM ¥ 8 R Soft fdofestional learning. He describes them as differing in the
assumptions, expectations and beliefs they make about professional growth, the implicit and
explicit demands they make on the individuals undertaking thand how they are then
likely to impact on both the improvement of the individual and the wider profes&Brskey,

2000, pp289). Due to these differences Guskey advocates that there is no single mode of
professional learning appropriate for all circumstances and that an effective professional
learning plan will be based on several of thesedesdepending on the purposes of the
professional learning. He then states that such a blended programme can therefore result in
professional growth and improvement at both the individual and organisational leefsy

view, it is logicathat a blended approach isiwuch more likely to ense the professional
learningneeds of a greater rangef participantsare met at least to some extenthan any

one singlanode.

A similar approach is taken ennedy(2005, 2014). In 200&ennedy identified nine key
models which she classified in relation to their support for professional authonomy and

transformative practice. These nine models are:

training

awardbearing

deficit

cascade
standardsbased
coaching/mentoring
community of practice

action research

© 0o N o o b~ 0w NP

transformative.

The main characteristics of each of these models were identifdmhg with the
circumstance$n whicheach of the models might be adopted and used. The analysis of the
models led to them being arranged in a spectrum or hierarchy from those having the purpose

of transmission of knowledge through more fluid transitional models to those resulting in
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transformativeprofessional growthn teachers and a significant increase in the capacity for

professional autonomy.

In revisiting this topic in 2014&ennedy revised her classification of models to:

training

deficit

cascade
awardbearing
standardsbased
coaching/mentoring

community of practice

© N o g bk~ w0 NP

collaborative professional enquiry.

In this revision Kennedy made three significant changes to her classification. First, she
relabelled the spectrum of the purpose of the models mfofessional learningas
transmissive, malleabjeand transformative with the spectrum representing an increasing
capacity for both professional autonomy, as before, but also of teacher agency. The
redefining of transitional as malleable better represettie more fluid and often flexible
nature and purpose gbrofessional learningespecially in the middle padf the spectrum.
Kennedy refers to her classification as a spectrum but the listing and diagramatical
representations are always shown as a vertical list, with a directional arrow showing an
increasing capacity of therofessional learnintp deliver professional autonomy and teacher
agency, see figur®. This implies, perhaps not intentionally or explicitly but certainly
implicitly, a hierarchy in the desireability and impact pfofessional learningurther
strengthened by the use of descriptive terms such as transmissive, training, and deficit at one
end to transformative and enquiry at the other en@his is not to say that more transmissive
models of professional learning do not have their place, or do not lead to some professional
growth in its participants.For example, dring the early stages of the COWVIBD pandemic
many teachers benefited from relatively transmissive professional learning of a training or
deficit model on the use of digitébols. This professional learning resulted in the teachers
gaining new knowledge and skills, and quite possibly altering their beliefs of what is possible,

and in doinghis may haveromptedtransformative change their supportfor pupilsand
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Examples of models of CPD which may fit

RafpRgat Mede) within this category

Transmissive Training models

Deficit models

Cascade models
Increasing
Malleable capacity for Award-bearing models
Brotess|aiis) Standards-based models
autonomy
and teacher Coaching/mentoring models
agency Community of practice models
v

Transformative Collaborative professional inquiry models

Figure6: Spectrum of CPIpfofessional learningmodels (adapted [from Kennedy, 2005])
(Kennedy, 2014, p693)

0 KSANI LizLIA £ & Q Thi$ faidel dugsHonsretzrding W& guipose of any given
professional learning activity and whether some modelprofessional learninghould be
priviledged or promoted over others as well the role of teacher agency whidiscussed

further inchapter 3.3.

Second, Kennedy moved the awdrdaringprofessional learningrom being classified as
transmissive to that of being malleable which exemplifies the flexibility required for this
model. For example, awadtokaring professional learningcan vary from being short
transmissive certificatedorofessional learningsessions to transformative masteland

doctoral studies.

Third, Kennedy redescribed the action research and transformative models as collaborative
professional enquiry models as a cath term for the various forms of collaborative
professional learningexperiences which can be described as, or include aspects of,
practitioner enquiry, action research, lesson study, instructional rounds, professional
learning communities, and networked learning communities which can lead to
transformative professional growthof individuals and organisations. Kennedy describes

i KS & Snore af art orientation to professional learning than a specific CPD énodel
(Kennedy, 2014, p693)This is consistent witBochrarSmith and Lytle's (199@pncept of
WSyl dzA NBE  GiourdlwiatesBidith &nd MotkRer's (201@)vocacy for enquirpased

LINEFSaar2ytf fSIENYAYI & F YSkya 2F AyONBL aA
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agenda. It is thereforeA Y I LILINR LINA | S G2 a(parycdlar REINDF WSy |j dzA
professional learning delivery butather as a way of thinking abouthe process of
professional learning Taking amnquiry as stance approach allowese involved to draw
upon a wide range of fitor-purpose professional learning activitieexd modes as is

appropriateto address the issugat hand, but within abroadenquiry cyclestructure.

YSYyySReQa NBGA&ASR Ofl aaAFAOIGAZ2Y , iy viewNl Y& YA 4
better represents the complexity of teachgmofessional learningn practice than her

previous wordingand | consider the concept of a spectrwhprofessional learning from
transmissive to transformative to be very usefulowever the classificationstill implies

there are distincmodek of professional learning wheas in practice particular professional

learning activities mape more complex antiave fetureswhich fit within more than one

category such as collaborative enquiry whitdads to amaward or mentoring designed to

address a deficit Kennedy and colleaguen seeking to understand this complexity,

propod S Rtriple-leds framework F2 NJ | y I £ & & Jrgféssidnal IBarndigblicy, dzF G A y 3
practice and impactFraser et al., 2007, p161)his draws on three differeapproaches to
understanding professional learningBell and Gilbert's (1996aspects of professional

learning see figure 13Y SY Yy SRe Q& FNI YS62N] RA&AOdzAaSR | o2
teacher learning The use of thidriple-lens frameworkemphasises that the different
approacheseek to understand different aspectsmbfessionalearningandhave different
assumptions and purpose#n additional approach is to consider the features that effective

professional learning exhibits and it is to this | now turn.
3.2.3 Features ofkeffective professional learning

Ingvarson (2019, p1@) G | @hSrRis o shortage of knowledge about the characteristics of
effective professional learning activitées Although it has critics (FletcherWood & Sims,
2018; Sims & Fletchétood, 2020Rsdiscussed in chapter 3.6.there is a general research
consensusegardingthe features ofprofessional learningvhich sits at the transformative
SYR 27 YSyy S Ratsormativegd$ofessibizy! learnirig likely to havethe
greatest impact on teacheprofessional growthand pupil outcomesCampbell, 2019;
DarlingHammond et al., 2017; Desimone, 2009; Garet et al., 2001; Kennedy, 2018)
summarised well by the ten principles fprofessional learningdentified by Timperley
(2008) seetable 1
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Principle Description
Professional learning experiences that focus on the links between
Focus on valued student . . .
1 SUtEGHIEE teaching activities and valued student outcomes are associated
with positive impacts on those outcomes.
. The knowledge and skills developed are those that have been
2 Worthwhile content . g L : p
established as effective in achieving valued student outcomes.
: The integration of essential teacher knowledge and skills
Integration of knowledge : : ;
3 and <kills promotes deep teacher learning and effective changes in
practice.
4 Assessment for Information about what students need to know and do is used to
professional inquiry identify what teachers need to know and do.
To make significant changes to their practice, teachers need
Multiple opportunities to multiple opportunities to learn new information and understand
5 learn and apply its implications for practice. Furthermore, they need to encounter
information these opportunities in environments that offer both trust and
challenge.
. The promotion of professional learning requires different
Approaches responsive to . -
6 . approaches depending on whether or not new ideas are
learning processes . . . . .
consistent with the assumptions that currently underpin practice.
7 Opportunities to process Collegial interaction that is focused on student outcomes can
new learning with others help teachers integrate new learning into existing practice.
Expertise external to the group of participating teachers is
necessary to challenge existing assumptions and develop the
8 Knowledgeable expertise ; y v g. P : P ; .p
kinds of new knowledge and skills associated with positive
outcomes for students
Designated educational leaders have a key role in developing
9 Active leadership expectations for improved student outcomes and organising and
promoting engagement in professional learning opportunities.
Sustained improvement in student outcomes requires that
10 | Maintaining momentum teachers have sound theoretical knowledge, evidence informed
inquiry skills, and supportive organizational conditions.
TableY ¢AYLISNI S2Qa @GSy LINR (TOripedeyS2808)F 2 NJ LINR TS a4 A
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inform cycles of learning and action, such as those describ&btifiagerandKessels (1999,

pl3), Timperley et al. (2007, pxliii), and Donotaoal Velasco (2016, p6)Timperley (2008,

p6) also identified four important understandings that arise from the evidence base:

Student learning is strongly influenced by what and how teachers teach.
Teaching is a complex activity.

It is important to set up conditions that are responsive to the ways in which teachers

learn.

Professional learninig strongly shaped by the context in which the teacher practises.
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The study offimperley et al. (200has been included and referred to in several subsequent
reviews of professional learning literatuamdis regarded as being highly detailed, rigorous,
robust, and based on a large scale sanf{@lerdingley et al., 2015, p4)t can be seen from
Timperley'sprinciples that such professional learning must be embedded in the context of
the teacher, integrate new and worthwhile subject knowledge with pedagogical knowledge,
have input from knowledgeable others (KO) to ensure professional growth occurs rather tha
(i K Shariing of ignorance(Guskey 1999, p12pe truly collaborative rather than display
ocontrived collegiality (Hargreaves & Dawe, 199®e sustained, and biecused on valued

pupil outcomes.

Campbell (2019, p683omes to similar conclusions identifying ten features of effective
professional learning grouped in three categories. In summary, her description of effective

professional learning is that it:
1. Hasquality content

which is evidencénformed,
includes attention to subjeespecific and pedagogical content knowledge,

focuses on student outcomes, and

= = =4 =

which considers a balance between teacher voice and system coherence in priority

content.

2. Pays careful attention ttearning design and implementati@pproaches

1 thatinclude a range of opportunities for active avatied CPD,
1 involves collaborative learning experiences, and

1 is jobembedded learning.

3. Ensures attention to adequatupport and sustainabilitirom the outset,

1 including sufficient time and duration of CPD,
9 adequate availability of resources, and

1 has supportive and engaged leadership in schools and at the system level

In a comparison and analysis of nine reviews of professional learning, four general

educational reviewgCordingley et al., 2015; Darlittpmmond et al., 2017; Kennedy, 2016;
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Maandag, Helm&orenz, Lugthart, Verkade, & Van Veen, 20ihtee specific educational
reviews (Basma & Savage, 2018; Kraft et al., 2018; Popova et al.,, 2i@)Ytwo non
education reviews(Cowpe et al., 2019; Salas et al., 20Meston and Hindley (20}9

identified features that were consistently identified across the reviews:

1 Professional learning should be iterative, with opportunities to apply learning in real
practice, reflect and improve over time.

9 Professional learners should see the relevance of the training to their job
requirements and to their professional goals and aspirations.

1 Professional learninghould be designed with a focus on impact on students, with
formative assessment built in for participants.

1 Organisational leaders and facilitators need to create and protect the conditions for
learning, e.g., time and space, while identifying and removiagiers such as
workload.

9 Organisational leaders should demonstrate and encourage alignment between
professional learningand wider goals/approaches, actively encouraging and

supporting the buyin of participants.

They also identify features identified in most reviews but questioned or challenged by one of

the reviews in each case:

9 Professional learners should engage in structured collaborative learning focused on
problemsolving and enquiry.

1 Professional learning is more effective when it has either an explicit focus on a
specific subject area or where there are opportunities to translate generic ideas into
a subjectspecific context.

1 Professional learning should be facilitated through coaching and mentoring, with
opportunities for explicit modelling of skills (including liveleo, and written case
studies), giving feedback on efforts.

1 Professional learnintacilitators and coaches should be experts in both the content
and process of theprofessional learningchallenging internal orthodoxiesnd
providing new perspectives where necessary.

7 Professional learningg more effective when teachers are volunteers in the process

rather than being conscripts.
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Weston and Hindley's (2018palysis identified that how sustained the professional learning
ought to be is a contentious issue questioned in more than one of the nine reviews
considered.Indeed,Kennedy (2016fails to find a robust relationship between programme
intensity and outcomes, witkraft et al. (2018%uggesting that the quality of interactions,
rather than quantity, is of more importanceBasma and Savage's (20i8)iew tentatively
suggests that shorteprofessional learningnterventions appeared to have more impact,
although this may have been due to shorter studies having higher methodological quality and

sample size.

Short, unconnected, oneff professional learningessions are the staple for many teachers
(DarlingHammondet al.,, 2009, p9; Gilchrist, 2018, p89oban, 2002p2;Yoon et al., 2007,

pl). Atleast some of thesme likely to be designed fimraining or deficifpurposes consistent
GAGK GKS GNI¥yavYAaargdsS $Prgfessiopar leamifig/ WhBsRsuehd & LIS C
professional learning, designed to address a clearly identified deficit as describedrbgr
(2021a, 2021kh)may not result in systemic education reform or culture change, or even
professional growth of the individual, it may sh# fit-for-purpose andulfil a specificneed,

albeit perhaps one of the lower order outcomes describedHayland and Kinder (1997)
Hargreaves and Fullan (20088 F SNJ (2 | RSTAOA(0 #¥2RES A & KSIYLIR
approach to professional learning which they argue leads to a loss of teacher agency and a
culture of compliance which ultimately stifles both the professional growth of individual
teachers as well as the development of the wider education systachs (2018)Iso argues

that accountability regimes lead to a culture of compliance. Whilst not indicating
transmissive forms of professional learning will lead to a loss of agency, Kennedy certainly
indicates these are the least likely to build either professiangbnomy and/or teacher
agency. Transmissive form®f professional learningherefore have their place, but they
should not dominate However,Hoban (2002}tates that much of the professional learning
experienced by teachers is of a transmissive,-offenature and is due to many of the
stakeholders in the educational community, including teachers, teacher leaders,
administrators and policynakers, underestimatg the difficulty changing classroom
practice. He attributes this to many having a simplistic, linear, mechanistic view of
educational change and them not appreciating the true complexity of the educational system
or classroom context, in part at Isedue to them only ever having experienced this form of
professional learning and therefore being unaware of alternative forms of professional

learning or how to implement them. Ethnographic studies of organisatiorBromwyn and
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Duguid (1991khowed that they frequently operate in ways different to those laid out in
policies and manuals. Thailsofound that professional learning was often characterised as

operating in a simplistic, linear manner, degure7.

Learning Practice

Innovation
e.g. an expert is the
agent of change;
teacher receives

knowledge

e.g. revised pedagogy;
teacher as
implementer

e.g. new curriculum
imposed; teacher as
recipient of change

A 4

Figure7: Traditional model of professional learni(Brown & Duguid, 1996)

Moore and Shaw (2000jound that oneoff professional learning experiences, often
presented byexternal expert® T NP Y -lévil 8f thyetldcation system or beyonwlere
presumed to lead to improvement in the manner describedignire 7 and were the most
common experience of teachers. Although eofé professional learning can lead to some
learning they may consolidate existing practices rather than lead to significant change in
either the organisation or the individual teachdksoban, 2002, p39)The models discussed
above describe and categorise the purposes and outcomes of professional leaiitige
professional learning process of figure 7 is inappropriately simplistic, if not plain wiong.
the next sectiora separate group ohodelsdescribing the processes teacher professional

growthis explored.
3.2.4 Models of teachemprofessional growth

There is an extensive literature on the processes of teacher learning that result in teacher
professionalgrowth, all of which recognisthe greatercomplexity of the processompared

to the simplisticmodel of figure?. | haveselectedfrom the literatureseveral which | consider
shine some useful light onthe inherently complex process @rofessional growth and |

discuss these in turn.

Guskey(1986, 2002described a simple unidirectional linear path model, see fi@réhe
central tenet of whichs at oddswith the traditional modebf figure 7® D deodieS#@l Q &
implies a simplistic cause and effect relationship between the diffestagesput improved
student outcomes are seen to occur before the teacher changes their beliefs and attitudes

this being the final product of the process
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) Changes to Changes in

Staff Changes in Student Teachers'’
Development Classr(‘)om > Learning > Beliefs and
Practices Outcomes Attitudes

Figure8: A model of teacher chand&uskey, 198&7)

Desimone (2009)describes a linear model but her model is one with bidirectional,
interactive, nonrecursive relationships between the four elements in the model, see figure
9. However, she states a core theory of action is likely to follow the sequence whereby new
professional leamninF A NAE G f SFRa G2 OKIy3aSa Ay landi St OKS
beliefs which then leads to changed teaching practices resulting in improved student
outcomes, all of which is influenced by the context in which the teacher and students are
operating. The nonrecursive nature of thenteractionsleaves some ambiguity about the

ultimate endpoint of the proces$fut improved student outcomes is implied.

Core features of
professional
development Increased
e Content focus teacher : Improved
e Active knowledge and Change in - student
learning skills: change in instruction outcomes
e Coherence attitudes and
e Duration beliefs
e Collective
participation
\ )

Y

Context such as teacher and student characteristics, curriculum,
school leadership, policy environment

Figure9: Proposed core conceptual framework for studying the effectprofessional

learningon teachers and studen{®esimone, 2009, p185)

To theorise the action of a coaching modepodfessional learningraft, Blazar, and Hogan
(2018)appear to propose a unidirectional linear path model, albeit including a few parallel
elements, see figurd0. However, the process has embedded within it cycles of activity
sustained over a period during which teachers have opporiesiid experiment with their

practices in their classrooms between coaching sessions. This implies a more complex

51



Inputs | Teacher Outcomes Student Outcomes
Training : Teacher Knowledge Student Outcomes
Sessions/Workshops e Teachers build content e Student
knowledge improvement on
- e Teachers build pedagogical academic
Coaching knowledge for teaching achievement
e |ndividualized — e Student
coaching sessions improvement on
are one-to-one social and
e Intensive — coaches emotional
and teachers development
interact at least

every two weeks

e Sustained —
teachers receive
coaching
throughout a
semester or
academic year

e Context-specific —
teachers are
coached on their
practices within the
context of their own
classroom

e Focuses — coaches
work with teachers
to engage in
deliberate practice
of specific skills

Teacher Behaviour
e Teachers implement high-
quality teaching practices
Teachers are better able to
identify teaching strategies
to address student
outcomes

|

Curricular Materials

Figurel0: Model of theory in action for a coaching mode of professional leargiingft et
al., 2018, p552)

interaction between the stages of the model than might be assumed from the diagrammatic
representation alone but like Desimone this implies improved student outcomes as the

endpoint of the process

In my view, he complexity and notinear nature of teacher professional learningetter
represented inClarke and Hollingsworth's (2002pdel of teacher growth, see figudel. It

has the advantage of beirfpunded on empirical data from the study of the professional
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The Change
Environment External Domain

External Source
of Information
or Stimulus

Domain of

Personal Domain .
Practice

Knowledge
Beliefs |\ 4——----———— Professional

and Experimentation

Attitude

Domain of
Consequence

Salient
QOutcomes

—» Enactment
“““ * Reflection

Figure 11: The interconnected model of teacher gro(@larke & Hollingsworth, 2002, p951)

fSENYAY3I 2F YIFIKSYFGAO0Aa FYyR aOASyOS GSI OKSN
described as an analytical tool for understanditepcher professional learning and
LINEFSaaA2ylf INRBGgOKOD R K 8 | JEFZdr@Lfthe dodrcedfinénS R I NP
information or stimulus, i.e., professional learning actidgt Personal¢ the knowledge,

beliefs and attitudes of the teacher; Practicethe professional experimentation in the

classroom by the teacher, and Consequengethe salient outcomes. Clark and

| 2f t AYy3ag2NIKQA Y2RSt | ff2gnaviRawodkd KeBapeR Sy G A T
sequence® 0SU6SSy (h&Kvdhichfrecaghide B intlividual and often idiosyncratic

nature of teacher professional growth. They also propose that their model can be used as a
predictive tool when considering potential change sequences for those planning professional
learning. The exact nature of the salient outcomes of the process is also left somewhat open

but would likely include improved student outcomes.
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Evans (2011, 2014gs also investigated the knowledfase required for teachers to grow

professionally, and the processes for them doing so. She acknowledges:

an manyc if not mostg respects, Clarke and Hollingsworth and | seem to be pursuing
the same jigsaw pieces of knowledge that will contribute to the complete, but elusive,
picture of what professional development is and how it occurs. We appear to be

thinkiyad f2y3 GKS &lyYyS fAySaT /fIFN]JS FyR |
I LILINR EA Y (&t §@8S ty @ R YEEREONBYASpl1EEYD ¢

Evans identifies thredimensions of professional development each of which have several
non-hierarchical sulmlimensions, seégurel2. Evans contends that mictevel professional

learning events can contribute to professional growth in one or more of these sub
dimensions. Although Evans describes her model as reflecting a wider conceptualisation of
professional growth than Clarke ald2 f f Ay 3a g2 NI KQad Y2RStf AdG R2
interplay of enactment and reflection between domains so effectively. owéver, she
ARSYGAFTFASa + 1Se adr3asS ra 'y AYRAGARAZ € NB O
providing them with a rationale foundertakingthe microlevel professional learning

activities involved.

professional development
[

[ I 1
behavioural attitudinal intellectual
development development development

B processual | perpetual | | epistemological
change change change

B procedural | (e)valuative | | rationalistic
change change change

| | productive || motivational | | comprehensive
change change change

| | competential || analytical
change change

Figurel2: The componential structure of professional developm@htans, 2014, p191)
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¢CKS AYGSNIrOlGA2Y 0SG6SSy R2YFAya Ay /[/fI N} FYyR
0KS AGSNYGAGBS AYyGSNIOGA2ya 06SGeSSy GKS | alLls
development(Bell & Gilbert, 1996)Drawing on research into thprofessional learningf

science teachers in New Zealand, Bell and Gilbert identified three interrelated aspects of
professional learningpersonal social, and professional, all of which require to be attended

to if professional growtlis to occur due t@rofessional learningctivities leading to personal

professional empowerment and collaborative social workésg figurel3.

Social Professional Personal
Development Development Development

Social
Development 1:
Seeing isolation as
problematic

Personal
Development 1:
Accepting an aspect of my
teaching is problematic

Professional
Development 1:
Trying out
new activities

Social

Development 2: Personal
Valuing collaborative Development 2:
ways of working and Dealing with
reconstructing what it restraints

means to be a teacher
of science

Professional
Development 2:
Development
of ideas and
classroom practice

Social Personal
Development 3: Development 3:
Initiating collaborative Feeling
ways of working empowered

Professional
Development 3:
Initiating other
development
activities

Figurel3: A model of teacher developme(Bell & Gilbert, 1996, p16)
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The interacting social, professional and personal development elements identifi@lby

and Gilbert (1996are similar in many ways to the elements of professional capital identified
by Hargreaves and Fullan (2012)Hargreaves and Fullaimtroduce the concept of
LINEFSaaAirzyl t OF Liadslorming teachiyigSrOeveryasthbidt s KNS ae& (K
education provided by the system iimproved by growingthe professional capital of the
teaching profession by ensuring thpeofessional learning of teachers busltheir WK dzY | Y
O LJAL.&, thé parsonal knowledge and skills of the individual teachers, tHedial capiti

i.e., the ability of the teachers to collaborate effectively, and théliecisional capit®i.e,

their ability to make wise professional judgements. Whilst the notion of professional capital
is not a model of professional growth in the same way as those of Clark and Hollingsworth
and Bell and Gilbertl consider it tonevertheless provide a useful skiption of the
conditions, cultureand policy alignment that need to be promoted throughout the micro
level, mesdevel and macrdevel of the education system if professional learning is to lead
to the professional growth of teachers as individuals, and thereby systiei® improvement

in education as a whole.

lf 6K2dAK /fFN)] YR 1 2ffAy3ag2NIKQa iR . St f
model the complexity of teacher professional learning and professional grotitars have
called for more complex conceptualisations for teacher professional learning drawing on
complexity theory(Keay et al., 2019; Opfer & Pedder, 2010pfer and Pedder state that
oprocessproduct logic has dominated the literature on teacher professional learning and that
has limited explanatory abilify 20@1, p376) They identify three subsystems: the teacher

the school, and the learning activity, and argue that they all interact and combine in different
ways and intensities during professional learning and this complex process influences the
resulting professional growth, and indeed the same professional tjroan be achieved by
different learning pathways. They also argue that professional learning and professional
growth cannot be understood unless there is an attempt to theorize and model the
complexity of tle process. Opfer and Pedder do not represent their model in diagrammatic
form; perhaps a tacit acknowledgement of the difficulty in representing a complex interactive
process in a-@limensional diagram.Keay et al. (2019s well as considering complexity
theory further introduce the concept of ecological thinking to describe the relationship
between the individual teacher, their school, the wider education systamd the

professional learning the teacher undertakes within that system. They also identify five
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complexityinformed drivers and how they inform the recursive professional learning

process, see figurg4.

Self-organise
and interact

Make
Connections

Reflect
and inquire

Professional
Learning

Consolidate,
challenge
and create

Identify and
negotiate
boundaries

Figurel4: Complexityinformed drivers of a recursive professional learning prockssy et
al., 2019, p131)

This diagram does not attempt to show how these drivers interact with each other within the
complex systermor how they relate to either actors or processes in the miexel or mese

level of the education system. The diagranly indicateghat thesedrivers exist and impact

on professional learningnd therefore | consider it to have less value either as a descriptive

or analytical tool than the€larkeandHollingswortfRa OK Il y3S Sy @gANRYYSy i
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3.2.5 Complexity

In the 1980s the concepts of complexity theory, systems thinking, and the learning
organisation developefSenge, 2006)Although Senge developed these ideas in the context

of business management, the wider education system is complex and subject to many of the

same pressures as organisations more readily identified as businesses. Senge identifies that
traditional formsof management which do not recognise the complexity involved can easily
undermine confidence and responsibility in the actors within an organisation and keep
oorganisations in perpetual firBghting mode, with little time and energy for innovatéonb I S

al a2 adl GSa frandy and Niiads daboliuhdéraines the building of vabased

cultures and opens the door for opportunistic grabs at individual power and wealtth LIJE @0 ®

2 KAfwdathW® Ay FAYIFIYOALE GSNXY&X YIFé& 0S8 RAFTFAC
description will be familiar to many working in the education system where the refrain to

reduce teacher workload is commdScottish Government, 2016d; Seith, 2019%enge

FRP20I GSa (KI (i theadtido® widhe sefsa of helpl¥saness dompiexity can

bringé (2006,p69) YR (G KIF G GKS NI 2F aeadasSy GKAy1Ay3d A
YR ARSYUGATE&AY3A GKS dzy RS dfadising detaiicinpliz@yiinteNS & = |
a coherent story that illuminates the cause of problems and how they can be remedied in
enduringways 6 LIMH N 0 @ | 26 SOSNE O2YLX SEAGE R2Sa y2
A Ydynabic complexit@ Ay (GKS gl & O02YLRySyida 2F | aeais

that understanding the dynamic complexity of any given situatidhdsey to success.

A consequence of the mechanistic view of many petakers and system leaders in
education, and the predominance of oid professional learning sessions, is that many
attempts at educational reform are adopted as policy, but not implemented in practice

(Cuban, 1990; Hoban, 200ZJhis may be for several reasons such as:

1 teachers with a realism and knowledge of the complexities of the classroom may not

have been sufficiently involved in the development of the policy;
1 the policy may be in conflict with the existing beliefs and values of teachers;

1 the policy may not be adequately explained or communicated to the wider

community responsible for its implementation;
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i teachers may not have the professional capital and capability required,

1 adequate resource and support structures may not be available to allow the desired

changeand

1 immediate dayto-day, accountabilityand performativity pressures may conflict

with the implementation of the policy.

However, all of these reasonsnply a transmissive, tomlown approach to policy
development and implementation without adequate scope for teachers to show either
professional autonomy or teacher agency, other than that negative form of teacher agency

where teachers quietly subvert, resist, ignore the implementation of the poligPriestley

et al., 2015, p143; Robinson, 2018, p26)mechanistic view of teaching, where it is thought

that professional learning can be served well by-offgorofessional learning sessions, is also
O2yaAraitsSyld gAGK GKS ARSI ARKSAIBIRADSdVok2Yy &4 2 °
YSNBfe Ay (GKS YI yySKINRWher® teadhSr® masterCairangesof 2 NJ |
strategies and techniques, as describedWise, DarlingHammond, TysoiBernstein, and

McLaughlin (1984, p&nd based on the views of a large sample of teachers and principals

I ONRaa GKS | {! o CKAA A& 2L AlSNRE TiBNIMIBA DI O2
where teachers can exercise discretionary judgements and agency and thereby better cope

with the complexity and contingent moments of teaching.

It can be argued that debates about theality of teaching and the introduction of teacher

standards have increased the emphasis on teaching as a craft, with standards listing skills and
competencies teachers are expected to master. It is easy, with a mechanistic view of
teaching,toseetheseasf it 2F ajAftfta (G2 @©B0T] ODModAVHBER> YI &
the teacher standards are written in such a way as to place emphasis on teachers being
engaged in professional activities which recognise tomplexity of the reality of the

Of F aaANRB2Y YR (SIFIOKSNAQ G6ARSNI LINPFSaarzylt |
teaching might be avoided. Thwofessiona standards for teaching in ScotlafGTCS,

2021a, 2021bwhilst including the acquisition of appropriate knowledge and skills, also
emphasie a commitment to the professional values of social justice, trust, respect and
integrity together with growthas adaptive expers open to changehrough engaging with

new and emerging ideasgareflection,enquiryand research. However, whilst this might be

the stated policy for teachers within the Scottish education system it then begs the question
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as to whether this policy is enacted in practice, or whether too many people within the
system work with a mechanistic mindset or are restricted by lack of capacity, resource, or by
excessive accountability, and as a result are unable to engage in tnawagioe professional

learning.
3.26 Models of professional growtlg in conclusion

As is the very nature of modglnone of those described above gives a full description of the
reality of the proces®s of professional learningr professional growthand each alone is
limited (Boylan et al., 2018However, each shines some ligirough itsown lens on the
processes involvedManytreat professional learning as single eveatsl not as an ongoing
process withprofessionafrowththen occurring over time All undertheorise the process

of changewith LISNK I LJA 2yfe /fFN] FyR 12ffAy3agz2NiK
reflection addressing thijsalthough Evans (2014, p185 argues there is aradditional
internalisationprocessnvolvedbut there is still little consideration of what ¢ise processes
might actuallylook like in practice Nor is thereconsideration ofthe use of more generic
learningtechniquessuch aglistributed practice(Dunlosky et al., 2013)None of the models
addressfully, if indeed at allthe role of teacher agencythe collaborative nature of much
professional learning, dhe complexity of the environment in which professional learning is
conducted especially if professional learning is to be transformative in natanel these

now deserve some consideration
3.3 Towards transformative professional learning

LYy KA&a &aSYAYI f LI LEeMNpecive TranstaimiatiorMEzRoteG19T8R 2 Y &
introduced the concept thaadult learning should result in a transformative change in the

learner which results in a meaningful change in behaviour and practice. He saw such

GNF YyaF2NXYIFGAGBS OKIFIy3aS o6SAy3a LINBSOALAGbYGSR o8
AAYLIX & FOldANARY3I Y2NBE AYyTF2NXIFOA2YyI SYyKIyOAyYy
competencies O LIMNy oI A®PSPI y2iG 06& YSOKIYyAAaGAO LINE?
mastery of the skills of teaching as a craft. He also stated tlwdt sansformative change

O yhapgen only through taking the perspective of others who have a more critical
awareness of the psychocultural assumptions which shape our histories and exgerience
(p109), thus emphasising the need for collaborative working and the challenge of a suitable

knowledgeable other or facilitator to help the learner, such as a teacher undertaking
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professional learning, to transform their perspective, and thus behaviour and practice.
recurring feature across the literature on transformative professional learning is the
importance of collaborative sociality and of ageriBpylan et al., 2023016, so | turn to

these topics next.
3.3.1 Collaboration with colleagues

Although social interactions are something not adequately addressein the models

discussed in chapter 3.2(Boylan et al., 2018129, there is much literature which shows

that high-quality collaborative professional learningmpacts on both the professional

practice of teachers and the outcomes of their pugBsyk et al., 2010; Cobb et al., 2018;
Cordingley et al., 2003, 2005, 2015, 2018; Dattiaghmond et al., 2017; Harris et al., 2017;
Lieberman et al., 2017; Stoll et al., 2006; Timperley et al., 2008)laborative working can

manifest itself in various forms, both informal and formal, for examphalingHammond et

al. 2Q017RSTAY S O2 f fromorethkbné dr 8méll grodip inderactions to schodble
collaboration or exchanges with other professionals beyond the schoab LI 0 & C2NJ
purposes of measurement, the OECD in its TALIS (Teaching and Learning International
Survey) studies, categorises collaboration among teachers in two categories depending on

the nature of these interactiongSchleicher, 2020, p3®) ¢ K SesicBangesNdid ew
2NRAYFANIRZYRQOYLIE S AYUiSNI ORRFaSaSAZEEHhichSt OKS R
implies a deeper level of emperation. In the 2018 TALIS study, as with previous studies

was reported that professional collaboration remains less prevalent than simple exchanges

and coeordination between teachers. Collaboratigeofessional learningand working with

colleagues, is valued highly by teach@arn et al., 2010; Farmer & Childs, 202Bpwever,

there are questionsregarding what Scottish teachers understand by collaborative
professional learning In the GTCS survey diofessionalUpdate (GTCS, 2020yvhilst

teachers ratedhe value ofcollaborative professional learnirghly, elsewhere they rated

the impactof it as being relatively low compared to othprofessional learningndicating a

disconnect. This disconnect may be explained by teachers not recognising fully or
acknowledging the informal and impligtofessional learninthat takes place when working

with colleagues as part of their everyday woeken if this has a significant impact on their

identities, values, beliefs and knowled@keris, 2014, p72; Mezirow, 2012, p7but are still

of a mindset thatprofessional learning lj dzI (i §oing ahZours&’ ® { dzOK Ay T2 NXY

implicit professional learnings largely invisible, neglectednd undefresearched(Evans,
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2019) and the significance of it is often undexcognised by organisations and therefore
insufficient time allowed for i{Eraut, 2012) For example, at a critical time of curriculum
development in Scotland, teachers reportédnly occasional examples of meeting with

colleagues to discuss the meaning of the principles @f(Efiestley & Minty, 2013, p48)

Informal professional learningan occur between colleagues on a daily basis in staff bases,
over lunch, or whenever the opportunity arises, and is often serendipi{blogikinson &
Hodkinson, 2005; Mawhinney, 2010; McNicholl et al., 2013; Williams, 2003; Williams et al.,
2001) Suctprofessional learningnay be transmissive at times, bindividual micreevents

or sequences of micrevents also hae the possibility to be more complex and
transformative. It can also be implicit and little recognised by the parties involved or explicit
and recognised readily thadrofessional learningpas taken place. School social structures
and networks are often defined by the teachers themselves and not significantly influenced
by formal school organisational structuréSole & Weinbaum, 2010, p94)More formal
within-school and betweerschoolprofessional learningrrangements can also take many
forms includingprofessional learningcommunities (PLC), teacher learning communities
(TLC), or networked learning communities (NLC). TLCs are often associated with the work of
Wiliam onprofessional learningelated to Assessment for Learnif\yiliam, 2016) PLCs are
frequently schocbased and may encompass a department in a secondary school ofr cross
curricular teams of a few teache(Bolam et al., 2005; Stoll et al., 2006NLCs can link
teachers in a number of schools and may also include partners and knowledgeable others
from universities, professional bodiewm the wider communityBell et al., 2005; Chen, 2018)
Even within these formal arrangements the informal elements can be highly valued and
effective (Kennedy, 2011, p33J)f difficult to quantify. It is not uncommon for teachers to
report the most useful parts of attending conferences or forpraffessional learningvents

are the conversations had over refreshments between the formal ses@iietslicky, 2019,

p35). Within schools there are various approaches teams of teachers may take in their
professional learninguch as coaching, mentoring, and peer networkikaft et al., 2018;
Rhodes & Beneicke, 2002gsson studyLewis et al., 2006)earning roundgPhilpott &
Oates, 2017)action researcl{Fazio & Melville, 2008and practitioner enquinfGilchrist,

2018) All such collaborative practices display characteristics\W#nger's (1998)

W2 YYdzy A A S awheteby gtadk Woik xo@&d3 a shared purpose through shared
knowledge, shared values, mutual engagement, and joint enterprise. In preference to
W2 YYdzy A A S &Tyteet ALEDIO, pa7@E@ ORK 6 62 #INE S &AY Y dzy A (
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more useful term to describe the diverse connections made by teachers when collaborating

with colleagues.

The professional learningof teachers when working with close colleagues may be
transformative if they work together through enquiry cycles, or on practitioner enquiries
G§23SGKSNE o6dzi GKSNB YI & | f DN FDeledmdgnind thid Qi NI y 2
professional learning, such as one science teacher showing another how to set up an
experiment to ensure good results. This is a situation which can be considered as one where

I de®ibitQ Ay 2y S O2ftftSI3dzS A& 0SAfdScuNidghylietvdeS R 0 &
colleagues in such situations, and the impact these discussion have on improving the
pedagogical content knowledd&ind, 2009; Shulman, 1986, 1987 both parties, and as a

result their professional practice and impact on their pugsisould not be underestimated.
Professional learningf this nature is likely to be effective as it is directly related to the
teachingpractice of the teachers, and firmly embedded in the context of the teachers,
allowing easy and rapid transfer of knowledge. However, there is likely to be a limit to the
effectiveness of this form qirofessional learning y R | LJ2 A sharinglofignaade O K &
(Guskey, 1999, p1Becomes a danger. For more complex formgrofessional learninthe

input of knowledgeable others to both extend knowledge and facilitate change is likely to be

requiredto challenge the status quo.

Teachers value working collaboratively with colleagues, especially on ssppxific
matters (Farmer, 2018, p31)and subjecspecific professional learning has been shown to
have greater impact on pupil outcomes than generic pedagogical professional learning
(Cordingley et al., 2015, 2018)The 2018 TALIS study indicated that over 25% of lower
secondary school teachers had not participated in professional learning with a focus on
oknowledge and understanding of my subject fiekd@)Npedagogical competencies in
teaching my subject fieldé)d ¢KS 2 St f 02 specific dedddsodal I@afmingt dzo 2 S C
across the four nations of the UKordingley et al., 201&cknowledged it was challenging

to identify the amount of subjeespecific professional learning available to teachers in
Scotland but suggested there was evidence that professional learning tends towards generic
topics, perhaps as a result of a greaterghasis on interdisciplinary learning in CfE than had
been the case previously. However, others would argue that interdisciplinary learning has
not in fact been well implemented or embedded within Scottish schools and there is a need

for professional learing on this issu€Royal Society of Edinburgh, 2028econdary schools
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are generally split into departments or faculties. These act as more than administrative units,
they provide the professional identity and working context for many secondary teachers
(Brooks, 2016; Helms, 1998; Siskin, 1994he department provides, for many secondary
teachers, the locus for much professional discussion and collaboration about scijéent
knowledge and pedagogical content knowleqgénd, 2009; Shulman, 1986, 1988)well as
other educational matters. Subject departments therefore act as discourse communities and
are the primary site for much of the professional learning for many secondary teachers
(Tytler et al., 2011, p872)

Effective collaboration within departments can be a problem for teachers in small schools in
rural and remote geographical areas as there are few subject colleagues within any one
school, and adjacent schools may be some distance @dagreaves, Parsley, & Cox, 2015,
p306; Tytler et al., 2011, p87.7)School irservice days, which are sometimesamlinated

across a local authority, provide opportunities for collaboration between schools, but there

is evidence from England that these are rarely used well for collaborative professional
learning(Bubb & Earley, 2009, p8Bchools in more remote areas tend to be some distance
from universities, many industries, and other sources of knowledgeable others in any given
subject or in education. In addition, in many countries, the recruitment and retention of staff
has been sbwn to be difficult in rural and coastal areas, particularly in shortage subjects
such as science and mathematiészano & Stewart, 2016; Cordingley et al., 2018; Kaden et
al., 2016; Kitchenham & Chasteauneuf, 2010; Lock et al., 2009; Seith & Hepburn, 2017; Tytler
et al.,, 2011) The provision of effective professional learning, as well as the support and
GrtdAy3a 2F GKS (GSIFOKSNJ 6@ GKSANI YIFylF3aSySyi:
satisfaction in their work and assist in the retention of teacl{@tien &Sims, 2017; Lynch et

al., 2016; Mostafa & Pal, 2018; Sims, 2047 improve pupil outcomegRobinson et al.,

2009) Mentoring and coaching are forms of collaborative professional learning which tend
to be sustained over significant periods of time and the termdraguentlyused somewhat
interchangeablf{Rhodes & Beneicke, 2002, p30Mentoring is commonly used to support

the professional learning of beginning teachers where an experienced mentor supports the
mentee in an exper/ 2 JA OS NBf I GA2YyAKAL] adzOK | A& RdzNRAy 3
(GTCS, n.g), although frequently probationer teachers have mentors from a subject
different to their own limiting the subjectspecific support the mentor is able to give.
Coaching can take different forms but generally involves the coach supporting those being

coachedto develop their own professional learning solutions to the issues they face.
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Coaching and mentoring have been seen to provide significant ¢Giaf, Blazar, & Hogan,

2018, p577)but tend to be relatively expensive in staff time and to have relatively few
beneficiaries(Wayne et al., 2008, p47®hich raises questions about their scalability as a

means of supporting CLPL. However, peatworking of subject teachers, both within and
0SG6SSy aOKz22faz LINRPOARSA | YSIya adkng2 NYAy3
together to enhance information exchange, dissemination of good practices, and the

organisation of mutual support and learniyRhodes & Beneicke, 2002, p301)

2 KAOKS@OSNI YSIya Aad dzaSRI SEZODG A DSOErddRdi t £ @2 NI
O2ft t SI 3dz2Sasz 2y S 2 LINEPKS a1aS\ g EMini2010p T W
The OECD (2015, pp*333), in their review of Scottish education, describe how a school is
greater than the aggregate of the individual teachers working thdtecommens on the

need to build collaborative professionalism in Scottish schools with coherent approaches to
collegiate working, particularly with a focus on those forms having the greatest impact on
pupil learning. It describes social capital as consisting of collective efficatlye belief that

teachers can have a positive effect together, collective responsikglitthe shared
responsibility for success amongst colleagues, and collective autonohhydescribes
collective autonomy ameaning that teachers have high autonomy from the requirements

of top-down accountability, but low autonomy from each other as fellow professionals
making judgments and developing expertise together. Such high autonomy from
accountability and low autonomyrom colleagues is clearly consistent with an activist
teacher stance and transformative professionalishlowever, there remains a tsion

between bottomup, teacheded collaboration and guided, systemic improvement
initiatives. Teachers appreciate opportunities to work together, but the use of this time is

not always maximise@armer, 2018, p35; Schleicher, 2020, p3®)wever, attempting to

overly steer the direction of collaboration can be poorly received by teachers and there is

It g1 €a dontrN&d&o]legidldf §Hargreaves & Dawe, 1990%chleicher reports that:

oMany systems have found it difficult to build collaborative cultures in schools, and to

extend these beyond a few enthusiastic viedl schools and school distriéts. 6 LJo y 0

How well placed both the Scottish educatiosgstem, andndividual teachers, are to achieve

good collaborative professionalism can clearly be questioned given the mixed messages
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regarding accountability and professionalism in recent Scottish educational policy

documentsas raisedn chapter Zanddiscussed furthein chapter 5.1
3.3.2 Teacher agencgnd teacher autonomy

Kennedya (i | ausoaiomy is only ever transformative if it is translated into agéii2914
p693 andlinksanincreasen teacher agencyith amove alondher spectrumof professional
learning towards more transformative conceptions which generally involves more
collaborativeapproaches However, this raises the questiof cause and effect anagthether
increased teacher agency leads to maransformative professional learningr whether
more transformativeprofessional learningeads to more teacher agencgr whether it is
some interlinked iterative procesalso influenced by other factar§he nature of agency is
described byPriestley et al. (2015, p19k a slippery and contested term hiliey go on to
argue convincinglyn my view that it is not a capacity possessed by an individual but that it
is somethingdone by an actor andchieved as the outcome of the interplay between the
actor and their contextand influenced by such factors as past experiences thed
availability of resources Priestley et al. advocate an ecological approach to theorising
teacher agency whereit is informed bythe past (iterational), oriented to the future

(projective), but acted out in the present (practiealaluative)

How teacher agency iepeived by teachers and policy makers is influenced by beliefs, both
in terms of the role of teachers and methods of educational refofBiesta et al(2015)

describe:

GThere is an ongoing tension within educational policy worldwide between countries
that seek to reduce the opportunities for teachers to exert judgement and control over
their own work, and those who seek to promote it. Some see teacher agency as a
weaknes within the operation of schools and seek to replace it with evideased

and datadriven approaches, whereas others argue that because of the complexities
of situated educational practices, teacher agency is an indispensable element of good

and meanigful educatiore 6 LJc Hn 0

This therefore raises the issue of how well the culture of the education system supports
agency in its teachers even within the-pdirvading scenario of everyone in education,

politics, and wider society wishing to see general improvements in education and pupil
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outcomes. There are many in educational system refowho advocatethat this is most
effective through improving support for teachers and the quality of teaghargl thisis

mostly likely to occuwithin asystem where poliesand support at all levels are well aligned
(Evers & Kneyber, 2016; Hargreaves & Fullan, 2012; Hargreaves & Shirley, 2009; Mourshed
et al., 2010; Sahlberg, 2019 such systemseachers are well supported and facilitated by
leaders in the mesteveland macrelevelrather thansubjected toincreased accountability,
bureaucray, and contro] policy andprocess Sahlberg describes GERM,the global
educational reform movemenfSahlberg, 2015, p142yr GroundwaterSmithand Mockler
describeas y WI IS 2 HGrad@dWdtdSkithy. ®&ckler, 2010)

Priestley et al. (2015 ( I ( Sthelp#oindiion @f teacher agenayat individual, cultural

and structural levet may contribute to countering many tegipwn developments that, over

the past decades, have tried to control the education system rather than promote its
intelligent operatiod (p164) suggesting theylo not support the practices of the global
educational reform movement butconsider teacher agency as a driver for more
transformative activityvithin the education systeprhowever, at the same time that without

a suppative education systenenvironment, or ecologythen teacher agency is unlikely to

be achieved. Theiew that teacher agency isnportant for transformative change &lso
consistent withSachs @A S¢ 2 F (St OK S NJ [AQHEexdhtkezoivints new{or OK a
transformative professionalism is the need for teachers to understand themselves better and
the society in which they lig€Sachs, 2008 p14) Sachs describes a protocol for an activist
teaching professionvhich displaydransformative professionalisrandwhich isbased on

nine principles:

Inclusiveness rather than exclusiveness

Collective and collaborative action

Effective communication of ainad expectations
Recognition of the expertise of all parties involved
Creating an environment of trust and mutual respect
Ethical practice

Being responsive and responsible

Acting with passion

© © N o 00 bk~ 0D P

Experiencing pleasure and having f(fachs, 2008 pp1479).
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Sachs describes the transformatmfessionalism displayed by such activist teachers as one
that must come from the members of the profession itself, tlee teachers, but it must be
supported and facilitated by other interest groups and stakeholdiegs those in the meseo

level 1 Sy OS Ssddstri@iénhdofreacher activism is the same in many wayeacher
agency, and one which is dependent both on the individual and the context in which they
find themselves. She also is clear that transformative professionalism across the whole
teaching profession is something to aspire to and may well take considerable time and effort
to achievgSachs, 2008 p16) However, she argues that doisg is a wathwhile endeavour
which will pay off in improved student outcomes as well as having benefits for the teaching

profession itselfa transformative change

Autonomy and agency are oftdimked in the literature, agndeedA & GG KS Ol &S Ay Y
model, see figur®. Whilst teacher agency is something to be achieved by teacteasher

autonomy is the freedom to act or function independentlyullan (1993, pl12rgues that

¢each educator has some control (more than is exercisezt)what he or she doésd LYRSSR
it can be argud that teaching can be a very, and tamten, solitary profession with

insufficient collaboration and collegiate working, even although a teacher working in such an
environment may not feel he or sls a great deal of autonomy ouery decisions affecting

their practice (Hoban, 2002, p171) There is clearly a tension in the education system
0SG6SSYy (Sl OKSNJ Idzizy2Yes dHoywRatthelf flead@andld A G & 2 7
coherence to the education system and the educational experiences of learners as they move

from one teacher to another during their school carettrhas been shown that professional

autonomy is strongly corellated to job satisfaction, perceptions of workload manageability

and retention in the teaching professiofWorth & Van Den Brande, 202@pd this is

particularly strongly related tdhe ability to influence decisiemaking, i.e.an important

aspect ofthe capacity to display agency, over thgiofessional learningoals. In their study

of teachers in Englandyorth and Van De Brandefound that teachers reported relatively

low levels of autonomy over decisianaking about theirprofessional learningand that

AYONBI aAy3a &SI OKSNA Qprdfedzingalienrnviidgoads @S M giedtasti A y 3
potential to increase teacher job satisfaction and job retention compared to all other areas
investigated in the studyWorth & Van Den Brande, 2020, pl6)eacher autonomy and
d2aiSYy O2KSNByYyOS zNi dzY A J i M8 bepossiblety atliieve: W

high levels of both and in doing so create a culture of innovative collaboratitioh

promotes teacher agencgeetable 2
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Low teacher autonomy High teacher autonomy

High system alignment Authorative conformity Innovative collaboration

Low system alignment Micro-managed indifference Chaotic experimentation

Table 2 Combined effects of teacher autonomy and system alignnféfdrth & Van Den
Brande, 2020, pl17)

There is evidence that high performing education systems have a high level of coherence
across all aspects of theeducation system including curriculum, textbooks, pedagogy,
assessmentprofessional learningand policy drivers and incentives are well aligned and
reinforce each othe(Crehan, 2016; Oates, 2017; Schmidt & Prawat, 2006)s cohesnce

and alignment ensures teachers are not pulledseveral different directions at once.

| 26 SOSNE { OKYARG FTYR tNI¥gldiQa O2YLI N GABS
not necessarily derive from tegown policy ordictat. A systemcan exercise degree of
control throughsharedunderstandings andommonpractices rather than organisations and
institutions exerting control. Therefore it appears a well designed coherent education
system with good policy alignment across many aspects can promote high levels of
professional autonomy and teacher agency and lead to good outcomes both for individual
studentsand the educatiorsystem as a wholeThis therefore raises the question as to how
professional learningcan best be used to support such coherence aedelop shared

understandings amongst the teaching professiand what barriersnight prevent this
34 Barriers tofit-for-purposeprofessional learning

Despite the policy driwsin Scotlandi &5 YWJ2 deddidrsEducation Scotland, 2021a)d

g 2

movetowards creating greater teacher ageneith I Odlzf (0 dzZNB 2 F WLJdzf t Q FNR

GKFY WLIzZAKQ TNRY ¢ @azaldsdnR2610,(pkobivingston RG1LNPIBY
reports that not every teacher feels ready or able to do this without sup@ort therefore
professional learningKelly (2016)in a project involving over 1000 Scottish teachers into the

development of teacher leadership, identified similar barriers:

GThe most common responses in the workshops were time, workload and confidence.
However, there was also frequent mention of a lack of opportunities for experience,

appropriate professional learning, recognition, support, encouragement and trust.
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There was very often the mention of the role of hierarchies in Scottish education in
stifling creativity, innovation and leadership. ... The issue of lack of cover came up

frequently, as did unnecessary bureaucracy.6 LIM H 0

a2NB NBOSyidftezr Ay (KS DRdessrnlpiaied@dTesS, 203 G Sl OKS
g1 & NI LI NdieGshglyiakross thedperiod of the study, time and workload were cited

as major contributing factors that limited/hindered engagement with Professional Standards

to selfevaluate and plaprofessional learning 6 LI ihete areirRincreasing number of

comments around the perceived decrease in staffing numbers and lack of funding to support
teachers to access professional learning opporturitiesd Thighadrcoincided with a period

when council budgets had decrgsd (Ogden et al., 2023)There was also some evidence of

a lack of leadership amployer support, at least inéar as teachers being able to see their
desiredprofessional learningeeds throughdsome respondents commented thalthough

they had clearly identified their next steps in professional learning, this was then changed by

... other school priorities being given prominence and determining their professional Iéarning
(p10).

These findings fronScotlandare similarto those found in many other countries; it would
appear this is a persistemnd international problem. Th&013 TALIS stud{DECD, 2014,
pl12)identified a number of barriers for teachers participatingpirofessional learning
Around half of teachers in the international sample identified tpabfessional learning
conflicted with their work schedule and that there were no incentives for them to participate
in professional learningctivities. Other significant barrievgere professional learningeing

too expensive; no relevargrofessional learningpeing available; lack of time due to family
commitments, and lack of employer suppofthis @ttern was little changef€ive years later

in the 2018 TALIS studECD, 2019has can be seen figure 15.

It can also be seen from figures that teachers consistently report that the barriers to
participation are greater than do school leaders. A difference in perception between
teachers and school leaders is reported in other studies, for example, in England 57% of
secondary school seniagdders reported the desire for more subjespecific CLPL whereas

this was the case for 87% of secondary class teac{@osdingley et al., 2018, p20)
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Results based on responses of lower secondary teachers and principals (OECD average)'-?
= Percentage of teachers reporting the following barriers to their participation in professional development

Percentage of principals reporting the following barriers to their participation in professional development

o 10 20 30 40 50 60 %

Professional development conflicts with the
teacher's work schedule

There are no incentives for participating in
professional development

Professional development is too expensive

There is no relevant professional development
offered

Do not have time because of family responsibilities

There is a lack of employer support

Do not have the prerequisites

1. OECD average covers 31 countries for teachers and 30 countries for principals (see Annex B).

2. Includes teachers and principals who "agree" or "strongly agree" that the following elements present barriers to their
participation in professional development.

Values are ranked in descending order of the percentage of teachers reporting the following barriers to their participation in

professional development.

z

Figure15Y ¢&LJSa 2F OFNNASNBE (2 GSIFIOKSNBRQ | yR
development(OECD, 2019 pl77)

Also inEngland, a survepepartment for Education, 2018pnsisting of interviews with 1798
teachers and school leaders conducted in the summer of 2018, 91% reported there were
barriers to accessing effective professional learning. Cost, followedank of time, a lack
of good quality professional learning being available localtgla lack of cover teachers to

enable releasdeing the main barriermentioned.

In a study of 23 professional learning communitie¢she NetherlandsPrenger et al. (2017,
p84)reported high workload and lack of time hindertg collaborationof participantsdue

to lack of preparation for, and absence from, meetings. They also reported (p88) that
geographical issues did not have a significant impagtrofessional learningn networked
professional learning communitiesalthough the Netherlands isa relatively densely
populatedcountry. Difficulty accessing effectiygofessional learnings an issue affecting
teachers in rural areas of Australf@ytler et al., 2011, p872) Teachers working in small
departments in remote areas have a very limited pool of colleagues with which to interact,
especially in their own subjecsomething projects such as that the Pacific Northwest
described byHargreaves, Parsley and G@®15)have sought to addresbrough between

school networks Such collaboration with colleagues working in a similar contean is
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important factor in effectiveprofessional learningCordingley et al., 2018and although
exacerbated by geograplgven teachers in large schools in densely populated areas can

experience isolatioifAli OstovaiNameghi & Sheikhahmadi, 2016; Flinders, 1988)

The lack of time for collaboratiyarofessional learningvith colleagues has been reported as

a major issue for teachers in ScotlgRérmer, 2018yvhich is likely tde exacerbated due to
Scottish teachers havingne of the highestontractedteacherpupil contact hoursvhen
compared to other countriefOECD, 2019a, p417Jhe OECD team tasked with reviewing
CfE observed that the relatively high class contact time of Scottish teachers was incompatible
with their role as local curriculummakers and recommended teachers be given greater; ring
fenced, norcontact time to allowfor local curriculuramaking, including the collegiate work

with colleagues that entaillOECD, 2021, p125The need to addresshisissuerecurredin

the follow up reports oMuir (2022 p48 and Campbell and Harris (2023, p52)

What is largely absent ithis literature, is a recognition of hovwndividual teachers are
supported or constrained by the organisational contexts in which they te8blapira et al.'s
(2023) researchshows that accountability and performativity cultures are widespread in
Scottish secondary scho@ad teachers working is such conteats likely tofind barriersto

them exhibiting agency in a positive mannerThis isoccurringdespitethe evidence that
working in supportive professional learning environmecas have a significant impact on
the attitudes of teachers to their work, workplaces, and professional learning and on the
outcomes of the pupils they teach, and that they can be improved if appropriate actions are

taken(Kraft et al., 2016; Kraft & Papay, 2014; Leonardi et al., 2022)
3.5 Professional learningavailability
351 ¢ S| OK S NA the agalaBlépiofeidnallearning

Writing in the first edition ofScottishEducationabout the views of teachersowards
professional learningviarker (1999)aints a picturén whichprofessional learning was held
in low regard by Scottish teachers. He went on to say that the provisiorfregsently
fragmented andquestionedwhy so much of the avlable professional learning haaeen
focused on management and appraishining rather than on improving teaching and
learning as well agjuestioninghow the quality of schodbased professional learnirgpuld

be raised Purdon (2003, p942ppens the equivalent chapter of the second edition of

72



Scottish Educatioin a much more ujbeat tone withéshA y OS G KS FANRG SRAGA
9RAzOI GA2YQ ¢l & Lzt AaKSR Ay wmMppp GKS g2NIR
Scotland has changed considerably pattern that seems likely to contintieEvents such as

GKS {O020GA&aK tIFINIAFYSYG oSANyYD N2 ERGGERNI] QG KS
McCrone agreement had clearly changed the mood, for some at(astion, 2001, p111)

How much this pattern hagdeed continued is nevertheless debatable discussed in

chapter 2 Purdon touches on this herself, as she states that with the embracing of a
standardsbased and competendyased approach to professional learning this was taking it

in a direction founded on a business approach to education where performance

management ad targetsetting dominate(Purdon, 2003, p946)

Studies from around the world frequently report relatively low satisfaction levels with the
professional learning opportunitiemvailableto teachers particularly in secondary schools,
(DarlingHammond etal., 2009, p21; Hustler, McNamara, Jarvis, Londra, & Campbell, 2003,
pl9; Timperley, Parr, & Bertanees, 2009, p2Z28tler et al., 2011, p875)In the 2018 TALIS
studyteachers reported that the professional learning they considered to have the greatest
impact on their practice are those based on strong subject and curriculum content and
involve collaborative approaches to instruction, however, they also report thair the
participation rates in professional learning including these features ig3mlvleicher, 2020,
pl19), suggesting opportunities to access such professional learning is reswictedchers
were under some pressure to attend alternative professional learairtiyities Gilchrist
(2018) a former headteacher, describes the traditional local authority approach to

professional learning faeachers in a rural area in the south of Scotland as:

ca mishmash of different activities that teachers opted in or out of, or which were
imposed on us from outside by our local authority, and which usually changed on a

yearly basis, or when we got a new Director of Educationd LJc ¢ 0

In his book, Gilchrist goes on to describe the approach he and his staff took to embed
practitioner enquiryin their practice with advice and facilitationrdm a university teacher
SRdzOI (i 2 NEinterestiRy cdn¥etsations at the local authority and at director kevel
(p70) were necessary for this to be allowed to occur. This highlights issues around
empowerment and control of headteachers and teachers in pracfiegingsemistructured

interviewswith 26 teachers of physics acrasg secondary sdols infour local authorities
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in the north-east of Scotlandtheir views on local authority and schelehsed professional
learning weregenerallynegativeand indicated it did not meet their needs wéHFarmer,
2018) For example, when commenting about a large centrally organised local authority

learning festival one teacher said:

dThe Learning Festival was] as much use as a hole in the head. We were told to go
but it was the biggest waste of ntime and not appropriate for our needs at the

time.€ (p35)

Many of the teachers indicated they had very little direct contact with central staff fromn the
local authority, did not know their remits, did not know if there was anyone tasked with
supporting their professional learning, and doubted the capacity of the local authority to
provide such support, especially in subjepecific matters. There wassala perception that
local authority staff were moréocused on quality assurance and accountability than support

for teachers, andteacher commented:

i FSSta tA1S GKSNB jode adually BatchingPaddkisn S oSy

not an appropriate manner to treat professional§36)

It is clear that for many teachers the culture around professionalniegr and their
experience of that provided through their employers is not meeting their needs, well
something also highlighted in studies in other education systéitien, 2019; Timperley,
Parr, & Bertanees, 2009, p228; Tytler et al., 2011, p8¥B¢ need for a culture change was
highlighted byKennedy (2013, p93%) the fourth edition ofScottish Educatigrboth in terms

of what teachers expect of their professional learning and what is expected of teachers.
Financial pressures on local authorities since the breakup of the regional councils into the
unitary local authorities in 199@&nd austerity since the financial crash of 2088s also
limited the capacity of local authorities to provide professional learning suptagtperhaps
unsurprisinghat, against this background, in the fifth edition®€ottish Educatig Kennedy

and Beck (2018pyrite:

GThere has recently been a significant shift towards teatdwforms of professional
learning in Scotland: informal eventsamllaborative spaces that encourage teachers

to promote or share ideas, enquiry or reseagch864)
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It would appear thatperhaps in increasing numbetgachers are displaying some teacher
agencyor sufficient confidenceand looking beyond th@rofessional learning provided by
their employers for alternative provision which better meets their ne¢dsime, 2021)
Despite this trendimprovingthe quality of available professional learning is important for
both meeting the needs of teachers and improving the performance of the Scottish education

system and the outcomes of its pupils. This requires effective leadership.
3.5.2 Leadership oprofessional learning

Good leadership is essential for professional learning to be successful, especially if that is to
occur in consistently impactful ways across a school or the education system more widely.
AsBubb and Earley (200%)ate ¢professional development does not just hapmehhas to

be managed and leb¢ ¢ Tidaperley®(2008, p2X) A &Adtide Léadership | & 2y S 2F ¢
ten key principles foensuringprofessional learnings effective. An example of what might

be meant by this is described Baly (2010)n terms of how teachers might be encouraged

G2 O2ftF062NI 0SS Ay (KSANI LINERS ardvitliggyting and S NJ A
RANBOGAGSa (G2 Wg2N] (23SHKSND R2SE ywadib oy 02
effectiveprofessional learningn a groupof teacherst is not only imporant to have expertise

within that group, and time and space to share that expertise, but there must be sufficient
leadership and facilitation to be able to identify who has the expertise and to be able to
access and cordinate it(Coburn, et al., 2010, p48)r to know when toook outwith that

group for expertiseandto ensure there isufficient resource to suppothe activitiesof the

group. In their review of evidence on the effective leadership of professional legrning
Cordingley et al(2020)state that effective professionalearning by teachers is dependent

on having an effective environment for professional learnimgchoolsand this environment

is shaped by the values leaders promote, how they are rooted in their community, how they

enact and model professional learning themse|vasd the systems and structures they

design to operationalise thm. They alsadentify practices required of school leaders if they

are to maximise the impact of professional learning on school improvenidrgy state that

oawhat matters is how CPDL [Continuing Professional Development and Learning] activities

[are] designednd alignedto support active professional learnifacused on aspirations for

pupil€ 0 S Y LI | & A(Gordingley & AR 2820 yh6Peridaps this is well summed up in

this statement byFrost (2011)
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a dteadhers really can lead innovation; teachers really can build professional
knowledge; teachers really can develop the capacity for leadership, and teachers
really can influence their colleagues and the nature of professional practice in their
schools. Hoaver, what is abundantly clear is that teachers are only likely to do these

things if they are provided with appropriate suppért. 6 LJp T 0

The effective leadership of professional learningoisth complex and nuancedThe OECD
(2011)comparedhe failure of many educational change initiatives in the USA with suctess

onesin Ontarioand concluded that most toglown educational changeitiatives were:
aunableto achieve deep and lasting changes in practice because:

1 the reforms were focuses on things that were too distant from the instructional
core of teaching and learning;

1 the reforms assumed that teachers would know how to do things they actually
RARY QiU 1y26 Kz2g¢g (2 R2T

1 too many conflicting reforms asked teachers to do too many things
simultaneously; and

9 teachers and schools did not buy in to the reform stradegy o LIt n 0

These are all features that will resonate to some exfenmany Scottish teache(®/cliroy,

2018, p626)and with observationsby Chapmanand Donaldson(2023) The lack of
leadership, time for meeting and group administration, too little focus on teaching and
learning but too much on administrative issues and accountability agendas dictated by the
local authority was commonly cited by teachas compromisinghe effectiveness of local

authority subject groupgFarmer, 2018, p35)The OECD report goes on to state that:
oto achieve sustained change, then, would require:

1  Strategies directly focused on improving the act of teaching.
1  Careful and detailed attention to implementation, along with oppotties for
teachers to practice new ideas and learn from their colleagues.

1 A single integrated strategy and one set of expectations for testbhers and
students.

1  Support from teachers for the reforra4OECD, 2011, p74)
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Robinson et al.2009)show thatschool leaders can make a differertoepupil outcomes,

both achievement and welbleing and the largest single factor affecting this is ithe
promotion of, and paticipation in,teacher professional learniragtivities(p42). In doing so
school leaders have a deeper appreciation of the conditions required to achieve and sustain
improvements in pupil learning, arate better able todiscuss with and support teacheis

make the necessary changes to class organisation, resourcing and asses&roensistent
feature in the literature for effective collaborative professional learning is the need to build
trust amongst participants in order thalhey avoid defensivenesSut engage positively in
sharing practice and experimentatigddams & Miskell, 2016; Bolam et al., 2005; Bryk &
Schneider, 2003; Stoll et al., 2008) is important that those responsible for theadership

of professional learning develogchool cultures which promote teacher learning through
communities of practicgWenger, 1998)hat are focused on improving pupil learning.
Effective communities of this nature have a strong sense of collective responsibility and
accountability for pupil achievement and weking;this is very much consistent witie
transformativeconceptions of professionalismbfl NEANK | @S a | y RandSaths2 yy 2 NJ
(2009).

Oneapproach to school leadership with a clear and strong focus on a consistent approach to
improvingteaching and learning througtme professional learning of teachers is described

by Robertson (2020 his somewhat provocativeliput probably accurateltitted, 0 2 2The W
¢SIFOKAY3 5SfdzAA2YY 2Keé GSIOKAYy3 Ay 2dz2NJ a0K2?2
better)Q ®his approacimnas resulted in a positive change in culture and the development of
an effective community of practice with resultant improvements in pupil outcomes in a
Scottish secondary schoolt is clear that when school and system leaders follow research
evidence make research papers and books readily available, develop a common language
and understanding around teaching and professional learniagd support the
implementation offit-for-purposeprofessional learning for their teachers with a consistent
focus onimproving teaching and pupil learnirlgis can result in improved pupil outcomes,
improved school and system performance, more motivated and engaged teacmersa

much greater likelihood of the exhibition of teacher agency and transformative
professionalism throughout the education systenThis is consistent with the plausible
professional learningnechanisms identified b€oe et al(2022 p37) who also identify the
importance ofti S I O Knfexskamtinghe teaching and learning of their subjést(Coe et

al., 2020 p17. However, he provision of subjeespecific professional learning appears to

1



be valuedand prioritisedless by school and system leaders than by teac{@osdingley et

al., 2018) Thepotential benefits of subjecspecific professional learning are explored next.
3.5.3 Subjectspecific professional learning

adzOK 2F GKS RAaOdzaaArAz2y | 020S KIFa 0SSy NBfI
f SENYyAY3 odzi y28 GKS WgKIGQd | 26 SOSNE GKS 7T
professional learning are that it should becused on valued student outcomes and have
worthwhile content(Timperley, 2008)andCampbell (2019, p68sts as her first component

of effective professional learning that it should hasig dz f A (i & wHB ¢hkilRigsl £

attention to subjectspecific and pedagogical content knowleélgéd number of reviews

make the claim that subjeetpecific professional learning is generally more effective at
changing the practice of teachers than generic professional leaf@ioglingley et al., 2018;

Desimone, 2009; Desimone et al., 2006; Garet et al., 2001; Institute of Physics, 2020b; Wei

et al., 2009) Hill and Papay (2022 p9 state that professional learning targetirtpe

improvement ofsubjectspecific instructional practices is more impactful than professional
learningfocuS R 2y RS @St 2 LIA y ebntaint&hodled§eNadoae. Thed@reatS O (
Teaching ToolkifCoe et al., 202Q)Jf | OS & | G S ludkrSadddbe coher Rey (i 2 &
are teaching and how itisleagit 6 LJp 0 Fa GKS FANBRG LINAR2NARGE T
LIdzLJAA € aQ € SFNYyAyYy3I | yR (Léokakdi, 2030 Ledd&di G al./ 20ZR)s /| K|  f S
0KS ONRGSNARIF GKIFG G €tSHadG pms: 27 -spelificcOKSNEQ
This target was set against a background where the amount of sufpecific professional

learning available, perhaps with the exception of the STEM sighjes small with most
schootbased professional learnirigcused on generic school improvement topid%oung et

al., 2014, p198)

Subjectspecific professional learning is clearly mthvan just a focus on content knowledge,
but defining exactly what is meant by subjesgiecific in the literature is relatively difficult.
Cordingley et al. (2018n a reporffocused on subjecspecific professional learning, identify

three aspects of subjedpecific professional learning:

oSubjectspecific CPD is defined here in terms of programmes and activities which
F20dza 2y SyKIFIyOAy3d G(GSIFOKSNEQ dzy RSNRAGFYRAY:
knowledge); how pupils learn in those subjects and how to teach them (sometimes

called pedgogic content knowledge); and/or helping teachers to understand how
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generic CPD might apply to specific learning issues in the subjects they teach, in

explicit and structured wagse 6 LJH 0

This is a simple andfettive description.®ubjectd LISOA FA 0Q @SNEdza WISy SN
dichotomy but they are on a spectrum drawing not just on subjecttent knowledge but
particularlyon pedagogical content knowledd&ind, 2009; Shulman, 1986}-or example,

what might be seen as a more generic pedagogical skill such as questioning, the asking of
good questions of pupils to provoke their deep thinking and to uncover their understanding,
actually requires a good level of subjegtecific knowlede such as knowing and anticipating
common misconceptions, and having deep and connected knowledge of the subject content
in order for a teacher to respond appropriately and effectively to pupil answers with suitable
prompts or followup questions. Howevethe subjectspecific knowledge required by a
teacher can be quite granular and vary with both topics within a subject or discipline and the
level being taught. For example, the knowledge needed by a teacher to able to ask questions
effectively even whin one topic, such as forces within physied| vary significantlyvhen
teaching fiveyearold pupils compared to eighteeyearold pupils. Therefore, if
professional learning is to result in professional growth of the participants there is a need for

it to include generic principles but also for these to be explored and practised within the
subjectspecific context in which the teacher works. Such professional learning has been
shown to be valued highly by teachdfordingley et al., p20, 2018; Farmer, 2018; Tytler et

al., 2011, p876)Integratinggeneralpedagodcal ideaswith subject content and higluality
instructional material$ias also been shown to have significant impact on teacher practices
and pupil learningCobb et al., 2018; Lynch et al., 2019)ghperforming education systems

also frequently promote collaborative, enquibased professional learninfpcused on
developing subject expertig€€ordingley et al., 2018, p23However, there is evidence the
professional learning available to teachers in Scotland tends towards the generic, perhaps as
a result of CfE privileging skills and interdisciplinary learning compared to disciplinary
knowledge(Cordingley et al., 2018, pT1) s KA OK A& O2yaArailiSyitE oA 0K
and the need for greater clarity for the role of knowledge in the curricu{@&CD, 2021)

For several years, Education Scotland has conducted professional learning surveys of
practitioners in the STEM subjects in early learning and childcare, primary, secondary, and
additional support needs setting&ducation Scotland, 2019b, 2021b, 202Z2)nsistently

the top three priorities for professional learning have been identified as effective pedagogy,

skills progression, and curriculum development in the STEM subjé&tis.need for more
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subjectspecific professional learning as well dBat on effectivelearning and teaching
practices was also reported byuir (2022, p48)and Campbell and Harris (2023, pp31
This shows that teachers in all sectors of Scottish education wish to engage in-splejeific

professional learning in the subjects they teach above professional learning in other topics.

If it is accepted that teachers requitenowledge and skills on a topic and level basis it
becomes clear that a teach@rdegree qualifications and initial teacher education are unlikely

to have provided a goo#nowledgeof all topics within a subject or across all levels any

teacher in Scotland is likely to be expected to teach, whether that be a primary teacher
teaching a wide range of subjects to pupils aged five to twelve or secondary teacher teaching
across all of thedpics within one or more subjects to pupils aged twelve to eight&érere

isthereforea need for subjeespecificcareef 2y 3 LINBFSaaA2y |t € SFNYAY:
professional growth whilst iservice.However, this still leaves questioasundidentifying

the active mechanisms involved in effective professional learning and hademndfy when

effective professional learning @xcurring. This is explored next.
3.6 Identifying professional learning
3.6.1 Professional learning mechanisms

Despitethe general consensus on the featureséiectiveprofessional learning as described
inchapter3.2.3 it is contested This is due tproblems aggregating data across metadies

and metameta-studies a technique popularised byattie (2003) a lack of specificity of the
actual practices used in studies, and a lack of data for some set@ihgsing & Slavin, 2016)
Yoon et al. (2007)in analysing 1300 studies potentially addressing the effect of teacher
professional learning on pupil achievement outcomes, considered only nine met the
relatively rigorous What Works Clearinghousédence standardglnstitute of Education
Sciences, n.d.and all of thenfocusedon primary aged pupilsndicatingthat at least before
2007therewasa dearth of studies on the professional learning of secondary teasttgch

met these standards In a review for the Education Endowment Foundati&ms et al.
(2021)attempt to go beyond the features of professional learning to identify the mechanism
which characterise effective professional learninghey question the methodologies and
assumptions used iprevious meta-studies and propose anethodology, based on the
FylFf@3aAad 2F LINPINFYYSEAT F2NX¥A& YR YSOKIFyAays:s

effective, as opposed to just plausible, interesting or enjogdBiens & Fletchewood, 2019,
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p79). There arealsoquestions over cause and effect; is it that the professional learning that
leads to changes in attitudes, beliefs, practices and culture, or is it only because of a pre
existing culture that the forms of professional learning which are seen as beingffextive

are enabled and allowed to occur? Again, this may vary to some extent depending on the
purpose of the professional learning and in attempting to distil a relatively simple message

the complexity of teacher professional learning might not beyfattknowledged.

In their review Sims et al. identify four purposes of professional learning:

Helping teachers gain new insights (1)
Helping teachers pursue new gaiitected behaviours (G)

Helping teachers acquire new skills or techniques (T), and

= =4 4 -2

Helping teachers embed changes in their practice (P).

Sims et al. applied quite narrow inclusion criteria on the studies included in their review.
These criteria included only considering randomised control trial studies conducted in OECD
countries, published in English after 2001, and where outcomes weesuned in terms of

the performance of students in standardised tests. A statistical analysis was applied to the
reported effect sizes from the 104 studies which were included, although over 70% of these
were in the USA. They only included mechanisms ati@re was empirical causal evidence

not only in teacher professional learning studies but in other domains such as psychology,
health promotion and behavioural medicine. This resulteébirteen mechanisms which

they grouped against the four purposes as listethlle 3.

Sims et al. found that there was a correlation between the number of mechanisms included
in any professional learning programme and outcomasd that professional learning
programmes which include mechanisms balanced across all four purposes are more likely to
be effective. Three forms of professional learning: instructional coaching; lesson study, and
strong teacher learning communities wetdentified as possibly providing a vehicle for
professional learning with a balance of mechanisms, although ewettiirds ofthe studies
considered could not be assigned to one of these three fowhsch implies effective
mechanisms could be found in a wide range of professional learning activiies/ever,

programmes of professional learning which included a combination of instructional
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Purpose Mechanism

Insight (1) Manage cognitive load
Revisit prior learning
Goals (G) Goal setting

Creditable source
Praise/reinforcement
Techniques (T) Instruction

Practical social support
Modelling

Feedback

Rehearsal

Practice (P) Prompts/cues

Action planning
Self-monitoring
Context-specific repetition

Table3: The professional learning mechanisms integrated into the IGTP r{bides et al.,
2021, p21)

coaching, lesson study, and strong teacher learning communities were shown to have three
times the effect on student test scores than programmes only involving one of the three
forms. This isconsistent with Evanss (2014, pl92)observation that more effective
professional learning activities will likely involve multiple aspects of her three dimensions of
professional development. It is also consistent with the finding3adib et al. (2018 their
eightyear study into improving middle school mathematics in schools across four large
districts in the USATheyshowed the importance of combining a range of activities including
high quality professional learning conferences/events, instructional coaching, teacher
collaboration time, and teacher networks together with good instructional materials and

support for arrently struggling students

Sims et al. also investigated how well programmes of professional learning were
implemented, although this was only based on twetwy Education Endowment
Foundation funded studies in England. Nevertheless they identified three strong themes

(Sims et al., 2021, ppS=):
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1 High fidelity is unlikelyg even programmes which were implemented relatively
faithfully saw substantial adaptation and deviation from planned programmes.

1 The support system, intervention design, and school context influence
implementation¢ good guidance and teacher educator support are important for
translating good ideas into practice, support from school leaders, and time to make
the intervention work ae all required.

1 LYGSNBSyiGA2ya NB Y2NB fA1Sfte (42 0SS AYLX S
needsc¢ it is important there be good alignment between the intervention, the
a0K22fQa LINA2NRGASAZ IyR (4KS NBlIfAlGe 27

participation straightforward and convenient.

Again, these findings are consistent with thoseCabb et al. (2018, pp23B) and withBryk

et al. (2010¥rom their extensive studies in the USA.

Sims et al. acknowledge the limitations in their revi€021, p55, p59)particularly the
narrow criteria used giving a limited number of studies in a limited range of contexts, and the
variation of definition of terms in different studies, however, it is a significant attempt to
identify the active ingredients in teacher gessional learning rather than broader forms or

modes of professional learning as has been the case in other reviews anéimeéias.

The work ofCobb et al. (2018) and Sims et al. (202dyertheless both show that even the
most well designed programmes of professional learning are rarely implemented effectively
It is therefore appropriate to consider hatlve professional learningctually experienced by

teachers might be identified.
3.6.2 Identifying professional learnin@ctivities

Toidentify what professional learning is undertaken by teachers it is first necessary to define
what actually counts aa professional learningctivity. It is universallyacknowledged that
participation in courses and events such as conferences is professional learning but
professional learningantake many forms and take place in many settiagd the impact of

more implicit and informal professional learning is frequently overlooked or not given

adequate recognitiofEvans, 2019)
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In Scotlandthere is a formal requirement for teachers to undertake professional learning,

both to meetthe standards for registration as a teachengoing reaccreditatiofGTCS, n.d.

e, 2012d) and as part ofthe nationally agreed pay and conditions of service negotiated
0SG6SSy ylriAaz2ylt 3JI2@0SNYyYSyidz t20Ft I dziK2NAG&
Scottish Negotiating Committee for TeachegfSNCT) Teachers have a contractual
expectation to undertak&5 housof professionalearning per yea(SNCT, 2007, para. 3.11)

¢KS 9RdzOF GA2y It LyaidAaddzaisS 2F {0204tFyRx {021
practice on working time arrangements for teachers describes the professional learning
activities to be undertaken biyeachers during the 35 houshalléconsist of an appropriate

balance of personal professional development, small scale school based activity, attendance

at nationally accredited courses or other CPD acti¢ifiE$S, n.da);, which leavesa broad
interpretation of what activities might qualify. However, each teacher also has to have their
professional learning plan for the year agreed by their-fimenagerr & LJt NI 2F GKS 0
annualProfessionalReview andDevelopment(PRDprocess(GTCS, n.dl) which therefore

placesan element ofesponsibilityfor deciding what professional learning midgig¢ deemed
appropriateon the linemanagers of teachersThere are also fivin-servicedaysper year

where schools are closed to pupils but open to staff to allow for collegiate working as planned

by their employerdSNCT, 2007, para. 3.5puring these five days some of the activities
undertaken by teachers will be administrative in natimat there is a general expectation

that some, if nomost, of this timeshould be spent oprofessional learning that leads to the
professional growth of teachersTeachers in Scotland have a nominal working week of 35

hours, although there is evidence that many teachers work significantly more thafEtSis

n.d-b). Within this 35 hoursthe maximum class contact time is 22.5 hours and local
arrangements are in place for the negotiation of the use of some of the remaining time for
teachers working collegiately, some of which might be on professional learning acfiittes

n.d.; SNCT, 2007, para. 39STA, 2019b)The contractual arrangement described here

means that there is a requirement for teachers to undertake professional leaamiddor

there to beopportunities for them to do so, within their normal working week and at other

times, however, the nature of that professional learning canvagiableand not necessarily

always recognised as sudither byteachers or theitine-managers

To identify the extent of participation of teachers in professional learning activities it is
necessary tdirst identify a list of possible activities and describe exampfesach. This will

enable teachers to better identify when they have undertaken professional learning
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including examples they may have previously overlookedot considered as worthy of
acknowledgement.Wong and Bautista (2018, p54fdund that teachers identified three

types of professional learning: formal (facilitatied), informal (teacheted), and individual
(selfdirected). The participation irformal activities such asationally accredited courses

like postgraduate study at a university, events organisednhtional agenciesducation

{O2Gt YR {{9w/ X 2N GKS {O020GAaK vdzZ ft AFAOI GA
associations, or events organised by local authorities or schodlssgrvicedays are likely

to be readily recognisetdy teachersas professional learning activities, not least because

LI NODAOALIF GA2Y AYy Ylyeée 2F GKSasS gAatt YSIy NI
Teachers are also likely to identifiydividual activities such aseading, whether books,

journals, magazinesr online, as professional learninglowever, asking teachers to identify

moreimplicit,informal, or workplacebased professional learning is likely to be more difficult.

Teachers value working with colleagEarmer, 2018; Wong & Bautista, 20884 learning
from or with other teachers from similar contexts has been showngeffective(Cordingley
et al., 2018; Hargreaves et al., 2015jowever, much ahe learning from colleagues can be
informal,ad hoc,and serendipitous rather than planned and formalisalthough the terms
formal and informal are better considered as the ends of a spectrum rather than two distinct
dichotomous categoriesin addition to learning from colleaguesformal learning can also
take place in the spaces around more formal professional learning actjdtiel as during
lunch at a conference Teachers work withcolleagues in discourse communities and
communities of practice which provide opportunities fdoth formal and informal
professional learning. Formal opportunitiesmight include the sharing of best practice
between colleagues at departmentale@tings, duringn-servicedays,during other meetings
typically organised at lunchtimes of at the end of the dayas part of professional learning
communiies. Informal learning can take place in staffrooms and staff bédasvhinney,
2010; McNicholl et al., 2018t alsothrough chance conversations and observatioBsut,
mainly working with professionsther than teachingsuch as acamtancy and nursingas
identified the importance of thesocial sigificance of the professional learning from
colleagues which takes placethe workplace(Eraut, 2004, 2007, 201anhd Smylie(1995

p100 describes how learning can occur incidentaligund other activities in the workplace

Erautalso makes the distinction between informal and implpribfessional learningvhich

are often mistakenly taken as synonymoas,presumablyare the complementary formal
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and explicit. Implicit learning is frequently a characteristic of informal learningdiutmes

informal professionalearningmight be quite explicit in naturéo both the learner and the

educator, such as when an experienced science teacher shows a less experienced colleague
how to follow important health and safety adviceEraut also identifies other possible
characteristics of informal learning such asintended, opportunisticand unstructured

(Eraut, 2004, p250)all reflecting the serendipitous nature afuchinformal professional

learning During such interactions it is possible for colleagues to make some of their
otherwisetacit professionalknowledge visible to colleagues. Whilst it is possible to plan
professional learning where a teacher educator or collegogugposefullymakes their tacit

knowledge visible to other@Crowe & Berry, 2007; Loughran, 199pportunities to do so

are also likely to arisén unforeseen wayst the point of need through conversations

between colleague@VicNicholl et al., 2013)Evansiescribes such events awicrolevel PB

(Evans, 2014, p186, 2019, p@nd considersthese as being similarto, or perhaps even

aYl tt SN Géepispdes (Braud, 2a04pa 9 NJ dzi | yR 9 Ohigfa aSS
event} & GKS o061 &A0 dzyAaida 2NJ oaessioRahlgamingidurde® | & 2 F
which can be made up of countless such nievents spread over a wide range of
opportunitiesalong he formal to informal spectrum. &hy of these micreeventsmight

combine or merge into a form of chain reactjar build into professional learning cycles
collectivelyleading to significant professional growth in the individ{i@&atans, 2019, p8)he

professional growth resulting from the progress of any individual through a series of-micro

events is likely to be complex and to be far from linear or to progress in a consistent
predictable manner as it will vary greatly from individual to individugdedwling on their
motivations, theirprior knowledge and experienceand their existing schem@urst, 2019,

p76; Kahneman, 2012, p520 @+ ya | NHdzSa GKIFIG AdG A& 2yfe o
professional learning journey into these mieggents and scrutinising how they contribute

to that journey and investigating the cognitive processes involvedueiie able to develop

a good understanding of how professional learning leads to the professional growth of

teachers. She goes on to paraphr&arke and Hollingswortt2Q02)

aunderstanding the process by which practitioners grow professionally and the
conditions that support and promote that growgjrequires a shift of focus from the
obvious to the discreet, from the overt to the covert. We need to fix our attention

more squaely and more determinedly than has hitherto been ¢hse onnformal

86



professional developmentincludingimplicit professional learning or developntén
(Evans, 2019, p9)

If we are to truly understand the mysteries of the professional learning procsshéerefore
important that due attention is given to the informahd ofthe formalinformal spectrum of
professional learning, and also attempts are made to identify and reveal situations where
implicit professional learning is actually taking plaeeen where these might kinindlessly
assimilativé (Mezirow, 2012 p75 but may nevertheless lead todincremental

transformatiorg (Mezirow, 2012 p86).

/I fFEN]YS YR 12fftAy3ag2NIKQa  Y2HRSiureaFthatINE FSa &
professional growth is unlikely to take place in the moment of professional learning. That is
y2id G2 RSye& S OHghNEIQK IYE Xgeang 8 talessionaklgaining W
activity, but changes resulting in professional growth are likely to taleee overtime with
periods of enatment, such as experimentation in the classroand reflection;reflection
on-action as described bgSchn, 1983, p278) It is through thisiterative process that
teachers will restructure their professional knowledgase such asthat described by
Shulman's (1986pedagogical content knowledge (PCK) &wvland's (2013Knowledge
Quartet It is only by breaking professional learning down ingocomponentmicro-level
eventsand investigatingvhat takes place during and as a result of thiwss we will be able

to gain a good grasp of the effectiveness of any professional learninggaimd an
understanding ofwhat professional growth takes place in individual teacherswhat
changes take place in their teaching practiaesa resul{Evans, 20199; Tillema & Imants,
1995, p142) Professional growth ilikely tonot only occur as a direct result of participation

in an individual or group of micAevel events but due to the cognitive processes taking place

betweenor afterevents.

{2YS YlIe y20 @OASs (KS LINRPOSaa 2F oNBF1Ay3a |
into many micro-events as a fruitful processThe efficacy of oneff professional learning

events, such as talks given by visiting speakers on a soksmiviceday, habeen frequently

called into questiorfDarlingHammond et al., 2009, p9; Hoban, 2002, p39; Yoon et al., 2007,

pl), and this is likely to be the case if teachers are not given opportunities to follow up and

build on such events in meaningful waydow transformativésati S OK SN & SE LIS NA S

series of micreeventswill likely depend orhow well that programme fits the needs of that
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teacher As a resulta nuanced andccomplex programmef micro-events whichincludes
many of¢ A Y LIS il IIRFQBOA LI S & fairedn machanissngis rhofe dik@l3i to
provide this transformative experienc@he capacitpf a teacher to put such a programme
of micro-events togethelis therefore likely to depend oieveralfactorsincludingteacher
empowerment teacher agencyprofessional learning facilitatigraccesso knowledgeable
others; adequateresourcec time and funding a trusting professionaknvironment and

appropriateprofessional learning opportunés

In Scotland the PRprocess is intended téacilitate this, although teachers do not always
consider this to be the cag6&TCS, 2020; Watson & Fox, 20IH)e individual professional
learning needs of a teachere informed by the wider developmental priorities of their
school, but this is not likely to be exclusivelywbich can introduce tensio(Huberman &
Guskey, 1995)especially when time and resources are in short supg@jover andLaw
(1996, p31j)dentified fourdifferent potential sources of professional learnimgeds pulling

on teachers:individual reeds; departmental needsyhole-institutional needs, andt least

on occasiongmulti-institutional needs, such as the schools within a local authoity well

as teachers being able to demonstrate agetiogir line-managers and the senior leadership

of their schoolmust be able to demonstrate appropriate leadership, facilitaticand
guidance in supporting teachers develop a coherent programme of professional leathing

of which are subject to different power dynamics and the potential for hegemonic
relationships to appearThe professional learning journey taken by a teacher will also very
much depend on the professional learning opportunitéesilable to that teacher. tAhe
informal end of the spectrum this will to a significant extent depend on an individual
0SFHOKSNRa O2ftft S 3dzSas odzi +Hfaz2 GKSANIf SOSH
as social media, reading blogs listening to podcasts. Physics teachers in Scotland also have
access to both formal and more infornmbfessional learning anoetworkingopportunities

through subject bodies such as the Institute of Physics and Association for Science Education.

In identifyingand researchinghe extent of the professional learning undertaken by a teacher

it is therefore important to ensure teachers recognisfly when professional learning is
taking place including informal opportunities and from broader learning experiences
(Netolicky, 2019, pl12)and to document thissufficiently To identify the impact of any
professional learning event on their professional growth through changes in their teaching

practices knowledge,and beliefs it is necessary to revisie topic and encourage teachers
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to reflect on any changes which have occuri@sla result and again to document this
sufficiently This process is itselflikely to have a professional learning benefit, not least
due to ensuring the teacher revisits and reflects on the professional learning over time, hence
sustaining the professional learning, but also by introduaiegacognitionretrieval practice

and/or spaced practicelements into the procesherebyimproving the resulting learning

3.7 Transformational change throughréansformative professionalearning

The terms transformational and transformative are often used interchangeably. However,
transformational change tends to be used in relation to an organisation, when the change
occurring is complete across that organisation, whereas transformative chaioffemn used

in relation to a significant change in the behaviour and practices of an individual. Within the
education system, it should surely be the aim to ensure that effective professional learning,
which meets the needs of the individual teachersd dhereby improves their knowledge
base and thereby the learning of the pupils they teach, also transforms the culture and
learning environment in which they work. Professional learning shalddlly be both
transformative for the individual teachers but also transformatiof@ the education
system Boylan et al. (2023p669 relate critical professionalism to the characteristics of

transformative professional learning which they identify as:

purposec for educational, social, and political transformation
agency to suppose activist professionalism

socialityg collaborative partnerships

= = =4 =2

knowledgeq criticality about knowledge and knowledge production

They also identify that transformative professional learning displaying these characteristics
can be enacted in different ways such as collaborative enquiry and practitioner research,
training, or workshops led by experts and peer§Vhilst this in no doubt the case, it is
nevertheless importanthat the professional learning activities and mieeents involved

areembedded within a culture of enquigsstance.

Asisexplored eaiier in this chapterteacher professional learnirig complex andndividual
micro-eventsmay have many different purposedifferent modesof professional learning

will be more @ less suitable for addressing the different purpaséscluding oneoff

transmissive micr Sy 1d RS&AIYSR (2 I RRNB A& -bdse. RSTAOA

89



However, if teacherg@re towork in a culture of transformative professionalismhich is
promoted in documents such as the GTCS professional stan@andssS, 2021 202D),
exhibitteacher agencyand participate irthe collaborative activities which go with thisis
important that teachers also engage pnogrammesfeaturinga wide rangeof appropriate

micro-eventsincluding somehat takea collaborativeenquiry approach.

The professional capacity and knowledugse of teachers can be enhanced byfdit
purpose professional learning resulting in the professional growth of teachers through
improvements in their knowledge, beliefs, attitudes, and instructional practiCésrke &
Hollingsworth, 2002)and in the growth of teacher voice in policymakij@&roundwater
Smith & Mockler, 2010; Sachs, 2003Bhis is founded on teachers taking an enquiry stance
(CochrarSmith & Lytle, 2009 p44 by identifying, both individually andhrough
collaboratbon with colleagues, problems needing to be addressed in order to improve
instruction and pupil outcomeslt is themecessary to@her appropriate evidence and data,
compile programmes of appropriate professional learningmicro-events before
experimenting with what has been learned fronthese during instruction and then
evaluating changesThis takes place over tinlerough iterative cyclegDonohoo & Velasco,
2016; Korthagen & Kessels, 1999; Timperley et al., 26807 gradually embedding
improvementsinto practiceand ensuringthe processbecomesa habit Fndingsfrom the
processcan also be shares A 1 K 2 0 KSNAX LISNXKIFLA 0 o0620K Y
(GroundwaterSmith & Mockler, 2010p132, giving teachers a voicend soinfluencing

future policymaking This process is modelledfigure 16.

The knowledgebase of the teacherdrawing onBerliner (2004), Rowland (2013 and
Shulman(1986) is highlightedn boldas it is through the growth of this aspect of the model

that improvements inthe salient outcomes for pupils, theducationalsystem, and the

teachers themselvewill be obtained. TheRS @St 2 LIYSy & 2 F | -bas& | OKS NI
improvesthe crucialinstructionalcore ofinteractions they haveavith their pupils andthe

subject matter being taughn their classroom alighlighted infigure1 on p13 The cyclical

and iterative nature of the process described in thismodel also provide a fertile

environment forthe professional learning mechanisms identifiey Sims et al. (2021p be

embedded in practiceas stance The modelprimarily focuses on the enquirybased

professional learning process from the perspective of the individual, however, no individual
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What is our problem?
+ What are our pupils’
learning needs?

already know
* What are our sources
of evidence?

Professional learning process founded on an enquiry stance

What are our professional
learning needs?

* What do we need to

« How do we build on ﬁ learn?
what we and they * What sources of

evidence and
knowledge can we
utilise?

Professional learning micro-event inputs/stimuli
including:
* Collegiate work with knowledgeable
colleagues and others
* Instructional coaching/mentoring
* Conferences/seminars/workshops
* Networked learning communities and
professional learning communities
e Professional reading/listening/watching
* New instructional resources

What has been the impact
of our changed actions?

* How effective have
our actions been
on addressing our
problem?
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Figure B: Enquirybased professional learning, adapted fraGlarke and Hollingsworth

(2002) Cobb et al. (2018Evans (2019Rowland (2013), and Timperleyal.(2007)

is an island and therwill almost always be a social or collaborative aspect, as alluded to by
the range of professional learning mieewent inputs/stimuli listed and the sharing of salient

outcomesto the W@Af £ I 3SQ | HdwevérKie sodid adgdctRofQthe process is
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perhapsstill not adequately represented in the model in figure (B®ylan et al., 2018129
Moore et al., 2021p335.

Professional learning activities can take many modes and consist of manyev@its as
described byEraut (2004) and Evans (2019Professional learning micro events can be
relatively isolated, spiral into a chaieaction of micreevents which merge into each other
(Evans, 2019, p8pr be combined into coherent programmes as describedolb et al.
(2018) or extensive awardbearing courses such as mastéagel courses. This study
attempts togather data on the range of professional learning mievents experienced and
valued by teachers, arekplorewhether these build into more coherent programmes, as this
is largely missing from the literature. It also attempts to establish whether these micro
SPSyita KI @S (KSYy AYLI OGSR 2y -badsonieldirme@fet NI a
their occurrencewhich may well depend on whether or not opportungitor reflection and
enactment aglescribed irfigure 16 have been available. Gathering such data is important
to enable comparisanto be made with policy documents amidth professional learning
bestpractice and to investigate where barriers and misalignments might exist which hamper
both the professional growth of individual teachers and school and systie®

improvements in educational outcomes.
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Chapter 4 Methodology

4.1 Introduction

This study developed from previous reseat@donducted as part of an M$€armer, 2018)
That researcltonsisted ofan investigationinto the professional learning of a network of
physics teachers in a relatively remote and ranaa of Scotland This study also developed
from my professimal experiencesdescribed in chapter,land the literature reviewedn
chapters 2and 3 the selection of which was inevitabigfluencd by both myprevious
research and experience#n addition,thisstudy was also shaped Inyy work context both

as a former physics teacher and as a teacher eduddtaachers of physi¢andin particular

my interest in supporting and improving therofessional learningxperience of teachers of
physics, particularly in relatively remote and rural areas. This shaped the research topic and
helped refine the morespecific research questiondMy previous researchdentified that
physicsteachersin Scotland particularly value subjespecific, collaborativeorofessioral
learningwith colleagues, both within and between schgatith suitable input and chignge
from knowledgeable others. Howeves, number of barriers existedncluding different
policies and initiatives pulling teachers in different directions, which then often prevented
teacher professional learnifgeing realised to the extent and quality desirgtrmer, 2018;
Farmer & Childs, 2022)

Given the reasonable consensus around the featuresffeictive professional learningas
identified in chapter 3and a national policy framework which is generally consistent with
the realisation of suclprofessional learningas laid out in the literature review, this study
therefore set out to investigatbow closelyalignedthe professional learning experiences of
teachers are to thosadvocatedby policy,and where the experiences of teacherge not
well alignedwith policy to explorewhy this mightbe the case. Consideringhis overall
research contexthis chapter preents the research questioremda rationale for the general
methodological approach adopted, before going on to describe and justifyrabearch

strategies used.

93



4.2 The research questions
RQ1 What does current policy tell us about teacher carkmarg professional learning?

RQ2 How can we chart teacher professional learnéxgerienceand what does this tell us

about teacher careelong professional learning in practice?
RQ3 How well do actual teacher professional learnegperienceslign with policy?
4.3 Ontological and epistemological positioning

9RdzOI GA2y Il f NBASINOK Aa FTNBldSyate OflFaaafTais
2 NJ Wl dzI(Purfchi& Aaic€aS2014, p4; Robson & McCartan, 2016, @fi®)ugh it has

Ffa2 0SSy FNHdZSSR Ay NBOSyld RSOIRYSLIKRIRG QB K S
involving an amalgam of the first twWBiesta, 2010; Johnson & Onwuegbuzie, 2004; Punch &
Oancea, 2014, p338)Whilst data can be relatively easily described as quantitatige,

numerical, or qualitativej.e., non-numerical, to use the two terms to describe research
paradigms can be unhelpful as it hides the exact nature of the methodological,
epistemologicabnd ontological assumptions which underpin appraesgtand which can be

quite varied. Quantitative research primarily emerged fromfesitivisCview of the nature

of the sciencegRobson & McCartan, 2016, p21Asmy original disciplinary background is

physics and mathematics, and this study is set in the context of the teaching of physics, it

might be considered the most natural form of reseafehme toundertake. However, this

positivist view of the nature of the sciences which, for example, led to the Newtonian
deterministic understanding of theniverse with a fixed concept of space and time external

G2 GKS 206aS NS NEZhad bgen Svertal@iifidiniers, YOS ILdddriian @

Lederman, 2014) During the last century amore, with the developments such as the
Einsteinian physics of relativistic spacetime and quantum mechanics, it has been recognised
GKFG WNBFfAGEQ A& | witdzddbabiisHcNaBd chadtiblBeRayiduis, O2 y a
and uncertainty pervaidgthe Uy A @S NA S @ ¢KAA OKI y 32 amal ANG Gl 3
view of quantitative research, most likely to take a deductive, hypothesis testing or theory
refutation approach, but which recognises that in all research procabtsge arehuman

influences of power, politics and ideologlalso havea background in qualitative research

having previously completed both an MBA in Educational Management and an MSc in

Teacher Education wheraost ofthe research conducted for assignments and dissertations
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involved qualitative methods and inductive analysis. Qualitative research can involve a wide
N} y3dS 2F | LILINRPIFOKSE odzi A& 3ISySNrftfe 2F | V4

widely associated with the social sciences, of which educationégample.

Perhaps reflectingnymixed background G KA & &addzRé A& o6Said RSaONAOG
which sits in a middle ground between philosophical dogmatism and scepticism, and rejects
traditional dualisms by taking a more moderate and common sense view of philosophical
dualisms depending on ko well they solve the problem of interesfJohnson &
Onwuegbuzie, 2004, pl8) Biesta (2010)argues that pragmatism is not so much a
philosophical paradigm bu& ¢set of philosophical tools that can be used to address
problemg 0 UidleedBlestagoes further, and states that the use of the term and concept

of paradigms in describing research is unhelpful, as in using a single collective term this
diminishes the complexity and variety of potentially different aspects making up the research
approach This study is also wh&obson and McCartan (201R)S & O NAréalSworlda &
researclk 2 T (i ¢oyenialdd &l wirld researchers whose main concern is to get on

with the job, i.e. to come up with answers to the problems they are trying to address LJH y 0 &
This is consistentwithiyWA Yy A A RSN NRfS | a a2YS2yS gA0GK | f
of physics education anghysics teacher educatiomhich allowaneto be guided by practical

experience asvell as by theory. Although the pragmatic approach may be recognised by

many as a relatively ocent construct, it has a rich history of use in education. Pierce, James

and Dewey, in the late 18th and early 19th centuriapplied pragmatic principles in
developing their philosophies and practices in educating childiehnson and Onwuegbuzie
(2004)state:

oPierce, James and Dewey were all interested in examining practical consequences
and empirical findings to help in understanding the import of philosophical positions
and, importantly, to help in deciding which action to take next as one attempts to
better understand reaivorld phenomena (including psychological, social, and

educational phenomena&). o6 LIV T 0

Johnson and Onwuegbuzie (20@438) highlight taking a pragmatic approach as privileging
FOGA2Y YR LINYOGAOIT GKS2NER 20SNKAKR2E2BRBIREX A
also an approach which can adapt to the constantly changing nature of a complex field such

as teachemprofessional learnindpased oncomplexsocial interactions between individuals
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and their environment. Neverthelessa number of weaknesses have been identified with
taking a pragmatic approach, such as it giving more attention to applied research than basic
research, the purpose of the research sometimes being vague, and it being rejected by many
philosophers becausefats logical failing as a solution to many philosophical disputes.
However, as a pragmatidt can select the research approaches that offer the best
opportunities for answering the research questions identified. f@s®arch questions are
therefore fundamental in the approach, and research methods should follow the research

questions.
4.4 A pragmatic interpretive, abductiveapproach

Despitemy philosophical stance being pragmatic and this being most closely associated with
mixedmethods research, it imy judgement that the methods most suitable for this study
are set firmly towards the qualitative end the research methods spectrum, withost of

the data gathered being qualitative and there being limited opportunities to gather
quantitative data.L & ¢+ axX FTNRY GKS 2dziaSis AyGadSyRSR
Y g Kgae&tionsof a complex issue rather than an attempt to alvt statistically significant

data. The study investigates tpeofessional learningxperiences of teachers of physics and
how this compares with the intendgatofessional learningxperience as laid out in national

policies, and as intended by those with policy shaping and implementation roles within the

SRdzOI GA2y adaidsSyo ¢KS aiddzRayd 8§ NIHBikB R 8 Q R ¢

approach. My previous reseech (Farmer, 2018produced a simplistic hypothesis of sorts;
¢that policy and practice in facilitating and deliveripgfessional learninépr teachers is not

as well alignedhrough the levels of the education systas it ought tobe, and this then
hampers both the delivery of national poliapd fit-for-purposeprofessional learnindor
teachergs dTherefore,it could be considered that there is WeductiveQelement to the
analysis of the research with an element of testing findings against this hypothesis, but the
explorative, interpretive approach inevitably also hasiadductiveCelement to analysis with
patterns and explanations emerging from the dataiven he research involves comparing
and interpreting the views about teaehprofessional learningf different actors within the
education system it is therefore probably better to describe the main approach to analysis
& W ORdzO(CAKSES O2 YL SEAGe 2F G(KS FASEIR 27
complete data froma large sample o&ctorsbut reasonable inferences, and most likely

explanations, can be drawn from the available daEhereforean abductive approach is
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appropriate in this casas itis a meango explanations and understandings of a complex

field with the outcome being a narrative for practical learning consistent with the description

2F (KS NBaSIHNDOK | a o2 iJohnsshlDravyehbiizied2004,py7R  WNB
Mezirow, 2012 p77 Robson & McCartan, 20167 and the casestudy nature of the
research(Dubois & Gadde, 2002; Punch & Oancea, 2014, pT883% abductive approach is

not merely a mix of deductive and inductive approaches but has many similarities with an
inductive approach based on grounded the@@ubois & Gadde, 2002, p55hd in reflexive

thematic analys (Braun & Clarke, 2022By applying abductive reasoning in the analysis of

the data of the studysimple and plausible conclusions and explanations are sought which

can then be helpful for shaping policy and practice.
4.5 A casestudy approach

As a pramatic, qualitative, interpretivispiece of research that is intended to cast a light on

the issues around providing good quality;féit-purposeprofessional learnintp teachers of
physics in Scotlandhe nature and choice of the participants is therefore an important
consideration. The sample of participants needs to generate a manageable data set so
therefore cannot be too large, but for reasonable lessons to be learned from the research
which mightthen be applied more generally across tleottish education system there
needs to be a reasonable number and diversity of participaBtrly in theresearchdesign
processl decided to restrict the potential range of sample by eliminating some variables,
such as onlyocusng on theprofessional learnin@f physics teachers in Scottisichools
largelydue to my work context and experience then also decided to focus on physics
teachers irstate funded secondary schoolsdnly the Northern AlliancéNorthern Alliance,

n.d.), one of the sixregional improvement collaboratives(RIG) in Scotland, partly for
convenience reasons, but also teduce another potential variableFurther details of the
Northern Alliance are given in appendixdbether with definitions of remote and rurall

also decided tonlyA y Of dzZRS (i SI OKSNE 6K2 KIFIR NBI OKSR (K.
scale,typically after six years of teaching, or were inndddle leadershigpromoted post

which are normally filled by teachers who have gained several years of experience as a
teacher previously This was a means of ensuring the teacher participants had a reasonable
minimum length of professional learning journey to descridoed comment upon The
teacher participants were selected a purposeful manngiCohen et al., 2000, p108) give

a crosssection of teachers at different stages in their careers and from across a range of
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schools of different sizes and locations fraross theRIC(Sharratt, 202Q)see tabled for

details
Teaching School location (Scottish | Approximate | Local
Name Role . .
experience Government, 2022a) school roll authority

Albert Teacher >20 years Other urban area 1200 D

Andrew Principal <10 years Remote rural 700 D
Teacher

Ava Teacher >20 years Accessible small town 850 D
Principal .

Calum >20 years Accessible rural 450 E
Teacher

Clara Teacher >20 years Very remote rural 350 F

Dani Principal 10-20 years Remote small town 1000 D
Teacher

David Teacher <10 years Very remote rural 100 A

George Teacher 10-20 years Very remote rural 100 C

) Principal

Gill >20 years Remote small town 400 E
Teacher

John Teacher 10-20 years Very remote small town | 1000 B

Luke Teacher 10-20 years Accessible small town 850 E

Neal Principal >20 years Very remote rural 150 H
Teacher y v

Table4: Teacher participantgschool location information is from the Urban Rurafdid

ClassificatioriScottish Government, 2022aee appendix)1

It is hoped that despite these restrictions there is nevertheless enough commonality within
the Scottish education system that lessons from &€, especially one covering more than
half of the land area of Scotlandan provide useful knowledge and understanding which
might be generalisable elsewhere,cibntextualised properly. Whilst the teacher, school
leader, and local authority employed participants were all from the Northern Alliance some
of the system leader participants had national remits cawgrall RICs and not just the

Northern Allianceseetable 5.
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Name Role Organisation

Billy Quality Improvement Officer | Local authority E

Bruce Headteacher School in accessible small town in local authority E

Elizabeth | Officer National agency and linked to the Northern

Alliance RIC
Emma Officer National agency
Fiona Lead Specialist Northern Alliance RIC
James Senior Officer Professional Association

School in very remote small town in local
Ken Depute Headteacher 4

authority B
Kevin Officer National agency
Linda Director National agency
Mary Senior Officer Local authority B
Paul Director National agency
Peter Lead Specialist National agency and linked to the Northern

Alliance RIC

Headteacher with system

Sam .
leadership role

School in large urban area in local authority G

Stephen Depute Headteacher School in other urban area in local authority D

Table5: Leader participants

This research design has many elements in common with the description of case study
research by Yin.Yin (2018, pp95) describes case study research as having a distinct
advantage over other research methods when askinB 8 LJ0 K WK26Q | YR WgKe
about a contemporary phenomenon within its reabrld context, and where boundaries

between phenomenon and context may not be clear. Such case study research can be
explaratory, descriptive, or explanatory in nature, or some mixture of all three, and | argue

that this study has aspects of all three: an exploration and description of the views of teachers

and leaders on the professional learning of teachers and using tiderese gathered from
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across the study as a whole, explanations are sought which might be generalized more
widely. Yin (2018, pl5also describes a case study as able to cope with a technically
distinctive situation in which there are many more variables of interest than data points,
benefits from the prior development of theoretical propositions to guide the design, data
collection and analysis, and relies on multiple sources of evideoomvergingin a
triangulating fashiorto providevalid and reliabldindings Yin (2018, pl6also describes
OFrasS &aiddzRé NBASFNOK Fa F002YY2RIFEGAy3 WNBTf I (
realities and findings that are observer dependefhere is little doubt that this studshares

many of these features as d@perates in a complex field with many variables, buddsa
hypothesisdeveloped from my previous study and experienaed draws upon evidence
gathered from the perspectives of classrooteachers,and from school andducation
systemleaders as well as from the analysesadcumentsin an attempt to triangulate data

and develop robust descriptions and explanations of the area of study.

Thestudyasg K2t S Oy 0S O2yaARSNBR (2 <udyQb BBLH&E2Y
spatially and temporally, as it focuses on only the professional learning of teachers of a
specific subject, with a minimum length of experience in state funded secondary schools in a
particular geographical area of Scotland. Rather than considering the pantisigs a

purposeful, norprobabilistic¥ample€lhat can lead to statistically generalisable conclusions

it is preferable to consider tme as a3 NB dzLJ 2 F A YORithiWan Rwaalf multp@ 4 S &
case studyand use abductive methods to identify patterns and trends which can be
generalised from across the study as a wh@én, 2018, p38) This study can also be
O2yaARSNBR 'y WAyadaNdHzySydalrt OFrasS addzRéQ ¢KSN
to give insight into a wider issuee, professional learningf teachersn general as well as

0SAY3 |y WAYlNRKWabheter ddestandiagbbiigestiQulat dhsBidtied® A Y

i.e., the professional learning of physics teachers in the north of ScoflRadch & Oancea,

2014, p150)

In summary, lhe case is therefore reasonably well bounded giving a situation that can be
researched in depth, in a relide context, but recognising the complexity of the situation,

and how the case sits within the wider Scottish education system. Case studies are
reO23yAaSR a FLLINRLNRFGS F2NJ GKS addzRe 2F WK
are particularly suited for investigating the decisimaking aspects of this research as

illustrated byYin (1994)
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G¢KS SaasSyoS 2F I OlrasS addRRes GKS OSyidNI ¢

that it tries to illuminate a decision or set of decisions: why they were taken, how they
6SNBE AYLX SYSYGSRZ (M3J R 6A 0K oKI G NBadzZ GPé

Having set out the rationale for the general methodological approach the next section

describes the selection of data collection methods.
4.6 Data collection methods

Being clear as to the purpose of the research and identifying and understanding the research
questions for the study are key to then identifyidgta collectionmethods. To answer
research questiorl, see chapter 4.2data needed to be collected from relevant policy
documens. Research question 2equired data from teacher participant&nd research
question 3 from leaders across the education systesnwell as from the teachern® enable

a comparison with the findings from remeh questios1and 2 As the study aims to develop

a deep understanding of a complex situation the use of larger scale quantitative strategies
such as using questionnaireto gather data from participantavas rejected quickly.
Questionnaires lend themselves to collecting descriptive rather than explanatory data and
are more likely than other strategies to be misinterpreted or completed superficially by
participants(Munn & Drever, 1990) The use of focus groups, with some structure provided
by a semsstructured interview schedule, was given more consideration. Focus groups can
provide highquality, nuanced data with opportunities to follow up issues raised by the-semi
structured questns(Drever, 1995, p2) The interactions between the group members can
also help identify significant issues and common theif@shen et al., 2000, p28&nd to
provide richer and deeper discussions than can be the case during interviews with individuals
(Robson & McCartan, 2016, p299However, individuals with strong personalities can
dominate discussions and power dynamics can influence the input from individuals within a
focus group even with careful and sympathetic facilitation. There were also logistical
considerations, and wtst it may have been possible to gather groups of physics teachers
together in focus groups the likelihood of gathering groups of school senior leaders and
system leaders together in suitable focus groups was highly unlikalgo wished to avoid
forming focus groups of participants with a significant disparity of backgrounds and
experiences as this would increase the likelihood of certain participaritsencing

discussionsand diminish the opportunity to probe more deeply into the specifics of the
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professional learning journeys afi individuals The social distancing restrictions necessary
due to the COVIRR9 pandemic at the time of conducting this stage of the study also meant
that faceto-face focus groups would not have been possible, even if this data collection

method had been thought desible.

It was therefore decided that individual sestructured interviews were the data gathering
strategymost likelyto best gather the deep and nuanced information desired. Using a semi
structured interview has the major advantages of allowing: interviewees to openly discuss
the key issues in a confidential environment; an opportunity to determine underlying reasons
for decisions, satisfaction or dissatisfaction; an opportunity to follow up unforeseen or
unexpected issues; greater flexibility in asking quesi than available when using
questionnaires whilst still having an underlying structure, and relatively systematic and
reliable analysis compared to ope@mded interviews. However, disadvantages include:
restricting the number of participants due to extdve work needed tdranscribe the
interviews andanalyse the data collected; the possibility of biased sampling resulting in
difficulty generalising conclusions; the over structuring of the interview by the interviewer
could result in salient points bajnomitted or if the interviewer does not provide sufficient
structure the responses may be difficult to analyse, and problems associated with arranging
mutually suitable times for interviews for both interviewees and interviewdevertheless
interviews are well suited to the case study style approach described previ(iusyer,
1995, p7)

In preparation for the sermstructured interview eacher participantsvere also asked to
reflect on ther professional learning ancbmplete a roadmap of their professional learning
journeyup to that point in time. This roadmapvas then used to help provide some of the
structure during the interview itselfThe interview was also used as part of the preparation
of the teacher participants to completa diarylog of their professional learningver a
twelve-month period to provide opportunities to gathettata beyondthat possible during
oral interview discussi® These techniques also provided opportunities to gather some
quantifiable dataon the frequency and duration of professional learning undertaken by the
teacher participants More openended and less structured interviews or the use of arts
based stimulus material§=inley, 2012jo promote discussion were considered but it was
determined that semstructured interviewswith the roadmags anddiary-logswere more

likely to provide docused structure to obtain the data desired, and to allow for consistent
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and rigorous analysis. In addition to data gathered from intervieitls practising teachers
and leaders throughout thenesclevel of the education systeman analysis of available
policy documentatiorwas conducted More specific discussion tfe data gatheringor the

different parts of the study androups of participants igrovidedbelow.
4.7 Data gatheringand analysis
4.7.1 Systematic aalysis of policy

The expectations, understandings, values, practices, and behaviours of all the actors in the
education system, are shaped by the policy environment in which they Wiirdterm policy

is itself contestedand can be interpreted as relating #oproduct, i.e., text and documents,

or a processi.e., discours¢Adams, 2016p294 Ball, 1993p1Q Ozga, 2000p2). However,

even ifconceptualised as a processviewwith which llargelyagree,for most ofthe actors

within the education systerthis occurs within the contexdet by national policy documents.

Therefore, it is important in understanding the data gathered from participants and the
professional learning practices of teachers to analyse the policy documents which shape
teacher professional learning and professionalism. This analysis thereforesaddr

research question one. Policy documents are pigatl by governments and organisations

F&d LI NI 2F LINPINFYYSa G2 FRRNBaa WLINROofSYaqQ:
(Bacchi, 2009) G KSNBEF2NBE O2yaARSNIGAZ2Yy ¢l a 3IAQBSY (:
fSENYAY3I YAIKG 65 GNBAY3I (G2 WFAEQO®

What is the problem teacher professional learning is trying to fix?

Drawing on the work of Bacc{Bacchi, 2009; Bacchi & Goodwin, 2016¢ reasons for the
policy focus on teacher professional learning was considered. In Scotlanma, nagny
countries there is a taken for granted movement to improve educational outcomes for
children and young people driven by econoifcottish Government, 20&8p7) and to an
extent health and wellbeing, reasons and to which the improvement of the quality of
teaching is centrgBarber & Mourshed, 2007; Mourshed et al., 201If) Scotland this global
phenomenon has been exhibited though a series of policy developments diudynore
obliquely, related to professional learning and/or to the professionalism of teachers, as is
discussed in chaptét.3. Writing in 2007 about the discourse of professionalism in Scottish

professional learning policy, and following critical discourse analysis (CDA) of the literature
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Fd GKIG GAYSE YSYyySReé RSaONAROSR GKS R2YAYLF vyl
0 dzii ihich df thecontemporary literature reflects a desire to redress the balance and

shift towards a more democratic conceptiqikennedy, 2007, p103ut subsequentlyhere

waslittle or no progresgKennedy et al., 2012)Similarly, following CDA of important policy
R20dzySyia aiyoOoS YSyySRe& Qa (Watyoh & Eodt, RGLE Watdoni 42y |
& Michael, 2016¥escribe a continuing mix of conceptions of professionalism being used in
Scottish educationBuilding from such analysefgt systematicanalysis of policy in this study

draws upora CDA approdc This includean exploration of the use of the terprofessional

learning, and related terms such as CPD and CLPL, and the conception of professionalism in

the policy documents identified as relevant to shaping professional learning policy. The
nature of the conception of professionalism promoted in doewmts can be determined by

references toterms such as collaboration, collegiality, autonomy, agency, trust or
empowerment which might imply a nore democratic or transformative conception of
professionalism, whereas referencesderutiny andaccountability processes might impy

more managerial conception, however, the context and manner of the use of such terms and

what might remain unwritten is always important to consider in anogh analysis
Identification of documents for analysis

Theprofessional learningf teachers in Scotland is set within a national policy framework
detailed across many documents and webpages produced by several organigatiodsg

the Scottish Government, Education Scotland, and the General Teaching G B8wokland.
Some of these documents have been produced following national policy developments or
following tripartite negotiations between the national government, local authority
employers, and teacher unions regarding the salary and conditions of sefvteachers
which nclude references to teachgrofessional learning These are the policy texts which
frame the discourse and resulting practice investigated in this study through the participant
interviews, and provide the framework within whiEiCslocal authorities, schools, faculties

and departments develop their own policy and implementation guidel{Bedl, 1993)

What teachers are contractually required to do is laid out in the Scottish Negotiating
Committee for Teachers Handbog¢BNCT, 2007) This is therefore an important starting
point regarding expectations for teacher professional learning. It makes multiple references

to the GTC®rofessionalstandards(GTCS, 2021b, 2021ajich apply to all teachers in
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Scotland, and térofessionaReview andDevelopment (PROJGTCS, 2019nd Professional
Update (PUYGTCS, n.a) processes. This led to a genre ch@tairclough, 2001, p255;
Hulme & Menter, 2011, p72pproach to identifying the relevant documents to analyse. This
chain led from documents relating most directly to the individual teacher through schools to

those with national and even international aspeceefigure17.
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Figurel?7: Genre chain of policy documents with links to some of the wider policy

environment not included in the genre chain.
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| also used my own professional knowledge and appropriate search terms such as
professional learning, CLPL, continuing professional development, and CPD to check for any
other documentsimportant, in whole or in part, in determining policy in relation to the
professional learning or professionalism of teachers in Scotland not identified through the
genre chain process, and to check that those in the chain were still current. | restricted the
analysis toreportsand major policy documentsvholly or with asignificant section relevant

to teacher professional learning and/or professionalisireely available in the public
domain and published or updated since 2015, with the exception of the Code of
Professionalism and Conduct which still sits alongside the revised @o€Ssional
standards(GTCS, 2012a)This is partly due to the analyses of Kennadg Watson and
colleagues already having identified the conceptions of professionalism in relevant older
documents The nore recent documents arguably hathe strongest influence on current
practice, and his limited the analysis to a manageable range of documents relating to

professional learning policy and practice

The minutes or notes of any available committee meetings of the organisations responsible
for these documents were not included. This was partly to manage workload, but also such
documents cannot be considered to be a complete and unbiased record olutirdss of

the meetings. It is not possible to capture fully the tone of the exchanges involved and there
is always a selection process involved in what is finally recorded. This will generally give some
narrative privileggHumes, 202000 the secretariat of the meetings responsible for making
the record, and following common committee procedures, the chair of any committee who
normally approves minutebefore they are circulated to the wider membership of the
committee, let alone released to the public record. Nevertheless, the major reports and
policy documents available in the public domain are the main documents shaping the policy
environment for practitioners and useful source of information to compare with the data
from interviews. Documentson thetopics which the professional learning of teachers might

be about, such as curriculum developmemere not included Analysis was conducted only

on the parts of dcuments relevant to teacher professional learning and professionalism. |
did not include any documents only available to teachers in specific local authorities due to
them often being shared on restricted websites, such as Glxucation Scotland, n-@).

As a final sense check, | identified the documents referred to by the participants when asked

which policy documents they considered important in guiding professional learning policy
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and practice. There was very good agreement as to which documents were relevant and

those included in the analysis are listechppendix2 and illustrated irfigure 17.
Approach to the documentary analysis

The approachaken draws uponritical discourse analysis (CCadwas used to explore the
discourse around professional learning in the policy documents. It is argued by some that
CDA is not a research method but a research approach which combines a range of theoretical
perspectives and some have argued for a move dvway CDA to the term critical discourse
studies (CDS) to better reflect thpgan Dijk, 2013; Wodak & Meyer, 2015, p3}DA is not
without its critics, with some arguing it is interpretation and not analysis and is subject to the
political biases of the researchéWiddowson, 1995) Others advocating the use of CDA
approaches acknowledge it is biaséeing influenced bthe experiences, views and politics

of the analyg but that a strength of CDA is that it openly recognises this and that it is a
hermeneutic or interpretative proces@Braun & Clarke, 2022; van Dijk, 2001; Wodak &
Meyer, 2015) Policy has a cultural dimension and takes shape influenced by the historical
and national context in which it is written and practised. Education policy, as a form of public

policy, is generally developed by governments or policymakers through thdogewent of

LINEINI YYSE 2NJ AyAGAlIGAGSa G2 WTAEQ | LINROE

policymakers(Bacchi, 2009) CDA is frequently used to explore the context and power
relations in policy and practice settings. While Gbéuses on the use of language it
considers the context within which the language is used. In doing so it explores not only what
is said but how it is said, and what is not said, and both the explicit and more implicit
messaging that results. To think critigaabout any subject, it is necessary to be
knowledgeable about the subject and therefore it is an approach appropriate for insider
reseach provided the researcher recognises the dangers that being steeped in a topic might
bring in terms of not being sufficiently open to alternative conceptions and perceptions of
the policy and the problematisation which has resulted in the policy. Thpeoaphtaken
includes features described in the CDA literature aisdinterpretative in nature, buthe
dangerof straying from more objective analysis to more subjective igpinan be mitigated

by thesystematic use of an analysis protocol.
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Documentary aalysis protocol

The analysis of each document used the following questioot all of which are relevaro

all documents

1  Who has written the document?

1 Has arange of stakeholders, in particular teachers, had an opportunity to input into the
development of the document?

1  What conception of teacher professionalism is stated or implied, including the use of
terms such as collaboration, collegiality, autonomy, agency, trust and empowerment?

1 Is a need for change in teacher professionalism stated or implied?

1 Is the need for teacher professional learning justified and how does that relate to other
aspects of the role of a teacher?

T What presuppositions and assumptions underlie the references to professional learning
or teacher professionalism?

1 What is left unwritten about teacher professional learning or teacher professionalism?

1 Are teachers treated as the objects of professional learning or agents in their own
professional learning?

1  What power relationships are evident in references to teacher professional learning and
teacher professionalism?

1 What is said about the alignment of policy and support for professional learning in the

mesclevelof Scottish education?

The analysis of the policy documents therefore gave a basafjamst which to compare the

data gathered from the teacher and leader participants.
4.7.2  Teacher participants
Participant ®lection criteria

The teacher participants in the study are teachers of physics in Scotlhnde role is
predominantly classroom teaching This includes unpromoted teachers of physics and
curriculum middle leaders in schools, known in Scotlangraecipalteachers, and also in
some schools dsead offaculty orhead ofdepartment. These middle leaders typically have

a small number of additional periods per week of radass contact time for administration
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and leadership duties compared to the statutory roontact time for alteachers but this

still means they spenthost oftheir schootbased time teachingThe 2@0 Teacher Census
(Scottish Government, 2021liridicated that there were almost exactly twice as many male
teachers teaching physics as female teact{23 to 308)andwhen selectinghe group of
participantsattempts were made to reflect this gender balan@though it proved more
difficult to recruit female than male participantsThese participants are members of the

micro-level of the education system as definecchmapter2.1.2.

| havebeen active in supporting and deliveripgofessional learningnd other professional
activities within the Scottish physics teaching profession since 1986. SincetZz0@had a
support role for teachers of physics fihe IOP(Institute of Physics, n.d., 2020aAs a result

I amwell known within the Scottish physics teacher profession aneelgainedextensive
knowledge of itand very many of its members, and developed significant symbolic capital
(Bourdieu, 1977)social capita(Hargreaves & Fullan, 2012, p9and credibilitywithin that
professional community as a resulThroughout my career | have workegnsistentlyto
develop and maintain a high level of integrity and to be wedpected by colleagues and
fellow professionals which places me in a favourable position to conduct such a btsshd

my contacts and network® recruit the physics teacher participantéin initial open callin
January 2021for participants on an emafbrum to which most Scottish physics teachers
subscribe resulted in neolunteers perhaps not a surprisgiventhe pressures on teachers

to deliver remote learning and additional assessment requirements during the €3VID
pandemic | then targeted personal emails to teachers meeting the criteria of the study and
who | thought would provide an appropriate range of participams. someone involved in
organising and delivering a significant amount of professional learning for thé¢ #élded
approaching those that had most frequently attended IOP professional learning activities
during the previous two yearsnd purposefully approached several, although known to me,
that to my knowledge had not attended any recent IOP professional learning actidties
minimise possible biased usedmy knowledge of the Scottish physics teaching profession
and my professional judgementto approach individuals likely to bereasonably
knowledgeable about thprofessional learningandscape for physics teacheligely to have

well considered views on the matteaind to be willing to share thes@hisgroupof teachers

of physts isthereforef A { St & @I HEPnbt fulydsePrasiéntative of the Scottish
physics teaching profession as a whole but much more likely to be able to contribute to a

deep, wellinformed exploration of therofessional learningandscape, both within physics
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and science education, and more broadlyhisgroup was noselectedas arepresentative
statistical sample of all Scottish physics teachems one that would likely yield useful
analytical generalisationgrin, 2018, p40) A hypothesised benefit of using this group of
participants is that previous contact with man existing level of trust, and the individual

I LILINB F OKY g2dzZ R Y2NBYQOAQB{ @K IADEIZRANSG K SQK Wb 2
withdrawal rate of the teachers during the relatively demanding data collection process.
Research into participain rates in longitudinal studies in medicine has shown that trust,
regular contact and personalisation increase participation and reduce-alutgp(Abney et

al., 2017; de Leeuw & Lugtig, 2015)owever, there is a danger withe being known to the
participants that thg attempt to provideme with data which theythink | want rather than
more objective unbiased data.This was mitigated by repeated requests for honest and

representative data during interviews and other communications.
Teacher @ta gatheringand analysigprocess

To gain an understanding of their individual contexts &melexperiencesand understanding

of professional learning ofhe teacher participants, a serstructured interview was
conducted with each at the start of the data collection phasssappendces3 and4. In
preparation forthis interview each participant was asked to describe their professional
learning journey to that pointthis includedasking them to construct a diagrammatical
roadmap showing important activities, decisions and other events which shaped that
journey, seeappendix5 for the roadmap template Participants sent their roadmap to me
before their interview which then allowed mi® delve deeply into the experiences and
stories of theprofessional learningpurney of the participants and followp on interesting
occurrences in a relatively opemded manner whilstemainingwithin a broad framework.
Extensive written notes wertaken during the semstructured interview. The interviews
were video recorded and transcribed. Using a grounded, inductive appi@aiison &
McCartan, 2016, pl61lYyecurring themes were highlighted and coded. The information
relating to each emergent theme was then collated and summarised. The information
relating to the emergent themes was further collated and refined as the themes became
more visible graduallybuilding up a narrative describing the professional learning

experiences of the participan{®8raun & Clarke, 2022)
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The semistructured interview and mapping exercise, as well as gathering contextual and
baseline information for the study was also designed as an important part of the induction

and preparation of the participants for the subsequent part of the study whbke teacher

participants were asked to complete a didog of theirprofessional learninduringatwelve-

month period, seeappendix6 for details of the fields and optiondDuring the interview | was

able to explore the definition and understanding epfofessional learningwith the

participant, particularly the nature of much of the infornpaibfessional learning/hich takes

place in the workplace or around the more formal planned parts of maofessional
learningevents or activities. It has been shown in previous stugiesut, 2012; Evans, 2019;

Netolicky, 2019)hat teachers often defin@rofessional learning a rather narrow manner,
associatingprofessional learningg A it K F 2 NI £ 2 NHdo yiok iecdddrie WS Sy (1 & C
informal professional learningi K I G G | Se2 2 ROBYy R2 gAThéy alsb2 £ £ S 3
do not recognisenformal activities taking placaround and duringformal professional
learningevents or theprofessional learning K+ G 2 OOdzNE RdzS (2 aA3IyATA
might seem to be unrelated to the professional activities of the individual but nevertheless

have a significant shaping effect on thefessional growtlof the individual.

The interview and mapping proceass an opportunity tadiscusghe impact thatinformal
activities and experiences have had in firefessional learningpurneys of the participants

and therefore ensure that during the diatyg data collection process that the participants
were more likely to recognise sugbrofessional learningctivities when they occur and
include them in their dianjog. Evans (2019, pl3jtates that such implicit and informal
professional learnings largely invisiblejeglected and undefresearched and this study is in

part designed to address this gap and to gather data which gives a fuller and more rounded
description of theprofessional learningxperiences of a particular group of teachers and

how these experiences have, or have not, impacted on {r@ifessional growth

Drawing on experience and the literatytedentifiedfifteen different modes of professional
learning and used thesas a means of exploring the understanding and the experience of
participants during the intervievand in the diarjlogs seeappendix?7. These were ordered

in a rough hierarchy from informal discussions with colleagues through to more formal
activities such as certificated courses, attending conferences, and coaetmddproadly
T2t f 20 Ay Ispectfuyi,ys€eRiguiei6 Participants were encouraged to keep as
O2 YL SGBAYS@NREO2 NR a2 fossibli ToAmdlieit rédafivel@dagy Kob a
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participants to identify and recordachprofessional learning activity they undertook during

a full twelve-month period in their diarylog, these modeswere provided in alrop-down
menuin the diarylog spreadsheet There werealsofields on the dianjog for participants

to enter the duration of each activity and the location where it occurred. For each activity
the participants were asked to rate it usindoair-point Likert scalefrom 1¢ not at all useful

to 4 ¢ very usefulin the style usedrequentlyby many immediate posictivity evaluations
plusspace fora brief justification of this score. However, as describeGbgkey (2000, p9)
such evaluations are superficial awdly provide information on the initial reaction of
participants to the professional learning amtb not provide any indication of impact,
whether that be longer ternprofessional growth in the individual or changes in classroom
practices impacting on the learning of pupils. In an attempt to establish if a professional
learning activity did have a worthwhile impact the participants were asked to revisit each
entry inthe diarylog after a period of around one to twoonths and again at the end of the
twelve-month period covered bythe diarylog, to reflect on any impact or changes resulting
due to each professional learning activimnd to enter comments accordinglylhis process
was designed to allow richer data on the impact of the professional learning activities to be
gathered but is also consistent with the sort of reflection on learning promoted by the GTCS
professionaktandards(GTCS, 2012b)nd other professional recognitisisuch as CSciTeach
(ASE, n.db).

| was able to monitor the diadpgs of the participants and seatcasionaW{ SSLIA Yy 3 A Y
emails in part as a prompt to remind participants to complete their diagg, particularly
for the more informal or impliciprofessional learningout also to help prompt reflection on

the impact of theprofessional learninthe participants had experienced.
Pilot teacherparticipant

Totest the proposed data gathering procdsdecided to conduct a pilot teacher interview
before embarking on the main data collection of the study. This interview was conducted in
the manner expected for future interviews but with an added element of then asking the
interviewee to provide feedbaabn the process used, the sesstructured interview schedule

and other documentation, and generally whether he considered what was being proposed
was a reasonable ask of a teacher, and feasible for a teachesmplete. This pilot was

conducted forseverakeasons, first to allow my supervisors to check the video recording and

112

2



transcript produced to ensure the interview was conducted in an appropriate and ethical
manner, such as me avoiding leading questions or other behaviours which might bias the
data obtained. Second, it allowed me to test the appropriateness of the docatientand

the conduct of the interview to review and improvhe processbefore the main data
collection stage began. It alpoovidedbasic information, such as the likely duration of the
interview, which could then be used to better inform potential fuie interviewees of the

likely demands on their time when participating in the study.

| approached an experienced teach€glum well known to me and with whom | had worked

on projects previously, and who had participated in my previous research conducted as part
of my MSc in Teacher Educatiddalumwas someone | was confident would give me honest
feedback and tell me if | was attempting to do something which was unreasonable for
teachers to complete. ASalumhad already had a relatively long career in teaching it would
also test how reasonable it was to ask someoneettect and rementer events, activities

and incidents over a period of several decad€slumagreed willingly to take patrt.

| emailedCaluma Consent Form, Participant Information Sheet, Sgmictured Interview
Scheduleand written instructions asking him to construct a roadmap of his professional
learning journey. | did not provide him with an exemplar roadmap as | was interested
what someone unfamiliar with the concept would come up with themselves. | did not want
to overly constrain participanf3approactes to reflecting upon and documenting their
professional learning journey by steering them down a particular route. | aSk&dnto
identify asuitabledate and time to conduct the online interview and he identifietime
around two weeks later. | was content with this arrangement as it would give him time to

reflect on his professional learning journey and construct his roadmap.
Lessons learned from the pilot

Calumdid not construct and send me a roadmap of the type anticipat€dlumsent three

documents which were simple lists of professional learning events he had attended during
different periods of his career. Although these were quite extensive in na@aemhaving

participated in a significant amount of professional learning over the years, the lists only gave

the date, title of event, name of provider, and a single word or short statement in way of

SOl fdzk GA2Yy &dzOK | a4 GRBENE @S8FdB2NIKSFKAEL ST IRO@
O2ftt SI3dSa¢ o ¢tKS GKANR 2F (GKSaS R20dzyrSyida ¢
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from his local authority system for recording professional learning as partPRiBprocess.

This listed a total of 95 events over the most recent six yea@abfnDa Ol NB S NI h i K
the short immediate postevent evaluation statements there was no indication, other than

a2YS 0SAy3a tAaGSR Fa AGSEOSttSydGé 2N AaOSNER g2
toCaluna LINE F S & aAi hylongerteinNBflgctiol @n wheyh& these events had

resulted in any significant change @alumQ & ctic#N,) beliefs or attitudes. It was
immediately clear to me that if | were to obtain the deeper or more nuanced information

about which professional learning had led to professional growth in the way | had envisaged

when designing themethodology,| needed to providemuch clearer guidance to the
participants, including some exemplars illustrating possible types of roadmaps, and the

details they might include.

A second aspect also completely missing from the information providedaymwas any
acknowledgement of him participating in any form of informal professional learning. The
factthat some of I { slevValuation comments referred to attending specific events as being
beneficialdueto the networking opportunity involved, rather than the formal content of the
event itself, indicated thaCalumwas likely to be participating in informal professional
learning However, it was clear thaCalumwas applying aarrow and rather transactional
definition of professional learning to his record keepings | kow Calumwell, | was
confident that he was participating inmauchwider range of professional learnitigan that
represented in the documentgrovidedsuch as private reading and research, collaboration
with colleagues, as well as much informal discussion with colleagues and others. | also know
Calumis a highly respected and regarded physics teacher many less experienced colleagues
turn to for adviceand this involveshim in much informal discussion of teaching and learning
issues which no doubt also has benefits for his own professional learning. This range of
activity was one of the reasons | identifi€@hlumas a suitable individual witivhom to

conduct the pilot.

The failure of the roadmap activity to operate as intended led to the development of two
roadmap exemplarsseeappendix5. The first exemplar was constructed for a hypothetical
physics teacher with around eight years of experience and based on a design provided by one
of my supervisors. The second was based on my own professional learning journéygcover
forty years and was quite extensive and complex. Although there was a risk of this exemplar

being somewhat daunting fqrarticipants| hoped the rang of different activities and events
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it included would act as a good prompt for participants.adidition, | hoped it would make

a wide range of examples with which | am very familiar visible to the participants and to

which | could readily refer to during interviews if an illustratianalogy or specific example

g a NBIJdANBR (2 AR RA&AOdzaaAzy 2F GKS LI NIAC
specific events such as conferences or academic study my roadmap includes individual
G2N] aK2Ll 6KSNB L OKY¥ QNFKY %8 gStalnedckadding iy WI K
practices and beliefgimes when | first met specific individuals with whom | subsequently
collaborated with significant impact on my professional learning, and times when | had

significant discussions or collaboration with cofjaas.

The first two questions on the sersiructured interview schedule were also reworded to
LINEGARS | 0SGUGSNI FANRG waShdtAy3a AyQ ljdzSada
description of how they got into teaching and their career to date. Thisldvensure |

obtained some potentially significant background and contextual information about the
participants as this can have a significant bearing on their cdoegr professional learning

needs. Physics teachers can have a range of first degrdeasengineering, applied maths,
astrophysicd Yy R 3IS2LIKeaArAda la 6Stf Fa Y2NB WLIH2NBQ
engineering degree is likely to have a greater need for professional learning on some of the

more modern aspects of physics recently introduced to Higher and Advanced Higher,physics

such as cosmology or particle physics, than someone with an astrophysics degree for
example. The second question was reworddde to the changes to the roadmap
instructions to focus on more important speciégamples of professional learnitigat the

participants valued highly and considered to have more impact on their professional growth.

Whilst the content of question four on the sesstructured interview schedulewas not
changed it was decided that converting the format to a live, interviewer completed
guestionnaire would be a better means of collecting the data which gdsethe potential

for a small amount of quantitative analysi$he important role of question four in helping
the participants to understand my definition of professional learning activities, particularly
the emphasis on including informal activities appeared to woeK.wThisvas an important
training step to help ensure participanssibsequently compled their diary-log asdesired

and was shown to be a necessary stage giveh f dnartd@& working definition of a
professional learning activity. The demonstration and explanation of the-tligrgnline

spreadsheet that was done at the end of the interview also appeared to work @allm
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thought that the diarylog would be straightforward to complete and very similar to his local

authority PROog, which he hd provided as part of his roadmajmcumentation

The pilot interview also highlighted the need for mehlie a little more focused and less
conversational when asgkg the starter questions ensuring | ask each question more
coherently and clearly and then being more direct and probing in asking appropriate
supplementary followup questions. The fact that | kne@alumso well may have been a
factor affecting this aspect during the pilot interview as was my desire to try and put

participants at ease.

The transcription of the interview was made by editing the automatically generated Zoom
transcript,but this proved to be quite time consuming due to frequent errors, possibly being
due to the Zoom software being unfamiliar with Scottish accentssagmificanteducational
jargon being involved. | decided to see how accurate future Zoom transcripts were before

deciding whether this methodas better thartyping straight from the recording.

Due to the changes described abdveecided not to include€Calumin the main sample of

data gathering for the roadmap and interview stages of this study. However, as the pilot
interview did not lead to any changes in the plans for use of the di@ywr any subsequent

stages of the studyCalumhas been included in the study alongside other participants for

these parts. A summary of findings abd@@lumQa LINRPFSadaA2ylt SIFNYAY
separately from the reporting of the findings from tlsebse&juent participants inchapter

5.3

Teacher participant selection process

Following thepilot, | approachedeventeerteachersby email One teacher did not respond

to either my initial request or a remindei.hree responded thawhilstthey were supportive

of my researchn principlethat due to pressures on their time due to caring responsibilities
and the increased workload during the COXIED pandemic that they did not wish to
participate. One teacher responded positively to my initial request to participate, also stating
that caring duties and workload were a potentmbblem butdid not respondurther until

after data collection fom other participants had been almost completedOne teacher
requested asignificantdelay to participationgiving theincreased workload due to the

additionalpupilassessment requirements during the CO¥fpandemic as the reason. This
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resulted in eleven teachersn addition to the pilot teachermarticipating in theroadmap
exercise andan interview via Zoom. One of these participansva,documented nine
professional learning activities rer diary-log in asixweekperiod immediately followingper
interview but subsequently withdrew fronfurther aspects ofthe study, also quoting
workload issues due to the pupil assessment requirements during the €@\iBndemic
as the reason for doing sd@.he data Ava provideid her roadmap and initial interviewere

included in the study.

The participants interviewed taught irg@od range of different sizes s¢hools spread across
a wide geographical area seven of the eight local authoritiesf the Northern Alliance
Three were female and ninewere male, five heldprincipalteacher roles and seven were
unpromoted teachers. Whilst all were GTCS registered to teach plsisiso taught other
subjecsin the SeniorPhase Although not attempting to obtain a statistically representative
sample of teacher participants | was nevertheless contétit the range of participants for

the purpose of this studyDetails of the participants are givenappendix8.
Analysis of roadmaps anuhitial interviews

Initially | had hoped that the roadmaps provided by participants might be treated as a
separate diagrammatical and visual dat@urce, howeverthe widely varyingformats and

level of detail provided by participants meant that this was possible The roadmaps
provided included simple lists and spider diagrams of evantsafew more detailed maps

like the exemplars provided. Asking participants to complete a roadmap was nevertheless a
beneficial exercise as it helpgdompt andstructure their thinking about their professional
learning journey both before and during the interviemd provided me, as interviewer, a
structure for discussing the professional learning they considered impadthd.interviews
were recorded and transcribed, and this transcription became the primary data source for
analysis, although the roadmaps ahdndwritten notes takenduring the interview, both
0SAY 3 | T2 NMverd sed¥& & cibkstchiegkagati the themes identified from
the transcriptions. By both conducting and transcribing the interviethds increasedmy

familiarisation with the datgBraun & Clarke, 200987).

NVivo was used to code theanscriptiors and to identify themescomprising constituent
expressions Some of the initiathemesidentified could be described as a priori themes as

they were linked to specific questions in the sestructured interview schedule, which
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themselves were informed by the literature and previous experiertdewever, some also
emerged from the dataand thea priori themes werealsoclarified using amore inductive
approach(Ryan & Berrnard, 2003, p88yhe themes emerged somewhat organically during
the reading of the first few interview transcriptions. Mdbhemes emerged rapidlgn the

first reading of the transcriptglue to frequent repetitions across multiple participantg\
reflexive constant comparison method was us¢a add expressions téhese themes on
subsequent readingsf the transcriptsparticularly identifyingsimilarities and differences
across thedifferent interviews, revisiting transcriptions as themes emerged and evolved
(Braun & Clarke, 2022; Ryan & Berrnard, 2003,.p91)

As people speak thayever say all that they megiGee, 2014) As the teacher participants
were speaking to me as an insider researcher very familiar with both physics teaching and
professional learning for teachers of phystbere was sometimes an element of participants
leaving outor making assumptions about y ¥ 2 NJ | {iaN Scyttishi ghysidseatbers

g 2 dzf R . Ho@wérBeingan insider| was able to pick up on features which might not
have been immediately transparent to an independent outsider reading the verbatim
transcripts.This is consistent wittihe observations oKezar et al2018 p84Q who described

only being able tdetter understandand interpretinterview data once thy hadexperienced

community of practice events with the participants.

The transcripts weralsoreadthroughagainwith particular focus on the sections which had
not been coded into any of the themgseviouslyto see if any new or less obvious themes

emerged from these sectiorfRyan & Berrnard, 2003, p93)
Analysis of diarylogsand follow-up interviews

The diarylogs were analysed to determine the extent and frequenggrofessionalearning
recorded by the participants.Simple quantitative analysis of activitiegs undertaken
including analysing separately activitiasndertaken within the teachea @/orking Time
Agreement, such as4service days and other collegiate workiag opposed tauringthe

35 hours ofmore personal professional learningn addition, and ina similar manner to the
analyses of the interviews grounded, inductive approach was used to identify recurring
themes which were then highlighted and in an iterative process collated and summarised to
determine findings. This included whattofessional learningeachers considered to be of

greatest value and most beneficial to thpiofessional growttand improving their practice.
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It also included identifyingprofessional learning which had been lesséficial and how
these activities might be improved, arlde barriers which prevented or frustrated them

from reaching theiprofessional learningspirations.

The initial analysis okachprofessional learningliary-log was then used as a starting point
for a followup, semistructured interview with each teacher participaseeappendix9. This
interview was intended tprobe into how complete each diatggwas, and tayather further
information on the impact of therofessional learningxperiences, particularly as this may
take some time after the@rofessional learningaking place before its true impact manifests
itself in changed practices and/or beliefEhe extent of this second folleup interview was
partly determined by the quality of théata recorded in the&liary-log, particularly the quality

of the reflection on impact it comined. During the leader interviewswhich took place
during the period between the teacher initial and follays interviewsJeadersindicatedthat
teachersought to bemaking greater use of policy documents than appeared to be the cas
from the initial teacher interviews The followup interviews weretherefore used as an
opportunity to investigate teach& Q dza S 2F LRt A0& R20dap8y (ia |y
gquantitative data on thisNotes were taken during these interviews, which were aisieo

recorded transcribedand analysed using similar methods to théial interviews.

Once expressions had been extracted fralithe teacherinterviewtranscripts into themes

iKS&aS 6SNBE NBOASGSRO {2YS GKSYSa 46SNB | Yl
O2fttSI3dSaQ gAGK Wg2NlAy3I gAGK O2fftSI3IdzSaqQs
themes grouped together, seappendix10. New themeswhich emerged in the followp

interviews were added to those from the initial interviewgxpressions which might make

particularly suitable participant quotations were also identified at this stage.

The data gathered from the diafggs andnterviews werealsoanalysed againstf Sy y SR& Q&
framework, figure 6n chapter 3.2.2¢ A Y LJS ptihcpRs®adle 1in chapter 3.2.3andthe
enquiry-based professional learnimgodel, figure B in chapter 3.7whichwassynthesised

from literature on professional learningThese were usedtdetermine the likelyoverall

quality of the professional learning experiesc®f the teacher participants how
transformative tleseexperiencas werelikely tohavebeen, and whether there was evidence

of enquiryasstancebeing practised
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The process outlined above was designed to generate a deep understanding of the
professional learnintandscapeof the teacher participants. Their experiences are shaped by
the environment in which they find themselves which is significantly facilitated and
controlled by those in thenesalevelof the education system as they have limanagement

roles and influence the professional culture and ethos of the institutions and organisations
within which teachers work.Therefore,this study also sought to gain the views on the
professional learningf teachers from participants in thenesclevel of the education

system.
4.7.3 Leader participants

Leaders were interviewed from various organisations across the +eesd of Scottish
education. However, these leader participants can be subdivided into two broad categories:

senior leaders within schools, and leaders within laeajional,or national organisations.
Leader participant selection process

| wished to haveall the maintypes oforganisations with a role in teacher professional
learningrepresented in the leader participants interviewg&agether with staff working at
different levels within organisationsThis includedstaff at the national agencies of the
Scottish Government Learning Directorate, Education Scotland, General Teaching Council for
Scotland, SSERC, and a teaghefessional associatigplus the Northern AlliancRIC local
authorities, and severaheadteachers andlepute headteachers. Details of the participants

are given irappendix11. Using a similar strategy to that which | had used to recruit teacher
participants | emailed fourteepeople,andall agreed to be interviewed. | was very pleased
with the range of participants for the purpose of this studis all fourteen participants
already knewme, there could be a disadvantage of them biasing responses to those they
considered | would prefer doy themavoiding potentially contentious issues thihought
might have been a particuldanterestto me. However] hopedthat my previousefforts to
maintainintegrity and respectn my work would mean that this would bainimised,and

our familiaritywould allow me to quickly probe into the relevant issues during the interview

in a climateof trust and opemesswhich would allowgood quality discussion.
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School senior leader participants

The participants in this grouprere headtachers anddepute headeachers in Scottish
secondary schools. They may h#&asla small teachingimetable, but most oftheir work
was in a noAeaching capacity. In managing and leadseools,they had an important
decisionmaking role regarding much of tipeofessional learningndertaken by the teaching
staff in their school. Adefined inchapter2.1.2 these participantsvere in themesolevel
of the Scottish education system buere those most directly in contact with the miclevel
i.e., teaches. As with the selection of the teacher participant sample the school senior
leaders were selectenh a purposeful manness onedikely to provide welinformed vievs
about the professional learningf the teachers in their schooll included twodepute
headteachersand two headeaches in the sample but three of the system leaddrad
recently beerneads ordeputes inschools in the NortherAllianceandfrequently answered

questions from this perspective during their interviews.

Semistructured interviews were conducted with the school senior leadeeeappendices

12 and 13. Extensive written notes wereken, and the interviewsvideo recorded and
transcribed. The interview starter questions were designed to explore what the senior leader
thought typicalprofessional learningourneys werelike for teaches and how, as a leader

and decisiormaker, they supported thseprofessional learningpurneys. This included an
exploration of the purposes of thprofessional learningnade available to teachers, their
expectations of teachers engaging with and shaping tpeifession learning and the
modes ofprofessional learningsed to achieve these purposes. The intendalgo included
starter questions regarding the idepltofessional learningrovision for teachers in their
schoo] what barriers and restrictiosmight exist which prevent the reality of thgofessional
learningprovision matching the ideagdrofessional learningrovision and how policy helps
shape the professional learningl'te data from these interviews wemnalysed in a similar
inductive manner to those with the teacher participants to identify common theamatkey
messages, but also significant individual events or occurrences which might be of particular

value.

Senior leaders in schools, particuldiBadieachers, have significant autonomy and influence
on their school¢Education Scotland, 2020a; Jones, 2Qi8)hey nevertheless work within

the wider frameworks prvided by local authoritiegegionalimprovementcollaboratives,
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and national policy andgencies | therefore also included data gathedt from other
participants involved in the facilitation pand support for the professional learningf

teachers from those organisations within the mdswel of Scottish education.
Participants from localregional,and national organisatios

The provision of education is delegated by the Scottish Governmembdal authorities
therefore local authorityofficers, such as Quality Improvement Officers, have a role in the
provision of professional learningo teachers. Since 2017he regional improvement
collaborativesand regional teams within Education Scotland, have been developed to allow
co-ordination, particularly for thegrofessional learningf teachers, across groups loical
authorities. Therefore,severalsystem leades working inthose organisations the mesc

level were interviewedtogether witha few in senior roles in nationalgencies thatwere
arguably working in the macHevelas well as thenesclevel These system leadetsave
influence over the professional learning support and culture for a significant number of staff
across many schogland their views and approach fwofessional learning can therefore
have a significant impact on the wider education system. As with the selection of the
teachers and school senior leadéhgy were selected in a purposeful manner as ones likely
to provide a welinformed viewaboutthe professional learningf teachers People ae more

likely to share information if they perceive the research being conducted to be of value and
if they consider the research is being conducted in a valid, reliable and credible manner
(McPherson & Raab, 1988hd | was pleased that | was able to reassure participants with
information about my methodologyand measures to maintain the anonymity of all
participants The conduct, starter questioysnd analysis of these interviewss the same

as thatused with the senior leaders in schools.
4.8 Ethical considerations

Following ethics guidelirsgBritish Educational Research Association, 2018, gv@) after
gaining approval from the School of Education Ethics Commitikeéeacher and leader
participants were provided with a letter providing information about the purpose and nature
of the study, including the right to withdraw from the researtdgether with a consent form.
Reassurances on maintainingnéidentiality and anonymityof participantsin the thesis and
any reports papers or presentationdased on the studyere givenwith the hope that this
g2dzf R T dzNI KS N ¥ 9 O paBitiparsincréase thilikedirbod they would see
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it through to the end and encourage full and honest contributiong his was articularly
important for the teacher participantavho were asked to completdéhe significant
undertaking of theroadmap exercise, the diatypg and two semstructuredinterviews As

this study takes a casstudy approach with a relatively small numberpatrticipants care
was taken to anonymise all participanty usingpseudonyms The aim wago always
maintain the anonymity of participanti all reports or papers resulting from the study.
However, as some of the system leaders interviewed held relatively unique positions within
Scottish education this was potentially difficult in some casEs.minimise the risk to the
individuals concernedthe interview transcrips were shared with each participant for
checking andhey were giverthe right to remae from the record anything they were not
happy with beingsubsequentlyquoted or shared in the thesisr elsewhere None of the
teacher participant@sked for any changes to their interview transcriptions and only two of
the leaders asked faa small number of typographical errors and minor clarificationbeto
made indicating a high level of satisfaction in the interview data collection procégs
participants werereassured that any specific mentiord individuals, institutions or
locations would be anonymised any published worksOn this basis, informed consent was

given by all participants for the use of their data in the study.

Thatparticipantswere relatively well known to me, and me to them, and recruited through
my networks isacknowledged The participants were not selectedftrm a representative
statistical sample but as people well placed to provide smétirmed, nuanced information
about the professional learning of teachers whilst nevertheless representing a broad
spectrum of schoolsprganisationsand agencies within the bounds of the case. Such a
selection was madéo minimise anydisproportionate influencefrom any one group of

participants.

As can be seen from my experience descriipeithe ntroduction, this study was embedded

in a community with which | am very familiar, to which | have good access, and in which |
have significantredibility due to my long and active participation and contribution to it.
Throughout my career within thisommunity, | have striven to maintain a high level of
integrity andto maintain respectful relationships.Asa member of this communityhis
YSIFya GKSNBE Aa | the sty which Risgbeeralddvahtdadges/ i bralught

a great deal of knowledge and understanding of the Scottish education system, physics

education more specifically, and professional learning in physics and science. Thigegave
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a good understanding of the context of the teacher participants involved and the ability to
understand readilyand interpreteffectively, the dataprovided tome. My work context gave

me good access to appropriatgarticipants,and it wastherefore relatively easyfor me to
access aonvenience sample of participanteho also brought appropriate and relevant
experience to the studyHowever, being an insider comes with potential disadvantages such
as introducing an element of biggibjectivity and potetial vested interests where care must
be taken to ensure objectivitgonsistencyand rigour in the conduct of the resear(@reene,
2014)

However,i KSNB A& | faz2 | yme¢ohdatidggher&Sdareh herdoredy G 0 2
YAIKG o0Said 0S RSAZONAOGOSR Fa I WLINILAFET AYAAR
also retaining a degree of distance from thé@havez, 200§479. As an employee of the

Institute of Physics; a welkgarded and respected professional body, and having worked

latterly in a Scottish independentschedli 't 42 YSlIya L +FY a2YSoKI G
f20Ff FdziK2NAGE 3F20SNYSR SRdzOlIGA2y aeaidsSvyo
comesto interviewing school and system leaders about professional learning policy and its
implementation as, despite my extensive professional activities, | remained predominantly a
classroom teacher throughout rsbof mycareerand ¥ y2¢ |y SYLX 2&8SS 27F |
professional body working outwith the main structures of Scottish educatynconducting

the study under the umbrella of the University of Strathclyde this also provides an element

of independence from the participants, organisations and structures being investigbiésl.

is an advantage in terms of encouraging participants to gpen and honest responses to
questions Care was taketo minimise the potential biasingnipacts of power relatinships

and of participants providing answers which théyought | would haveliked to have heard

| consider iy good standing within the profession but reasonably independent stance from

it, both through conducting the study through a university as well as being employed by a
third-sector employerwasan advantage in this regard.conducted a pilot interview with a

teacher participant which was video recorded and analysed by my supertasohgck on

its ethical conduct, avoidance of leading questiansise of inappropriate language. Lessons

learned during the pilot interview were used to improve the intewsaconducted during the

study.

Participants were interviewed only after the study had been explained to them and their full

consent given. All interviews were conducted using video conference software as this
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allowed the use of automatic transcription software on a secure platform. The €0OVID
pandemic made the use of video conferencing more straight forward that been
anticipated at the beginning of the study due to the increased familiariggllgfarticipants

in using suchtechnology This also had the benefit of reduced travel tincests and
emissions. However, the conduct of interviewssingvideo conferencesoftware hadthe
disadvantage ofeducingthe immediate visuatommunication through body fuage and
clues of anyotential distress or discomfort on the part of interviewee compared to a face
to-faceinterview setting. Neverthelessyideo conference software provides at least some
visualcommunicationwhich is not possible with purely audio interviews by telephone, the
alternative forinterviewsconducted remotely If therehad beenany signs of distress or
discomfort,| would have immediately taken action to address thiff oecessaryo end the
interview. | ensured that interviews were only conducted with intervieweesaatime
convenientto them andwhen they were in a suitableenue which they were confident
provided the necessargecurity andconfideniality for the conversatiomnwere comfortable
for an interview of the required duratignand hada good broadband and ¥i signalto

enable a reliableideorecording

The initial design of the study anticipated a fdogface discussion okach teacher
participanQ@@admap as the beginning part of the initial sestriuctured interviews with the
teacherparticipants. This would have alloweithe teacher and me, as interviewer, to use the
roadmap as a&ommonfocus for discussion. With the use of video conferencing software
each teacher participant was asked to email niégh-resolutionphotograph of the roadmap
ahead of the interview. We could then both have the roadmap visible during the subsequent

discussion as would have been the case in a-fadace interview

The diarylog completed by the teacher participants consisted of a Godgiheets
spreadsheet seeappendix6 for details of the fields and optionscluded Several of the
fields in the spreadsheet consisted of drdpwn menus to assist participants with its
completion. The only people who were able to access each spreadsheet were the individual
teacher participant and me, with my supervisors able to access on request for monitoring
purposes only. This ensured the data supplied by each participant remained confidential
throughout the study but allowedeakltime monitoring of activity enablingme to send
personalised and targete®{ SSLIA Yy 3 Ay an@rémirikidds torcBriptete anfrias

and reflections on impacif there appeared to be a lack of activityhisprocessallowed me
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to maintain regular contact with the participants and offer supptottry and sustain
continued patrticipation of the teachers throughout the year of thigivolvement in the
study. The full completion of the diarpg was potentially a considerable ongoing
undertakingfor teacher participants. However, the natuof the data being collected wa
very similar to that expected of teachezempletingtheir PRD an@rofessionalUpdate (PU)
processes required of all teachers in Scotlamdemain registered aa teacher with the
General Teaching Council for Scotland (GTCS). Iltintexsded from the outsetthat
completing the diarylog would generate data which could be easily cut and pasted from the
diary-log spreadsheet into the online system used by each teacher for their PRD amal PU
therefore not increase significantly the workloadtbé teachers Completing the dianog
was therefore seensless of a chore, or at least no worse than a neutral actigitg perhaps

even an incentivéor some participants.

The extent of the followup semistructured interview with teacher participants largely
depended on the extent and detail of the information they provided in their diagy If
good detail of the impact of their professional learning had been record#tkidliarylog a
FIANI @ Wi A intenie? wzddotipated fIf fess @xtensive details had been
recorded this was explored more fully in the follayw interview. My aim throughout the
study was to make the process as painless as possibliadateacher participants and to
ensure that they felt encouraged and supported whesmpleting their part in the study.
Participants, as has beeeported elsewhere(Farmer, 2018; Netolicky, 201 ®)dicatedthat
taking part in the study was itsedfworthwhile professional learningxperienceand gave
them an incentive to reflect on their practice in a manner they had infrequently taken the
time to do in the past. This indicat¢here wereno seriousethical problems around coercion

or abuse of power in relation to teacher participation in the study.

All policy documents analysed were freely available in the public domeamoving ethical
issues which might have occurrediatal documentsot in the public domairhad been

included in the analysis

Despite attempts to ensurthe highest ethical standards were maintained and participants
encouraged to participate fully in the study there were nevertheless limitations in the design

and conduct of the study. These are explored in the next section.
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4.9 Limitationsof the study

Asmuchof this study is qualitative it could be subject to criticism in relation to reliability,
validity, rigourand credibility. However, those most likétydo so would be advocates that
credible research ought to be of a more traditional scientific natsteh as randomised
controlled trials testing explicit hypotheses in a quantifiable anditivistmanner(Robson

& McCartan, 2016, p21)However,research can only be credibletlie methodology is
appropriate to the nature of the study and its research questionsthikisocial sciences
study, which seeksto determine understandings in a complex fielthe definitions of
reliability, validity rigourand credibility are different to those that might be applied to more
traditional scientific investigatiogin the physical sciencedn this study dataare collected
through interviews with teachers, from roadmap and didog documentary evidence from
teachers, from interviews wlit leaders across the education system, and from documentary
analysis of policy documentation from national sources. Togetheseprovide a range of
different types of data and an element of triangulatitmaddress issues afustworthiness

in the data

The case study style of methodological approach used can be seen tedmageeaknesses.

| attempted to include aeasonablylarge number of individual cases of both teacher
participants and leader participants which generated a substantial amount of interview
transcriptsand other documentargvidence put this nevertheless only provided a snapshot

of the experiencsof professional learning for a few teachers and leaders. This data was not
a balanced statistically representative sample from which galisations could be made
easily (Yin, 2018, p40) Working with a small number of participants therefore raises
potential issues around selection bias and interviewer bias, especially as | have worked in the
field of physics teacher professional learning for some considerable time. Working so closely
with an issue with which | am so familiar, and with which it could be said | have a vested
AYGSNBalzZ OFddiysaswhicE soNiéneYurther removed and independent
from the field might be able to see more easilaving beeraware of this asa potential
issuefrom the outsetl haveconsciously worked to address this issue throughout the study
including taking a consistent approach toall interviews, taking written notes during
interviews to crosscheck with transcriptionsattempting to practice reflexivity and to
maintain anappropriate level of distanceduring the data gatheringind analysigrocess

(Greene, 2014p9), but some unconscious biasvery likely still remaifRoyal Society, 2015a,
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2015b) Any potential weaknesses of this nature WiKEly have been offset by the benefits
GKFG Yé 1y2eéft SRI3SA VI WRGANEDNTAUGhitb INFstudy.  a +y W

The teacher participants in the study were selected using my professional judgement
include people with a reasonably broad knowledge of the professional learning landscape in
Scottish education. They wereselected f f 26 Y S (2 LINKe@ § gBXKIA &
questions of professional learning and | therefore sought participants that | was reasonably
confident would be able to provide such insightsalso wished to ensure that there were
teachers from a range of different school setsragross the majority of the eight different
local authorities included in the studyThis process could easily have been subject to
unconscious biases regardless of my attempts to ensure transparency and objectivity. It
would have beemesirableto have been able to includée relevantdepute headteacher or
headteacher with responsibility for professional learning in each of the schools in which a
teacher participant workedio alsogain the leadership perspective of professional learning
practices and opportunities in each of these schpalglto comparethesewith the views of

the teachers. However, to have done this, and to halaincluded the same spread of
system leader participants to provide data from across the mesgel of Scottish education,
would have greatlyncreased the total number of participantés Iwishedto investigate the
alignment of policy and practice through the educatigystem,| consider the range of
participants selected as being suitable for this purpose. Selecting matched pairs of teachers
and school leaders might also have skewed the selection of both sets of participants as the
number of schools where there was both aling and suitable teacher participant and school

leader participant may have been limited.

In attempting to narrow down soe of the variablesand give clear bounds to th&tudy |
focused on the professional learning of physics teachers withieralyears ofteaching
experienceand who wereteaching in a state funded secondary schovolthe Northern
Alliance, only one of thsix regionalimprovementcollaboratives(RIG) in Scotland. The
Northern Alliance is the most ruraf the RIGwith the majority of the most remote schools
in Scotland(Northern Alliance, n.d.) It could therefore be argued that teachers in the
Northern Alliance might have particular issues with regard=agyaccess to various services,
including professional learning activitjes issuadentified in my previous resear¢karmer,
2018) However, hat researchwas doneprior to the COVIEL9 pandemic which has

increased greatly the use of online and video platforms for professional learning activities
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This move online has improved the equityapfportunity andaccess to such activities for
teachers in more remote areagxcluding teachers from independent schadgarticipants

in the study andocudng only on teachers in state funded secondary schisdikely to have

had a minimal impact on the study. Only 4% of school pupils in Scotland are educated in
independent school¢Scottish Council of Independent School, nahyl there are only six
independent secondary schoglsicluding five relatively small schoolgithin the Northern
Alliance areacompared to91 state funded secondary schoolsAs the governance of
independent schols is by definition independeritom the state,education system leaders

are wholly oralmost exclusivelinvolved with the state funded education systgits schools,

and teachers Scottish education remains dominated by state funded schools governed via
local authoritiesd h Q. NASY 3. HamMmXE LIrTyo0

The focus on physics teacheis., teachers registered as teachers of physics with the
General Teaching Council for Scotland, as astib reduce variables was largely driven by
convenience factors given my own backgroun@he subject(s) for which teacheese
registered to teach contributes significdyto the identity of teachers in Scottish secondary
schools, further strengthened by the administrative organisation of schools into departments
or faculties(Brooks, 2016; Siskin, 1994\ hilst the place physics teachers hold within the
structures of secondary schoo#sd support and advice frotncal authoritiesRICsnational
agenciesandnationalgovernment may be very similar that for teachers of other subjects

in secondary schools there may be differences which make generalisations in terms of
teacher professional learning problematicPhysics, as one of the science, technology,
engineering and mathematics (STEM) subjects, has benefitedr&oamtinitiatives such as
GKS {O020GAaK D2@SNYyYSydQa { ¢(ScattistdGodethingnty 2 y
2017b) longer term professional learning support from SSERC, the Scottish national support
agency for science and technology educat{&$ERC, n.dgnd from relatively strongnd
longstandingprofessional bodiescluding the Association for Science Educat®8E, n.d.

a) and the I (Institute of Physics, n.d.)Although tere are professional associations for
most subjects taught in Scottish secondary schaudhsch organise annual conferences,
online fora,newsletters,and other activities to support the professional learning of tesash

of a given subjectnlike SSERC, I0P and ASthave the resources to employ stafftbe
capacity to provide an extensive programme of support activitiés. | am one of these
employees my selection processes for the teacher participants may well have privileged

teachers wlo have engaged more extensively witBP organised professional learning
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activities than activities organised by other bodies, however, this was something | was

conscious of and with which | tried b® as objective as possible.

The selection of school and system leader participants, like that for teacher participants,
involved the use of my professional judgement to identify key people able to provide well
informed comment on teacheprofessional learningand the development and use of
professional learning policyThis selection wagotentially subject to both conscious and
unconscious bias despite my attempts to maintain a high level of objectildgntifying a

list of key organisationgcross thenesclevelof the Scottish education systewith a role in
teacher professional learning policy and practice was difitcult but selecting potential
interviewees within them required the exercising of greater judgem&udmeof the g/stem
leader participants occupiednique and powerful roles within these organisations. Having
been granted access to interview such individualsp may beused to holdingsignificant
power andperhapsbeing treated with a degree of gravitas, a potential weakness in the
process could have beghat they controlled the conduatf the interview despite the semi
structured format, and not allowed me tprobe or challengghem in a manne& which
allowedme to gain thedata | desired. McPherson and Raab (1988)hen describing their
processesvhen interviewing individuals holding roles with significant station and power
illustrate the fine balance which must be maintainbg an interviewe to gather data
effectivelyfrom such individuals| worked to minimise anglifficultiesby always conducting
myself in a professional manner and drawing on and maximising my own experience of
working in educational policy circlesThat some of the system leaders could have been
reasonably easily identified by those very fham with Scottish education may have
restricted the information they might have been prepared to divulge, even with their
opportunity to approve the final transcript of their interview and remove any content with
which they would not be happy to be quateeven under an anonymised attributiorit is
possiblein such situations that they were more likely to comment along official organisation
policy lines rather than give a more individual response indicating how they themselves

consideredhings to be woking.

Finally, the main purpos@nd endpoint of professional learningvas taken to be the
SYKIFIYyOSYSyid 27F | -base tadek thavddgil outcohiess fTRIERaKeS the
reasonableassumptionthat high-quality professional learning does impact positively on

pupil outcomes.Although | drew upon the literaturen effective professional learning when
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analysing the professional learning experienceteathersthe study relies to an extentro

GKS LI NIAOALI YGAQ | &aSaayYya&ydrecenasdrkaf vihetded A Y LI
this indeed had a positive impact on pupil outcom&kere is never likely to ever be a perfect

study with no limitations or weaknesses, however, all possible attempts were made to

minimiseany potential negativémpact on participants
410 Summary

My previous research and professional experience identthatiseverabarriers exist which
prevent good teacher professional learning in Scotland, including different policies and
initiatives pulling teachers in differerdirections a lack of policy alignment. Given the
reasonable consensus around the featuresfbéctive,fit-for-purposeprofessional learning

and a national policy framework which is generally consistent with the realisation of such
professional learninghis study therefore set oub investigate how clodgthe professional
learning experiences of teachesdign with those described by policy, and where the
experiences of teachers are not well aligned with policy why this might be the case. In this
chapter | have set outind justifiedhow, by using a case study approach to gathering data
from physics teachers have sought to probe into the professional learning experiences as
lived by practising classroom teachensembers of the micréevel of Scottish education |
havealsosought the views of a range of school and system leaders acrossebelevelof
Scottish education to determine their perspectiyems well as condued analysis of
documents relevant to professional learning policy and practicemFhisevidence my aim

was to thengenerate usefuinformationwhich can be of use for improving the pestional
learning of physics teachers in Scotland @lgbteachers more generallyThis is what now
move on to in subsequerthapters first by presenting the data before goingtrdiscussion

and conclusions.
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Chapter 5 Findings

There arethree sourcesf data policy documentsschool and system leade@nd physics

teachers To addresgesearch question 1,realysisbegins with asystematicdocumentary

analysis of national policy documents relating to professional learriRegearch question 2

is addressed byexploring the lived professional learning experienadsthe teacher

participants, first their professional learning journafisough their careefollowed by their

professional learningxperiencesluring 20212022.¢ KS §( S+ OK S Nateanafyded IS NRA Sy
against bothKennedy's (2014 and Timperleys (2008) models of professional learning.

Research question i3 addressed throughnierviewswith school and system leadeasida

comparison othe findings from all threelata sources
51 Documentaryanalysis

Theanalysis of policy documents relating to the professional learning of teachers begins with
an analysis of the contractual requirements of teachers before moving through a genre chain

seefigure 17, of other documents which influence the professional learning of teachers.
5.1.1 Teachercontractual requirements

The contractual requirements of teachers are laid out in the Handbook of the Scottish
Negotiating Committee for Teache(SNCT, 2007 although additional appendices have
0SSY FRRSR 2@SNJ GAYS NBadzZ GAy3 Ay ihwhedi A 3SQ

T

teacher organisations, local authorities, and the Scottish Government have a voice. The
Handbook sets out the duties and arrangements for the working time of teachers. It states
that teachers are required to meet therofessional standards and to participate in
ProfessionalUpdate as set byhe GTCSGTCS, n.ek, 2021b) Atransformativeconception

of professionabm is alluded to through several references to collegiate working,
contributing to the professional development of colleagues, professional autonomy, and
empowerment However, a more managerial conceptiaamd signs of accountability
pressuresappear on occasions such as where it states thathers are expected to inform
appropriate managersvhen theywish to carry out some of their net@aching dutiessuch

aspreparation and correctiormpff school premiseéSNCT, 20Qapp. 2.7.
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AtSI OKSNE Q ¢ 2 NJ fivefirsendcs dajslarid yhidehdixolSsiates that teachers

dza S (i K Siti&s astpantdeddby the courcfpara. 3.5)but little further guidance is

provided onthe nature ofthese duties other thanthey will A y O f dizRISpmént activity

planned by the counéil & Krhay form a part of the CLPL plan and reéord2 ¥ (S OKSN
(para. 9.9. In-service dayprovide time for teachers to meet with others froschoolsacross

their local authorityand thereforeprovide valuable opportunities faollaborativeCLPLThe

useof 6 OKS NRA Q dlasacdhtad Sréparafibh,and correction(nominally5 hours

per week)is agreed by local negotiatirgyrangementsat school levebnd includes CLPL
Teachersalso éhave a contractual requirement to complete naaximum 35 hours of

Continuing Professional Development (CPDRpeune (para. 3.11hen referring readers

to the section on CLPL for further detaildo minimum requirement is statddaving whether

the 35 hours is an expectation or an entitlement open to interpretatidm the section on

CLPL it statesising quite directive languagé K| & G KA a WakKlffQ O2yaAral
schoolbased, and other professional learning taking account of individual, school, local, and
national priorities. This should be negotiated between the individual teacher and their line
manager within the professional requirements as set out by the Gar@Sit is the
responsibility of the employer to ensure there a wide range of GhRllable but it is the
responsibility of the teacher to undertake their agreed programme of CLPL. Howeyath in

the lists ofi S OKSNAR Q & LI&f Guggested acRvities % $eacher nffight undertake

during their contracted hours, the relative prioritisation of CLPL is perbhpded toas it

appears lasin both cases ¢ K Statément on Teacher Professionakg@pp. 2.6yefersto

a focuson dincreasing professiomautonomy and empowering teachérs | ON2 aa { 02
education as well asii KS y S SRclim@t@ N callegiality I ff O2yaixadasSyid
transformative conception of professionalism.The contractual need for teachers to

complete their duties in a 3Bour week is stated in several places, as are initiatives to
address the difficulty teachers have achieving this in practice. In another mix of conceptions

of professionalismi (i & ( | Te&bers haed alrightiand an obligation to contribute to the

process by which national and local priorities are deterndigapp. 2.7)

The different language used in different parts of the Handbook is consistent with both its
evolution over time and the likely difficult negotiations during its production between
funders, employersand employees with different priorities, desires, and conceptions of
professionalism. The Handbook statkat the CLPL teachers undertake mtadte account

of national, local, and school priorities, and whilst this does not dictate raagles of
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professional learning ozonception of professionalisnin my viewthis therefore gives the
potential for external accountability pressures and a managerial conception of
professionalism to dominate in implementation. Central to these contractual requirements
are the processes of maintaining registration with the GG & is to these documentsurn

next.
5.1.2 GTC9rofessionalstandards andrelated documents

The GTCS is independent of governm€BTTCS, n.eh) and its policy documents are
approved by its Council, on which teachers form the majority, with representation from all
phases. The two most relevant documents for classroom teachers are the Standards for Full
Registration (SfFR) and for Carémrg Proéssional Learning (SfCLREYCS, 2021b, 2021a)

but guidance orProfessionalReview andDevelopment (PRD) and gofessionalism and

professionalearning are also considerd@TCS, 2017, 2019)

In the SfFR and SfCLRihich are substantially similafi KS ¢2 NR WLINRFS&aA?z2
derivatives are used over 140 timevenalthough the main text in each of these documents
extencsoveronlyy Ay S LJ 3S& o ¢KS aIANBIG YlIe2z2NRiGe 2F O
an adjective before words such as values, commitment, and illustration. This liberal use adds

little to the meaning of the text and is perhaps indicative of a profession stiggling to

justify it being called a profession. Morefely 3 A& GKS dzaS 2F GKS g2
which is used around a dozen times, not including headings. It is used in the context of
teacher professionalism being reconceptualised, and teachers enhancing or developing their
professionalism Thisimplies the authors consider there to be some deficit in teacher
professionalism, but they do not define explicitly the conception of professionalism desired.
However, from the multiple references to teachers working collaboratively and collegially
transformative conception of professionalism dominates the discourse although the terms
W3Sy O0eQ IyR WSYLRSSNBRQ I NB SI OK dzaSR 2yf @
the position paperon professionalism and professional learn{i&gTCS, 201Which unlike

many GTCS documents is well referenced, not only to other Scottish educational policy
documents, but importantly to seminal texts in the field of collaborative professionalism and

teacher agencyCochranSmith & Lytle, 2009; Hargreaves & Fullan, 2012; Lieberman et al.,

2017; Priestley et al.,, 2015; Sachs, 20ifijicating a transformative conception of

professionalism.
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Another important GTCS document relating to professionalism is its Code of Professionalism

and Conduct (COPA@TCS, 2012dhowever its role is somewhat different to the others

Fad AQ LXFea Iy AYLRNIIFY(d LI Nlsothathdbsuddaies / { Q&

of professional behaviour and conduct are clear and public trust in teachers is maidtd@ined
OLINL ® LG 2yfeée YI1Sa 2yS NBFSNByYyOS take2z LINE T
responsibility for their own professional learning and development and be an active partner

in the communities in which you wogk. 6 LIM M 0 @ wSTFt SOGAye&hinada +AY
more directive, minimum competency styleompared tothe other GTCS documentsut
neverthelessas itisatil S OKSNN& NBALRYaAOAf AGE Gwis YSSG
alludes to a more transformative conception of professionalisimansformative modes of
professional learning are encouraged in the SfFR, and particularly in the more aspirational
SfCLPL, with references to practitioner enquiry as stance, reflection on practice, engagement

with educational literature, research and poyiin acritical manner, and the participation in

robust professional dialogue, although with whom is not specifidd. relation to te

introduction of professional standardSachs (20038180 and GroundwaterSmith and

Mockler (2010 p57) have observedhat this can achas a catalyst foprofessional learning

but there is little detail on the modes of professional learning ussda result andhe

assumptionsbout howthis changehappers areimplicit.
Professional Review and Development

Teachers are required to commit to lifelong learning through engaging witRrtsfessional

Review andDevelopment (PRDprocess which feedito the ProfessionalUpdate (PU)

process. The PRD process in all local authorities was reviev2@@1 based on guidelines

ONBI 4GSR 0& (KS Dproféssiond assosiatidng dnttininer Edudationabbadies

(GTCS, 2019) ¢ KS 3IdzA RSt Ay StheseFevised FrofastonabiRevieiv&nd i K I {
Development Guidelines have been shaped and created by the profession, for the profession.
They are designed to support the development of cultures that foster agency, promote
teacherled professional learning and dpla collaborative professionalisin. 6 LJH 0 & a dzOK
made of higHj dzI t AG& t w5 GF 1 A Y Strondf clthr§ and ofimaie OfKr@se t & & A
where teachers feel nurtured, valued and empowéredo LJn 0 ® heds8uk &f whdlisA & Sa
being expected to value and empower teachers in such cultures, and therefore the role of
YIEyF3aSYSyid FyR fSIFIRSNEKALI Ay aoOKz22fmbcal yR 0685

authorities and employers should ensure they adopt a robust and systematic approach to
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developing coaching approaches, providing quality training opportunities for all reviéwers.

(p9). This is only in relation to the PRD process rather than coaching for professional learning,

such as instructional coaching, but nevertheldggsis a direct instruction from the teaching

profession to employers and if implemented could support improvements in coaching more

widely in schools.That employers need to provide adequate time for the PRD process and

to manage teacher workload and bureaucrag referred to in the section on employer
responsibilitiesin a similar manner tthat in the SNCT Handbook discussed above. However,

there is no mention of employers needing to provide CLPL to address the needs of teachers
identified during the PRD process, although there is a statement that reviewees and
NBEJASsSNE Ensviedge Rf, akd adcess to, professional learning opportugities

(p8). A feature of the PRD Guidelines is the use throughout of practitioner quotes as
examples of good practice, atid/ 3 (2 GKS AYLINB&aaAzy GKbyli GKS F
the profession, for the professibn 6 LJH 0 @ ¢tKS NBFSNByOSa G2 O
becoming agents of change, and coaching approaches illustrate a desire for a transformative
conception of professionalism but the very procéssed nature ofhe guidelines for the

PRD process itself provides ample opportunity for more managerial conceptions of
professionalism to emerge, especially when a system is under pressahleided toby the

referenes to time and bureaucracy.

None of the GTQ8ofessional ndards refer to théNational Model of Professional Learning
(Education Scotland, 2019although it is referred to in the PRD review guidance, but even
GKSys 2yteé& 2y O0S | yR Sghbdlskaybaild khdwkdgé emdageessdzt 4 A 2 Y
of the varying approaches to professional learning within school communities through
engagement with the National Model of Professional Learfing.0 LIv \Natidnal Mode€lS

of Professional Learnirig published by Education Scotland, and it is to their documentation

| now turn.
5.1.3 Education Scotland

The National Model of Professional Learnjragefigure 18, can be accessed either from the
professional learning and leadership part of the Education Scotland weliSitecation

<

Scotland, n.dg) s KSNB A G A a THRASGAINBIEK £i 22 NJaFNR Y GKS v
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Figure 18: The ScottisiNational Modelof Professional Learningfographic (Education

Scotland, 2019a)

improvement hub(Education Scotland, n-d)g KSNB A G A aA nfoAabmoNgE R G2
Xé¢ B KAOK &adza3aSai atleastb& &ailhble BrRp&sibke. Tha autdrship of

the model is not stated.

As with many Education Scotland documents it does not contain any references to any
underpinningresearch or evidence, perhaps an attempt to control the narrative and present

this model ofprofessional learnings the only one available, or worthy of consideration

(Scott, 2000, p20) Some insight to theuthorship anditerature underpinning the model

can be gained in a paper describing the model written by McCaffery, an Education Scotland
2FFAOSNI AY AlGa tNRFSaaAzylf [ S| hdfokadoddl yR [ St
of professional learning, which builds on national and international rese@rchperley,

2008; Hargreaves & Fullan, 2012mongst others) and the work of the General Teaching

Council for ScotlagdMcCaffery, 2019p6). Presumably the work of the GTCS referred to is

that described byHamilton (2018, p877) ATheiGTCS Model of the Teaéher2 y ¢ KA OK K
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claims the GTCS professional standards are based, and which he states draws on the work of
ceducationalists such as Lawrence Stenhouse, Judyth Sachs, Michael Fullan, Linda Darling
Hamilton, Marilyn CochranBmith and Andy Hargreaves | £ f 2F 6K2Y | NB A
renowned in the fields of teacher professional learning and teacher professionadistn

many are referenced in th@ TCS Position Paper Teacher Professionalism and Professional
Learning in Scotlan@iGTCS, 201%hich includes a discussion of the maddflowever, no
specific or explicit references are made in the Education Scotland documentation on the
model itself, although during the period of this stygherhaps even as a resolt discussions

| had withpeople during tlat time, links to the work of some of the authors listed above were
added to one of the Education Scotland website pages where links to the model are found
(Education Scotland, n-a).

¢tKS Y2RSfQa AyF23IN}LKAO LI OS&a (GKS fSINyAy3
with that of the children, young people and adult learners they teach. The key principles and
features text which supports the infographic speaks to, or evendaic&tors as objects with

YIye RANBOG I yR dzyl Yo Alehdidagizaan iatéracivs and sctive a dzOK
process | tyieReis @n ethical prerogative to taking an enquiry stance Bolit juistification

of these statements, detail of how they might hehieved, or much latitude for alternative

I LILINE | OKSad® ! fiK2dza3K GKS dzasS 2F GSN¥a adzOK
a0l 0§SYSyY leadedsQi2OKY ALdA (62 X ONBIF GAYy3I GKS O2yRAGA:
can thrive ¢ space, time, culture and trust adzZ33asSad | ONF yaF2NXEFGA
professionalism the tone of the text is much more managerial in nature which might diminish

the opportunity for teachers to exercise professional judgement and to feel pressured rather

than empavered. The model embeds the individual education professional within

Wi SIFRSNEKALI 2F YR ¥F2NJ fsferspetitey A ovefapsK K a |
How Good Is Our Sch@qHGIOS]Education Scotland, 2015) { 02 (i f I yRQ& SRdzOI
SPLFtdzr GA2Y FTYR AYyaLISOGAz2y FNIYSE2N] oNAGGSY

by all school staff.

In my viewHGIOSs written in an authoritative style with the school inspectorate describing
what is expected from other actors in the education system, exhibiting a clear power
dynamic. In its forewordit states thatHGIOSwill be followed up with a programme of
professional learning which all practitioners will be able to access. This implies a central

provision made available to teachers and not developed with, or by, teachers, again
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reinforcing this power dynamiof somein the meseleveldictating practiceto those in the

micro-level of the education systenThe HGIOS dzl £t A 1 & LY RAOF (G2NJ mMmdH W[ ¢
AyOfdzRSa (KS (KSYSa Wt NRFSaaAz2ylf Sy3rLr3asSySyid
f 2y 3 LINR TS & @duayon Scotlaril |- 2011, hpBA Wnlike the GTBofessional

standards and theNational Model of Professional LearnjngGIOSA y Of dzRSa W[ SO
AffdZAGNI GA2YaQUWENEg AR 2 ROAILEG PRI ARSNEF #NRY Wdz
G2 WSEOSttSyiQo ¢tKA&a R2O0dzYSyid Ffaz2 dzasa GSN
RSAANBE F2NJ GNIyaT2NXYIGAGS LiKRBTEESHFASY HjfdiSEY A R
prompt selfrefection, but the very nature of the document, and emphasis on the provision

of evidencewhich isnot a bad thing in and of itself, results in a managerial anddmpn
accountability tone being se ® CKSNBE A& I A0NRBYy3I SHGIRS ara 2y
the term is used 68 times, in the context of teacher leadership and the leading of learning as

well as in relation to school management. Tithéstration does state that all staff should

dzy RSNB Gl Yy Be Y/RRS fdzaBF WINRPFSaaArz2ylt fSFENYyAy3aQ:s
referred to is not clear, but this implies a precursor to the national model@O re-dated

the publication of the current national model. The illustration also givames very

reasonable but not exhaustive, detail of the expected content of CLPL which includes
Syadz2NRy3 &SI OKS NBE extenettpdeepénad andyup-date SaddieSsing
crosscutting themes such as sustainability and global citizenship, and digital learning. It also
details some modes of CLPL such as collaborative practitioner enquiry, peer learning,
constructive feedback,rpfessional dialogue and debate which are all consistent with more
transformative approacheto CLPL. It also identifiisree purposes for CLPL: to build and

sustain the practice of teachers; to impact on the progress, achievement, and attainment of
learners but also to take forward improvement priorities, although it does not specify whose.

This therefore raises thquestion of how teachers might identify improvement priorities,
something to which the SNCT Handbook states they have a right and an obligation to
contribute, and how well these improvement priorities might then align at national, local,

school, and indidual levels, and with the CLPL of individual teachers.
5.1.4 The National Improvement Framework

On an annual basis since 20Qle Scottish Government has published a National
LYLINR@SYSyYy (G CNI Y2t uNbe vision ang grioriéiek forGéottish education
that have been agreed across the systd@cottish Government, 2021a, p49gether with
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an improvement plan and evidence of improvement activity. From 2016 to 2020 the NIFs

KFR ONRIFRf& &aAYAfLFNI F2NXI{ia YR ARSYGAFTASR a
LINEPFSEaaA2ylfAAYQ 61 a&a 2ySo C2 NJ H efleatingthg R H A HH
impact of the COVH29 pandemic but the six key drivers remainalthough in 2022 the key
RNAPSNI NBft S@Fryid (G2 GKAa aiddzRé o60SOIFYS WiSI OKE
the role of others beyond teachers in education improvememhe NIFs have been written

by Scottish Government civil servants, but clearly wiglut from agencies such as Education

Scotland, although there is a lack of clarity about the mechanism for wider professional input

which raises concern to the extent to whicthe content of the NIks affected by narrative

privilege Each NIF is published with a foreword by the Cabinet Secretary with responsibility
F2N) SRdzOF GA2Yy X K28SOSNE (KS KeWeérimifor dversightR dzO I G A
of improvament in Scotland, as defined by tNational Improvement FramewprgScottish
Government, n.db). The SEC is made up of senior figures from more than twenty
organisations across education, some of whom have represented different organisations at
different points in time; a longstanding issue in Scottish education which can prevent
creativity and coatructive challengeg(Humes, 1986; OECD, 2021, p87This range of
representation is presumably how the Scottish Government can claim the priorities have

been agreed across the system, although how agreement is achieved in practice and how

much SEC members consult with others in the rdesel and micrelevel of Scottish

education is opaque.

The NIRR& | LILJF NBy (i | LILINEsbased clis2ly oh WedphBo@e® YOS GO
evidence of succesdut in its first yearwas rapidly undermined by the publication of a
detailed, prescriptive, and rapidly paced delivery plan, illustrating a simplistic mechanistic
conception of teaching and teacher professional{fiacDonald & Rae, 2018, p838; Mcllroy,
2018, p627) The deadlines set, and expected pace of change, perhaps reflect more the
period of political electoral cycles rather thre timescalenecessary to effect complex and
lasting educational change as describedRmbinson, Hohepa and Lloyd (200Bjmperley,
Wilson, Barrar and Fung (200&hd others. The NIFand the associated delivery plan
therefore sent very mixed messages to the teaching profession, with its rhetoric of
empowerment but also a tone of command, prescription, and control, particularly when
compared to the tone of the likes of the Donaldson Report, the OECD review, and the

principles ofCfE.
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With this emphasis on deliveryhé NIF include much data gathered by the Scottish
Government from other organisations. The short section on teacher and practitioner
professionalism(Scottish Government, 2021a, pl3ppears to be wholly based on
AYTF2NXYEGAZ2Y LINPQPARSR o6& 20 lotadaithodtiish G A S a
highlighted the range of highuality professional learning opportunities they are developing

with only one mention of local authorities working with partners to provide professional
learning, and no evidence to support their claim that the provision is-gigtity, or beyond

the development stage, or that it meets the needs of practitionetse grofessional learning
programmes mentioned include leadership; s®laluation processes; assessment and
moderation; and tracking and monitoringll of which impl an emphasis on accountability

processes rather thaan improvingteaching and learning.

The teacher and practitioner professionalism improvement plan part of the NIF begins by

& 0 I 0 A yeAcherakd piactitioner professionalism demonstrates the overall quality of the
teaching workforce in Scotland and the impact of their professional learning on children and
@2dzy3 LIS2LX SQa LINEINBMY 0ldy R ¢IKGHNES A%y 3420 ARSF A
2F LINBPFSaaArAz2ylfArAays K2g (KAa fofgrantednes¢ ¥EY 2y &0 N
fAyl o0S0G6SSy WLINRPTSaaahpof BEAAYQET (KSI MWAF DI
achievement. This satement, despiteits ambiguity,is being presented as a fait accompli by

the national government. The following paragraph states, not unreasonably, that the quality

2F GSI OKSQ¥ IATIMMAG2NIGAY AYLINR DAY I GKA KRNISY SINER
rest of the paragrapliocuses entirelyon early years education with no mention of teachers

at other stagesuggesting a lack aftivityat these stageby those inputting evidence to the

NIE

| What is the evidence telingus? 8 SO A2y F2fft26a FyR 2LISya o8
the inspectorat®@ i GA 2y I £ 2 @S NIIA Schoolg dagagervelinicollabSrationd K I G
across the systetn | f 1 K2dz3K GKSNB Aa y2 RSOGFAT 2F GKA
activities or what criteria have been used to make this judgement. That the €QVID
pandemic has resulted in the need for professional learning in digital skills is highliglited bu
Wijdzl £t AG& FaadzNI yOSQ A dhe dpéey of 5ix2livieS & text knpggng§ a 0 A Y S 3
managerial conception of professionalism dominates. Likewise, the focus of the next
paragraph relating to secondary schools is all about using local authority support and subject

network groups to share understdimg of assessment standards providfogher evidence
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of accountability pressures. A dyslexia professional learning pilot successfully completed by
only ten teachers is then mentioned: hardly an example of impactful systemic professional
learning for it to feature so prominently. Much of the rest of this section consists of statistic
on teacher numbers and pugitacherratios, of no significantrelevance toeither teacher
professionalisnor professional learningln my view, this illustrates somewhat desperate
attempt to collate any semirelevant scrapf evidence rather thathere beinga coherent,
strategicplan to improve supporfor teaching and learningnd the educational outcomes

for both young people and the system as a whole.

Aa S O Ginew isipravement actions for the year ahéad ¢ Fallpws)which commits the

{ 020G G AaK DZxpblprofésgoial tiaigisgga Ay GKS SENI& fSIENYAY
9 RdzOl G A 2 ywill felveriihfeé pfoRessibnal learning sessions¥ 2 NJ LINI OGAGA 2y S
learning: not an ambitious professional learning commitment or tafgea national agency

to deliver. There are actions in response to the International Council of Education Advisers
(ICEA), OECD, and Audit Scotland reports véhick® & 9 R dzO | will Buyt of eRigtiigf I Y R &
professional learning and leadership suite programmes supporting empowerment and
agenc¢  (s@port capacity building across the system locally, regionally and natibnally
suggesting work to promote a transformative conception of professionalism. There are then
statements about commitments to reduce contact time for teachers and recruit more

Sl OKSNX& g KA OK I NB LIS NK | LJa Y 2 NB NBfldSR 0
professionalism. This section conabsdwith statements about support for exploring or

delivering professional learning on dyslexia, for pupil support staff, and on safeguarding,
restorative approaches, race equality, literacy and numeracy. There is no statement,
commitment, or target abousupport for professional learning for teachers on topics or

subjects more broadly, or teaching and learning in general, giving the document the feeling

of it describing a collection of existing or reactive initiatives to specific problems rather than

a strategic plan to improve the professional learning and professionalism of Scottish teachers

on a systemic basis.

Annex A of the2022b L C A y @nbaizg@r@pletéd activity from th2021 National
Improvement Plah | YR 2y-cyE I8 RN GKS KSIFRAYyZ3 WeStHC
summaries oftwenty-three actions are listed indicating whether these are completed,

business as usual, ongoing or superseded. These actions are conducted by various

organisations, but they do not all seem to be related to teacher professionalismasubke
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Young STEM Leaders Programme (pp6®hich is for school pupils, again reiterating the

feeling of it just being a collection of initiatives. Professional learning is mentioned as being
delivered or required in several of the actions as well as somerectiader the other five

key drivers, such a®chool Leadersh¥ 84 SaaYSyid 2F OQ&dBcRNBY Qa L
improvemenRinsofar as identifying topics on which teacher professional learning is required

to deliver these actions.

The 2022 NIFScottish Government, 2021bggins with a quotation from the ICEA and the
content of the NIF has been influenced by a numbeeoéntreports on Scottish education

severalof which are listed ongge 4 Following the genre chain, it is to these | now turn.
5.1.5 Reports with influence on Scottish education policy
International Council of Educational Advisers (ICEA)

TheL/ 9! gl & &aSG dzZlJ Ay wnmc G2 | R@AAS 2y GKS
reporting and planning cycle of the N(Bcottish Government, n.@). It is therefore
unsurprising that its reports have influenced the content of the NIF. The ICEA has a
membership of ten internationally recognised experts and published reports for-2018

(ICEA, 2018nd 20182020(ICEA, 2020)As the latter is more relevant to the period of this
aldzRé AG A& Y& LINAYEFENEB F20dzae® L& on LI ISA
derivatives, and unsurprisingly for a council including Hargreaved: NE NS @dSa g h Q/
2018) Campbel(Lieberman et al., 2017and ChapmafHadfield & Chapman, 200@cludes

several references to collaborative professionalamto increasing professional agency and
professional empowerment, as well as to the use of professional networks, all indicating a
transformative conception of professionalism. ItheL / 9! Q& | aaSaayvySyd GKI
D2 @S Ny NaS fad a strong focus on improving the professionalism and wellbeing of
teacher§ 6 LJH T 0 Thisyh&s led % l inuchiigreater emphasis on professional learning

as an ongoing feature of professional growthhat than on training for specific purposes.
OLHTO® | 26 SPSNE a soihmitménéit@ syteb @lagy Saf R d@rivan by
collaborative professional relationships and underpinned by peer challenge rather than
externaldemands o6 LJon 0 A Y RA OF (A ywsrkhagstillio bélda&ademiied y 8 A RS N
a transformative conception of teacher professionalism and to move away from a managerial

conception of professionalism and external accountability demands.
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The meetings ofhe ICEA have been chaired by the First or Deputy First Minister of the
Scottish Government and supported by senior civil servants with occasional representation
by senior staff in Education Scotlariduring the COVIE19 pandemic meetings were virtual,
preventing visits to schools as occurred previo(Skottish Government, n-). This raises

the issue as to the exterthat information available to the members ¢iie ICEA, most of

whom live outwith Scotland, has been filtered through the Scottish Government.

In the 20182020 reporttheL / 9! LINR @A RS A& | RGA OBavigathg theg 2 LINR
pandemic and beyond: redesigning schooling, teaching and le@rning goRerniag and

leading education system change and improveraenté LJp 0 @ ¢tKS FT2N¥SNJ AyO
increased use of digital technologies and the reform of curriculum and assessment, and the

latter highlights collaboration for a networked learning system and continued learning by

school leadership and the teacig profession, all actions which will likely require significant
professional learning if they are to be realisethe ICEA recommends Scotland become a
WhSiGo2N] SR [ SI Nyegdyeaors{ake &diadorafively iKgBit§ prafessionals
whoareempo NBR (2 fSIFIR AYLINROSYSYyld Ay GKSANI 24Y
Increased professional agency and constantly improving professional judgement are based

on subsidiarity, professional learning, collaborative inquiry, and horizontal accountability.

(p22). This is a strong recommendation to move to a transformative conception of
professionalism, howevethe ICEA provide little specific detail as to how this might be

achieved beyond greater subsidiarity and a continued focus on professional g&wnimoth

leaders and teachers, which again raises questions about how the necessary capacity of
teachers and other practitioners might be best built and the required culture change within

Scottish education achieved. The need for clarity and alignmigmblecy across the system

A& KA 3 RHekhalierngs &t ceatral government is to balance necessary consistency of
purpose with local energy, innovation and ownership. The roles of national and local
government and of intermediate agencies need to learty understoodl 0 LJH n 0 @ ¢ KA
consistent with observations and recommendations in O&CDreview of CfE which

preceded the setting up ofhe ICEA, and which was conducted by a team including

Hargreave4OECD, 2015)
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OECD Reviews of CfE

The OECD baonducted two reviews of CHOECD, 2015, 2021)owever, in each case
recommendations included much about changing the structures and culture of Scottish
SRdAzOlF GA2y Fa ¢Sttt Fa | 0o2dzi siekghendepidieksion dzy ¢

f SFRSNEAKALI 2F éwk 6 KI YRNB K SrokBcianil Readsréhip focused

directly on the nature of teachinggarning and the curriculum @ OK 2 2 B ¥ Bevdidp m 0

a coherent strategy for building teacher and leadership social cépitab LIMH 0 X YR Ay
ocontinuebuilding curricular gaacity atvarious levels of the system using resear@nsure

stable, purposeful and impactful stakeholder involvement witké GFE  IsiryfpiRfy pélicies

and institutions for clarity and cohererice 0 t4LJdowith the ICEA reports, there is clear
messaging that Scottish education should continue in the direction of embedding a

transformative conception of professionalism with statements such as:

GThere needs to be clarity about the kinds of collaboration that work best to bring
about innovations and improvements to enhance student learning, and to create
coherent and cohesive cultures of systerde collaboration. This is not an argument
for mandaed collaboration or contrived collegiality to implement centraigfined
strategies. But it is to argue for greater consistency of collaborative professiohalism
(OECD, 2015, p17)

¢ KS h9/ 5 SadiBndhasImade @onsiderable progress in enhancing the quality of
school leadership and in professional learning across the school $ystem dzi £ a2
NB O 2 Y Y & pidReicohérent policy environment should make for a less bureaucratic and
more streamlined systein2Scottand should consider policy and institutional simplification,
including ending or combining some policy initiativés  Ithg¢ Rrovigion of additional,
dedicated and rindenced time for all teachers, for curriculum plannifay, monitoring of
student achievement and in support of moderation of assessment outéq@EED, 2021,
p125) changes which will simplify the policy environment and facilitate teachers being able
to demonstrate more agency and empowermentMuir (2022, p76) in his report
commissioned by the Scottish Government following @ECD review in 202teported
pleas for a simplified and more coherent policy environment with leaders in secondary
schools stanhg being adversely affected by having gsomultaneouslyrespond to 40 policy

initiatives andhe recommended Scottish Government and other national bodies should take
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I QGA2y 2y GKAA& G2 redligtia, diiBgeadlE 498 vkl unders@gair, | NB &
2022, p77% ¢KS {O020G0AaK D2 @S Nycyefty grinchpld a LI3/yRa & G 2 SiF
they would engage with thecttishEducationCouncilon this(Scottish Government, 2022b)

Ly NBaLRyaS (2 (GKS h9/5Q4&8 unmp NBO2YYSYRIGAZ2
RICs were set yplthough theOECDoted in 2021 that the experienced support from them
éseems more limited than hoped for 6 LJco 00X | @A S¢ adzLILR NI SR o
subsequent open consultatiofMuir, 2022, p13p51). The OECD review team commented

on the politeness of the teachers interviewed, even during focus groups held independently
from the Scottish Government, and conjectured that this perhaps prevented them from
expressing strong criticism of facilities and time for professional learning, although other
interviewees had been more critid®dECD, 2021, p64This contrasts with the more positive
view on progress made by RICs expressethbyCEA (2020, pbperhaps reflecting the
filtering of information to the ICEA through civil servants rather than directly from
practitioners. This raises concerns about the hegemonic maintenance of power relations and
whether the voices of teachers in the midevel are being heard at the maetevel of policy
decisionmaking a problem identified much earlier byartley (1986, p233)hen describing
in-service education in Scotland where he described communication only occurring between
contiguous strata in the educational bureaucracy and as a result the needs of officialdom
prevaiing over those of teachersAn examplehat such power relations remain is that i
recent years the Scottish Governmehias released its response to reportsit has
commissioned from independent organisations at the same time as the reports themselves
(Muir, 2022; OECD, 2021; Scottish Government, 2021b, 20221 tactic means that there

is a tendency for attention to biacused on the actions decided by the Scottish Government
and there imno opportunity for public discourse about thveider contents of theeports and
possible options for how they might be followed up before decisiaremade. The Scottish
Governmentastaken control of the narrativérom their privileged position having had sight

of the reports ahead abpen publication

As the teacher participants in this study are teachers of phygig6S { O2G UGA &K D2 @S|
STEM (Science Technology Engineering Mathematics) Education and Training Strategy
(Scottish Government, 2017l of relevanceto this study The OECEeported that the

strategy dincludes supporting professional learning to increase teacher confidence in

delivering STES{OECD, 2021, p53lthough this implies STEMaisingular policy construct
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ready formed to be delivered to learners by teachers rather than a complex, -multi
disciplinary curriculum areaAlthough the main focus of the strategy is on improving the
knowledge and skills of learners, professional learning for teachers is a significant part of

achieving the strategy.
STEM Education and Training Strategy

The strategy was published following a formal consultation thedpublication of relevant

reports (Scottish Government, 2017b, p7JK S NI stéohgsupport in the response to the

strategy consultation for more and improved STEM resource, training and support for
0SFOKSNE YR LINIYOGAGA2YSNAZ YR X ftad2 AYRAO
and collaborationin STEM 6 LIM M 0 ® EdticatioDICAtl @ \8ill wibrk with partners

and, in particular, practitioners, to develop a coherent national approach to STEM
professional learning from early 2018 [including] an online professional learning offérLIJv o 0 @
Thisl®kR (2 GKS SadlrofAaKYSyld 2F GKS WIOYyKIyOAy:
t NEINF YYSQO 6KSNBE a0Kz22fa |yR 2NHlFIyAalldAz2ya
teachers of the STEM subje¢Menzies, 2021; Scottish Government, 2019&he strategy

says little about the nature and content of the professional learning, only that there will be

Fy W2FFSNR F2NJ LINF OGAGA2YSNE G23SGKSNJ gAdK
organisations already providing CLPL in the STEM subjedtsjing SSERC, together with
increasing the CLPL opportunities provided by colleges and universities (p41). There is also a
commitment to work with Education Scotland, local authorities and RICs to identify priorities

and to provide a selévaluation andmprovement framework (p42) implying a focimsthe

mesclevelon accountability measures rather than on professional learning.

As the interview datavasgathered during 2022022, the policy context set by the fiyear
STEMstrategy, 2017 to 2022, together with the two OECD revje@45 and 2021and the
period of thetwo ICEAeports, 20162020,should have informed both the national poljcy
described aboveand influencedhe practice of the participants in the period immediately
prior to data gathering. The memberstbe ICEA are clearly promoting a continuedvao
towards transformative professionalism and more transformative modes of professional
learning, however, the evidence gathered around the OECD reviews, together with the tone
in which the STEM Education and Training Strategy is wristeggests more managerial

conceptions of professionalism remain prevalent.

147



5.1.6 Summary

Whilst the importance and need for professional learning is generally promoted through this
genre chain of policy documents little is said abisitpurpose orthe forms that it should

take. Therefore, other than considering the conception of professionalism promoted it is
difficult to make any detailed comment about what the policy documents say in relation to
the theoretical framework set out by Kennedy's modKkennedy, 2014pr Timperley's
principles for professional learnin@imperley, 2008)for example, whetheprofessional
learningis more transmissive or transformativer whether it is focused on valuestudent
outcomes,is sustained draws on knowledgeable expertisar, hasactiveleadership Other

than the repeated mentions ahe need to limit teacher workload in the SNBandbook

the acknowledgement of the impact of the COVID pandemic in the most recent ICEA report
and more general statementich as the benefits abllaboration toshare resourcgthere

is little or no acknowledgement of theaealworld constraints which might make the
realisation of the polies difficult. How professional learning is providefacilitated,and
experienced is up to how leaders and teachers interpret and implemersethelicies and

how they negotiate theonstraintson resourcejncludingtime and fundingwith which they

work. Throughout the documents, despite the frequent encouragement of collaborative
professional learning, there igtle acknowledgement of a need for professional learning for
the teacher educators leading or facilitating professional learning. They are often likely to be
people who primarily identifynot as teacher educators, but as teachers, school senior
leaders, or officers in agencied. therefore turn tothe viewsof those in the education

system's macrdeveland mesalevelwho havea role in theprofessional learningf teachers
5.2 School and systenmehder interviews

The viewsof leaders on professional learning poliage then followed by other themes

emerging frontheir interviews.
5.2.1 Policy documents and their alignment

When asked about which policy documents they considered particularly important for
supporting professional learningten of the fourteen leaders mentioned the GTCS
professionalstandards, and this was frequently the first thing mentioned. TN=ional

Model of Professional Learnivgas mentioned by seveaof the fourteenleaders. Beyond
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this a wide range of other documentgasmentioned a small number of times includiat

the policy documentsapart from theSNCT Handbogincluded in my genre chain, see figure

17, together with other documents such as curriculum and assessment specifications. When
asked which policy documents teachers should draw upon to guide their professional
learning, all leaders mentioned the GT@®fessionalstandards with around half also
mentioning further GTCS advice, thational Model of Professional Learnjragnd local
authority PRDand PUguidance, although several considered them to be not as well known
about or used as intended Only three leaders mentioned thBlational Improvemen
Framework and none stated it something teachers should consider. Surprisingly none of the
leaders specifically mentionesthoolimprovementplans as something teachers should look
towards to guide their professional learning. Perhaps this was considered so obvious that it
need not be mentionedhowever,throughout the interviewshere was a general consensus
that schoolimprovementplans were important in thisegard although some also suggested
individual professional learning needs should also inform the contestgrmfolimprovement

plans. How policy is interpreted and used in the different levels of the system was mentioned

08 aSOSNIft fSIRSNA | a :Affdz@GNIGSR 68 9YYIl Qa

9 Y Y | I'8uppbse that policy occurs in the mat@eel and once it's actually been
interpreted in the meso and the micro the policy is no longer visible. So, it becomes a

thing to do, rather than a thing, not that | think policy is a thing, policy is a discbdrse

Bruce expressed concerns about teachers being disconnected from national policy and by

implication policymaking

NbzQréached| y2 6 wyl GA2yIFf LRtAOe R20dzYSyl
Ad GKSANI 2206 (G2 R2 Al ¢KSe& ¥F¥SSt Al Aa

Q)¢

school or their PT, whichever body is above them, | think they feel that it is their
responsibA 1 & (2 dzaS Ad FyR (GKSy 3IAGS GKSY
concerned about deINR FSaaAz2ylf Aal A2y o06SOldzAaS L
Of FaaNB2Y G(GSFOKSNER X lFalAy3azr ¢Stttz gKIQ

Theysee, most teachers, see policy documents as being for other gebple

How Good Is Our Sch@olvas mentioned by fouof the fourteenleaders Athough
acknowledged by most as not intended for guiding professional learitsngse of questions

and illustrations for each of the quality indicators was considered good.
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a | NJ You laok at all the questions that go around each of the quality indicators,

you know, there is quite a lot that relates to professional learhiag

Bruce contrasted the format diow Good Is Our Sch@alith the professionaktandards and
considered the format of the former to be more helpful and wished to see better alignment
between the twq both to provide specific illustrations of thofessionaktandards to make
them easier to use and to better integrate personal-seffection and school sevaluation.
Emma also highlighted the disconnect between the two documents and processtkow

this can have unintended consequences

9 Y Y I IMthinki the professional standard should be the fundamental policy for
LINEFSaarazylt €SIENYAYId X |1 26SOSNE 6KI G LIS2
Good Is Our Sch&ahnd then align themselves and use How Good Is Our Sawol

a selfevaluation framework. So, they're using something that is performative,
accountability driven, external and are using that as aeedfuation framework. So,

where did that collective become individR&Vhy are teachers in general answering

the call of performtivity and accountability before their own, their own self

evaluation? There's an imbalance in the syste¢n

Bruce and Emm@a& S E lhiyhlight $nialignment in the content of different policy
documentsput alsomisalignment resultindrom the way they are usedHowever amongst
the leaders there wagyeneral agreement that the broad national policy direction is

appropriate.

Y S @ X yo¥ loak at national priorities, you know it's hard to argue with them, so to
me tensions quite often aris¢ Ay (G KS gl & A0GQa KIyRfSR FyR

rather than the content themselvese

However, too many competing policy initiatives and priorities makes life difficult for-time

poor staff, especially teachers.

[AYRFYKaY] AdUa | OKFfftSy3aS X o0SOFdzaS AT ¢
that every priority has professional learning attached, and that means it's not deep,

it's not identified by the teacher, etc, etc, so | think that's a bit of a viciole®itc
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OYYITKSKHBUA (GKS ylFraA2ylFf LINA2NRAGASATI GKSNBY
G§KSNBEQa RSLINIYSYyld LINA2NRGASATZ GKSNBUa GStI
and once you put all of that in the mix, which is the most, which priority isidigest

priority 2

YSY®&wKS &aAYLIE S LINI OGAOFt O2YLX SEAGE 2F 6KI
O2YLISGAYy3 ySSRa 020K AYRAGARdAzZ tte& yR Ay ;
really utilise and embed your professional learning, because there are so many
competing priorities, again you really need time, and also you need some degree of
courage to say, do you know what, stuff everything else, these are the two things that

we aregoing to really invest in, and if we do, we do it propérdy

This is further complicated by complex structures in Scottish education where roles and

responsibilities are not always clear.

[ Ay Rheié's aifair amount of duplication across local authorities/RIC/Education
{O020GfFyR® ! yR L GKAYy]l] GKSNBQa az2YSGKAy3a ¢
refining some of that so that is clearer about where you sit in the system and what

the options areliat you might engage i €

Many leaders considered that whilst the broad, hlghel national policy is appropriate it is
not always welimplemented. Kevin used his experienadghe introduction of CfE as an

example of what often occurs

Y S @ A g6 ¥l thie way back to CfE ... When you actually get under the skin and have
a decent conversation with teachers, you know, no one disagreed with the philosophy,
no one really disagreed with the direction of travel, but they disagreed with some of
the implementation or, you know, the way it was dom@ad sometimes the decisions

had been made locally and then were being blamed onltGfEot in the policy even.

So, | think there's a lot, that tension exists a lot in that sort of how, how national
priorities are negotiated, discussed, and used with staff as part of their professional

learningd €

This was corroborated by Sam
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{ I YTYe story of CfE is almost that, you know, the intention and the reality and then

the different sort of power bits or the different sort of accountability bits all start to

O02YS Ayd LGIQEA | RAFTFSNBYG NI Aol FeachéF GKAYyIA

to sort their way throughb €

A few highlighted that staff in different levels within the education system do not always

have a good understanding of what is happening at otbeels.

a | NJEducation Scotland] is like a parallel universe to the teachers in the classroom
0SOFdzaS LQY y2i a4dNBX IyR LQ@S KIR GKS |
GKFG | Oldzh ftfe GK2asS fSIFIRa (y2¢ oKFida Kt
certain that practitioners in the classroom haven't a clue of what's happening in that
parallel universe. So, that would indicate to me that the amount of resources, as in

financial resources going into education, are not all working to the same pizture

{FYY@2Xdzi GKS fSIRSNEKALI OfFaaz 2NJ AdGQa

0 A
LJL

0K

ANRdzLJ 2NJ GKF G 3INRdzLID X o0dzi AT élevelz O2dz R

engaging with people at the national level then that would be very interestingg
FNB | 3INIRdz-iS LINRPFSaaAzy X GKIG g2dz R 06

efficacyp €

. NHzZOSD@E | fyzad 3320 (22 Ylye fF&8SNB GKIQ
To be cynical, is that because it allows each to blame the other when things are not
going right whereas if there was a very clear line of responsibility it would be much

more appaent who was not doing their job properly when things are not goingdight

Others were more positive about the awareness of those inrtfescleveland their ability

to translate national policy into forms more accessible for teachers.

C A 2 yt's éasy o overwhelm people, so | think it's the role of [local authority], for
example, my local authority has outlined, there are our four priorities for school

improvement, for professional learning, for the coming session

9f AT IlahdKi Kcel adthorities and the RIC as well, are quite good actually, you
know, taking some of these big policy things and kind of filtering it down and simplify

it down and packaging it up in quite a palatable way and | think it's something, you
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1y263 F3FLAYyYX L 4SS 9RdzOFGA2y {O20fFyR O2dz
and kind of bite sized chunked to support practitioners and make sure they're not
spendngl £ f 2F GKSANI GAYS NBIFIRAy3I t20a 2F R2O0c

and it means that no one person is having to try and master everyhing

However, Elizabeth also acknowledged there was considerable variation in the capacity of
local authorities tdfilter and presentpolicyand otherssuggested the distillation of national
policy into a form more accessible for teachers was atneral process and one which needs

to be done better.Overall, h my viewthere was general conceamongst the leaderabout

the overcomplexity of the policy environment anchisalignmentin policymaking and
implementation as a resultThe ability to present policy to others in an accessible form is

related to the quality of leadership at school and systewels, sdt is to this | now turn.
5.2.2 Leadershipof professional learning

Translating national policy for the local context was widely seen as being an important part
of leadership but the way this is done can lead to tensions within the system and between

staff.

YSOAYWSkyY AGQa + oA3T LINIG 2F GKIFIG 2206 Aay
priorities into the local context. How you do that, and then there's different ways of

R2AYy3 GKFGX FYyR a2YS 2F (GKSY IINB Y2NB fA7°¢
all comes back to that sort of empowered system stuff abouiow involved are

staffd €

Concerns were expressed about the leadership of professional learning in some schools and

local authoritieswhich resulted in ineffectivactivitiesfor teachers

9 Y Y | thinkédthat too manypeople in important leadership positions in schools and
f20Ff FdziK2NARAGASE R2yUid dzyRSNRUGIFIYR @KFG LN

people busy, we do busy stuff rather than actual learging.

{ G S LJAt'S ginvost ike somebody on SLT has gone like, well what are we going to
R2X fSGQ®séTFTAtE GKS GAYS
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[AYRY® &F (KS GKAy3I&E GKIG L £SFNYSR ljdAadS

to work with us, just because they were good schoolteachers or good school leaders

RARY QG YSIy (GKIG GKSeé ¢2dZ R 0S NBIffe 3I22R

was a hi of a learning journey for m €

a | NJ& doesavorry me sometimes when you've got a school that will not open up to

Ffft2¢6 GSIFIOKSNER (G2 NBIffte GF1S F2NBFNR (GKSA

they get a good member of staff, they absolutely want to keep them. So, they're not
necessarily,you know, telling them how good they are and allowing them

opportunities¢

t S i 8 heNdtedchers don't spend time prioritising professional learning why should

anybody els® ¢

These comments raise questions about thdture in some schools and organisatiavisich

will be explored further in chaptés.2.4 Peter went on to describe how the now compulsory
masters-level headship qualifications, through the enquiry approaches used, allowed
prospective headteachers to experience appropriate professional learning themselves,
although he questioned whethéhis also develops in them the ability to translate this from
personal experience into designisgnilar learning experiences for colleaguékhere was

also concern that those entering school leadership and beyond have too narrow a view of
professional learning pathwayand despite the focus on leadership within many nationally
supported professional learning programmes that thereoféen a narrow range of

professional learning modes and strategies used within schools.

9 Y Y |Ovie afithe things | think is we keep promoting the same person and therefore
we keep getting the same type of response in leaders and when we're doing formal
learning within school settings, we then tend to be very much focused on what does
the policy sayithout critiquing the policy first, and so we end up with people doing
things without a rationale for whp people have got to a position because they've
followed the same path, and then they think that's the path that everybody else needs

to follow then, and I think that sometimes we're far too narrow, and it takes a very

ONI 9S KSIRGSIFOKSNI G2 GKNRg UKFG Fgkeod X A

123SGKSNI FyR £SiUa R2 F 2Nl Ay3I INRALIE X
Well,why%
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Ke@ A Yorwhdt extent are we enhancing the capacity of leaders to lead that process
well, you know, to what extent are they confident as coaches. You are kind of almost
expecting every school leader to be, you know, not just a pretty confident coach but

confidentin adult learningp €

This highlights the need for more specific teacher educator professional learning for those in
the mesolevel leading teacher professional learninbhere was also general realism about
the pressures in the system and how good people management skills must be an aspect of

leadership to manage these pressures and tensions.

{IYLY BKAY]l AdGU& Fo62dzi + YAYyRaSGs AGUE | o2 dx
our default will be to try to listen to teachers, to try to respond to what they're asking

dza G2 R2d® X GSIOKSNAR FNByQd Ydz3a |FyR (K
wherewithal to do everything, but at least take on board some of the main message,

that's what an empowered system should feel like. Before we dump this thing on you,

you know, we're going to hear what you're saying, we're going to try to meet what

weca/ I FYR 6SQONB y20 2dzad 3F2Ay3 dE2 ale y23 &

{ G S LIK@®ye¥ itsimportant that as a leader in a school that you try to recognise
that 99% of people are trying to turn up and do their best every day with everything
else they are trying to juggle, and try to have that empathy while also having high
standads and high expectations. | try to give people free rein in how they approach

things to encourage them to think and grow and develop in their owrtbay

These statements illustrate the importance of the relationship between someone and their
line-manager. This relationship is at the heart of the natidgtfRDand PUprocedures where
members of school staff are normally reviewed by their din@nager. The leaders
interviewed made many comments about the effectiveness of these procedures in helping

teachers with their professional learning.
5.2.3 ProfessionaReview andDevelopmentand ProfessionalUpdate

Across all leaders there was a high level of support for the princigheaséssional Review
and DevelopmentfRDandProfessional UpdatéQ), as there was for the GT@®fessional

standards which underpin the process.
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t S (i Svwbivd séy very good PRD, supported by coaching conversations is esential

The importance of coaching conversations was mentioned by many, however, there were

concerns at the ability and/or capacity for staff to support gamghching conversations

during PRD meetimgand to support staffto identify appropriate professional learning

opportunities. Several suggested the PRD and PU processes should not be too onerous and

should be integrated into the normal working séhools and not seen as a eaf annual

event.

CA2YWS d&a y2d0 F adlyRIi2yS YSSGAy3as 2N Ad

the end of the yeab €

9 Y Y I What deachers should be doing, in an ideal world, they should be using the

standards to selévaluate, find areas they want to learn more about, engage in some
sort of professional learning activity that satisfies the need in that area, reflect on
that, look at the impact on them as a teacher, on their learners, record that learning,

and when you get the opportunity to share that learning with your-ivanager.

That's what PRD and PU is. So, you do that on a regular basis, each year somebody
stops yu and goes, let's do a PRD, tell me all about your learning, and that's your
2LIR NI dzyAGe G2 aKINB SOSNRBOIKAYy3I e&2dsgdS
caring enough about you to say, let me have a conversation about your, about your
learning. And ien every five years you press a different button to say | confirm, my

line-manager presses a button to say | confirm. Tell me how that's a bureaucratic and

a process that doesn't support teacher professionatigm

Although Emma also recognised what often happens in practice

9 Y Y I On thé ground in practice what happens is people do professional learning,

and then they wait to the fivgear thing, then go oh shit, I've got to put five years of

stuff into this system so somebody can justify themsdhées

This was a view shared by many of the leaders, reflecting the busy environments found in

schools and PRD being given lower priority to other activities which might be seen to have a

more immediate impact.
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a | NHNe lack of PRDs that were being done, you know, it's one of these things |

have battled with over the years. Because when you talk to everybody, they say, oh

yes, it is people's right to have it done, it is the way to do it, but then why doesn't it

happen why don't we make time for that, because that's the other thing that | think

in busy schools, is something that's very easy to go, you know, the faculty head, the
RSLJziS KSIFIRY ¢gK2S@PSNHAE& R2Ay3I Al oAttt 0O2YS
2dzali y2¢63X R2 @2dz YAYR AT 6S R2y Qi R2 &2 dzNJ
y2 0SOlIdzaS | OQldzZ tfte AF &2dz ale ¢Sttt L R2 |

be a quality experienge€

However, the responsibility for holding PRD meetings was sebe $hared between both

reviewee and reviewer.

WI Y S\ Wet geople coming up sayiye got my meeting faProfessionalUpdate

YySEG 6SS1 YR LQ@S ySJS At or resporse iy SS G Ay 3
X Aada WRAR @& 2 dzriight]okaf Ardithén{iadd® o themij thely wantdc? dz

blame the other side for not having had these meetings but actually they need to have

these meetings, they can ask for them, that is their dgét

A significant part of the reason for dissatisfaction with the PRD process overaleiueieQ

onlinerecordingsystems such adyGTCS

Y S y1 ¥impdy think [colleagues] just pay lip service [to PRDIgthed & Y I 22 NA G & &
mean [MyGTCS] kept crashing, they were copying and pasting stuff four or five times

and it never uploaded. It was extremely frustrating, and | can't find anybody who
actually sees that it serves any purpose whatsoever, except to kaepegistration

up and to tick that bow €

Some of the leaders also drew comparisons with their knowledge of other professions and
expressed concern about the lack of rigour in the PRD and PU procestes.GTCS
professionaktandardsalsodrew negative comparisongith How Good Is Our Sch@ah that

they lacked sufficient illustrations of expectations and good practice.

. NHzQThefe isia] need for better illustrations around about sendards. You
know, when [staff] are filling in their PRD and PU as to what actually is a sensible

illustrationd £
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Some also exhibited a lack of understanding of the role of the GTCS in the PRD and PU
processes expectinig to exercise agreater level of scrutiny of therofessional learning
records of teachers. That the responsibility for RR@evolved to local authoritiesvhich

then givesvariation in practices also drew comment.

WI Y SEFeYy lodal authority, and there aftgirty-two of them, they have their own

interpretation on what the [PRD processes] for teachers are. So, | find that unusual

because the contract of the teacher is national, the expectation is national, the
regulatory body is clear, and yet we hakigty-twoA y i SNIINS G GA2yad LG a
thirty-two interpretationsp ¢

There was a general view that PRD should be a useful tool for empowering the teaching

profession but that overly bureaucratic processes acted against this.

{ I YIMvoutd have [PRD] much looser, so it feels owned by the person. And if the
LISNE2Y &l ARI LQ@S y2i4 NBlIffe R2yS YdzOK Ay
spent quite a lot of time online chatting to other teachers with a similar set of issues,
andy2dz {y26X & | NBadzZd 2F (GKFG LQBS OKI y3S

should be enough €

The implementation of PRD and Bbmesacrossas promoting a managerial conception of
professionalisnrather thanthe transformative onegpromoted in many ofhe underpinning
documents This leads on to another important theme emerging fraine data around
empowerment, ownership and the role teachers play in decisiaking for professional

learning. This is related to the culture of organisagion
5.2.4 Empowerment and culture

I NBFGAY3 W'y 9YLRSNBR {@adsSyQsx AyOfdzRAyYy3
encouragement of collaboration, collegiality and mutual respect is central to Scottish
education policy(Education Scotland, 2022b; Scottish Government, 2018ahe word
empower and its derivativegre used 49 times in the National Improvement Framework for
2022(Scottish Government, 2021a)
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Although there was general support for the concept in principle and the aim of devolving
decisionmaking to the lowest appropriate level, several of the leaders interviewed

expressed concern about the use of the term empowered.

9 Y Y |l Matedhe word empowered because it now means accountability in Scottish

SRdzOF A2y AG R2SayQid YSIy SYLRG6SNBR i
a2YS02Re &2dz2Q@S I Oldz ffte& RAASYLRMMSNBER GKSY

(p))

YSYLY GKAY1l F f20 X FNRBY 9RdOFGA2Yy {O2Gft | yF
empowered system and I'm not sure that when | look at it carefully, how much
explicitness there is about teachers exercising their professional judgment in an
empowered way to makeecisions about the curriculum, about pedagogy, about

assessment and so on and so fdrth

How empowered individuals at all levels of the system felt was seen to be related to where
both political and financial power resides. In terms of teacher professional learning,
empowerment was seen to be dependent on the leadership culture of the stcbgether

with how well this culture supports the involvementtall staff in the production of thechool
improvementplan, and in its implementation across the school. Some leaders commented
on observing good practice some schoolsvhere teacher PRD dnschool improvement
planning were well integrated but there were many comments about this not lkbmgase
elsewhere partly because of the two processes running somewhat independently, and

because of pressures on time.

t S NPT i a faculty with four or five colleagues to support you're not seeing a
time allocation to support your colleagugsofessional learning on a regular basis.
You're not seeing as a teacher a time allocation to support your colleagues, of the
professional learning of those around you, your colleagu€Bhere's a cultural shift,

a mindset shift required, and also structural issues to support that happen

There was support for professional learning gwhool leaders to promote the required

culture shift.

Y S @ M Yaveato support school leaders; they have to have the confidence and
capacity to run their schools in such a way that teachers are not getting frustrated
YR FSStAy3a GKIFIG GKS& tFO1 F3SyoOe 2N SYLRg
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GNBAY3 (2 | OKAS@PS: a2 AT (GKFdUa gKIFIGUA KIFL
It's not straightforward stuff we're talking about, so we need to continue to support

leadersg

[ Ay Rthilk th@re's a big issue around confidence of ownership of professional
f SENYAYy3Id X ¢SQ@S 320 + 220 (G2 R2 Ay o0dzAf R
wI22R LINBTSaaAz2yl Makindsurdlfchogl Be&ders] are donfidsehtS y & X

and empowered enough to empower
Being empoweredvas something displayed very clearly by one of the school senior leaders.

Y S yT¥esaiare tweyear [professional learning] projects, and we're going to stand
really strongtogether and say look, you know, to the authority, to any inspection or
whatever. You know, this is what we invest in because these, we feel, are going to
have such an impact on many other things that actually what you might think are
improvement priorites will actually be fixed accidentally by this. But we're in a
position where we can kind of affotalstand strong, and we can say look, this is what
we're investing the time in CLPL in. So, the other things are either going to have to
wait or they will be fixed and | think it takes a certain type of school and a certain

type of leadershig €

However, it was recognised that this was not always the case, and there was a strong view
that both school leaders and teachers had to play an active part in all relevant processes for

both the individual teachers and wider system to benefit.

[ A ¥ RVith¥accduntability comes responsibility. So there's an onus on an individual
teacher to recognise the context that they're working in and the wider school
priorities, so it would be naive to say, | think, you know, so the school priorities are X,
Y, and Zbut actually | only want to focus on B, C this year, given that you have a
role when implementing and leading X, Y, and Z. So, for me it's about really geod line
management, linenanager conversations at regular intervals, intervals that don't

always take plac® ¢

WI Y 9 Bbok atdt like this, if, if the teacher turns up at their PRD interview because
it is something they feel they have to do. If | don't do this then I'll get into bother, then

that's not the right attitude to come. You need to come, both people neednte,co
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to that meeting, the linananager and the teacher, and they need to be both

appropriately prepared, the linmanager for the conversation, the teacher for what

GKSe ¢glyd 3F2Ay3 F2NBI NRZ K2g Oy L 06S02YS
32Ay3 GKSNB 06SOlIdzaS 6S RAR AG f1 &G @SN Iy

FYR &iGFNI ySEG (& 8dt NERD intelviedS tNass2aNdaste (oKalvo

people® afternoon, and yes, you get a few of them

In addition to teachers and their linmanagers being well prepared and having an awareness
of their context, and place within it, the importance of there being an open and trusting

environment was highlightettequently.

[ A Yy Réadhersil speak too often feel that they're not trusted, both locally and
nationallyd &

Paul used a specific physics example of how hierarchical power dynamics can impact

negativelyon how open teachers may be in discussions about their professional learning

t | dif y¥u héve a lack of skills, let's say your lack of skills is in the radioactivity part
of the curriculum, okay. It's quite hard often to talk to your more senior collexgue,
and say actually, you know, the last two or three years | haven't been a very good

teacher of this aspect of the curriculum, what can we do abdug it

Mitigating such situatiosdoes require a trusting environment with limeanagers confiden
in leading good coaching conversations and teachers with the agency and confidence to both

be open about possible weaknesses but also to challenge and argue back if necessary.

WI Y SEKYS ya i K S NB schoolinfiroiz@nientpbay andiviel§ [teachers] need
to be feeding back to your limaanager to say, look where did this come from, why
are we doing it. Is it going to affect attainment and achievement institeool? You

know, you need to be positi®et

However, it was clear that many leaders recognised many teachers maitieer well

involvedin decisioamakingprocessesor displayed agency.

{ I YPar t@o much [professional learning] was being done to us, far too much was

being based on assumptions of what people needed rather than the approach that
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would say, well, where are you in your career, where do you see yourself going, and

how do you marry those things togetldee

{GSLKIYYVY2ANNRASE YS G(GKIG 6SUNB Ay Hanum FYyR L

of the country having their professional learning dictated to the¢n

. NXz®j8sYthink we are in danger of, or we have already gone through, a process
ofdeLINP FSaaArzylfAaliAzyod L (GKAYy]l F2N az2y$s O

within their professional learninp €

The culture within parts of the education system does not always promote teacher agency.
The ability of teachers to be empowered was also diminished by conservatism and

accountability pressures as described by one headteacher

. NHz@Sp¥ysics teacher] was really enthused by [CfE] and he spent years actually

trying to develop better ways to capture the learning of young people in physics,
particularly around the kind of National 4, National 5 interface, and he met continual
resistancgrom the SQA. And they basically, you know, they actually rang me up in

0KS SyRZ (GKS LINAYOALIt OGSNATASNI YR &l ARX
he puts things in to be approved as being suitable for internal assessment, they are

not going to be approved unless they are a closed book test, that is all we will approve.

So where is the professionalism there, where is the empowerment there, because

what he was doing was actually some really good stuff involving-miggping and

capturingh RaQ f SFNYyAy3I Ay RAFFSNBYyG gl e&az |yR
Al X &2dz KF@S G2 | Oldzkfté LINRPLISNI& SYLRgS

go and do something different rather than just paydarvice to i €

Several of the leadersonsideredsupporting teachergo undertake enquiry activities as
being important in developing teacher agency. They alsots& as empoweringeachers

to have a greater voicandit to be centralin improving classroom practice

Y S @ iS¢ifdirected enquiry based professional learning that, this is key, that is

rooted in improving outcomes for kids. You know, so professional learning should be
O2yySOGSR (G2 AYLNROAY3 2dzid2YSa FT2NJ OKAf RI
about enquiryand, yeah, around building it around the priorities for the teachers

(KSYaSt@8a FyR GKSANI £SENYSNE FyR &dzLdLJ2 NI A
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For me teachers become empowered through enquiry because they become the

owner of that professional learning. It gives them a voice that is hard to challenge

because it's rooted in the voices of their young people and literature, and increasingly

helps then to become, to have more agency over timé&o, | didn't always work in

the most empowering hierarchies in schools, but as | became more confident as an
enquiring professional | had increasingly the tools to argue back, but not in a
complaining way, i way that was evidence based, you know, so saying this is what

L GKAY]l 0SOFdzaS LQ@S NBIR (KAa IYyR LQ@S &N
what the young people said, therefore, | think we need to do things differently. So,

enquiry gave me thavoiced €

Professional learning culture is linked to the ownership of the professional learning and the
role of different actors in decisiemaking. This was where manyidstensionsarise,and it

IS to these | turn next.
5.2.5 Tensions in professional learning ownership and decisioaking

There was consensus on the importance sohool improvement plans andthat the
production and implementation of these required a careful balancing ofdimpn and
bottom-up inputs to minimise tensions and frustrations for those involved. School
improvementplans are informed by th&lational Improvement Framewonkhich is filtered
through intermediariesn the meselevel Some school leaders expressed concerns about

some policymaking not being sufficiently well informed by those with classroom experience.

{ G S LIKTBeydisconinect between those who were making judgments and policy
choices from the classroo,i K G g1 & Lizi Ayid2 adlN] NBfAS
disconnect between those who are making decisions and where the decisions have to

be actually actioned €

The confidence of school leaders in leading and facilitating school improvement planning and

related professional learning of their staff was identified as key.

[ Ay Riae been really struck by the difference in confidence fesateachers.
So, the really experienced, confideeadS  OKSNB KIF S 0SSy | o0az2ft dzi
really clear about what current school priorities are and what they want staff to focus

on. That is not always the case with newer school leaders and less confident school
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f SFRSNAR 6K2 6SNB aidAftts L GKAY1lZ GNRBAy3AZ
manage multiple expectations, you know, national, local authpaitygl the dayto-

day stuff that was coming at them. So, | think we, we can and should continue to focus

on confidence, on confidence building of school leaders because with a confident
school leader and with really strong relationships across staff, tlieviess of an

issueb €

Y S @ ATy ¥he iticomes down to the quality of leadershipsimools and local
authorities in terms of managing that bridge [between individual and national

prioritiesjd €

Several leaders commented on the need for leaders to give teachers the time and space to

lead their own developments, but that this can be difficult for leaderdo.

[ A Y R/E needdeachers to be able to work together on their own development, and
on the development of learning and teaching. What we don't need, it might be

controversial for me to say this, is more prescribed activity for teachers, we need to
free up teacherso work together and that relies a lot ofitrust and empowerment

and ownershig &

{ G S LIKtSwsries ine that there are, that there are so many colleagues in the
classroom, at faculty level, at senior leadership, that feel that everything they do is
dictated by theschoolimprovemeniplan or thelocalauthority improvementplan and

they can't do what they want to do. | think that's a real tengian

Balancing the use of limited time duringservice days and otheollegiate time to meet the

needs of teachers and national priorities was seen as being particularly difficult.
5.2.6 In-school collaboration and irservice days

Many leaders were aware of the need to make the most of the fiveemmice days and
precious collegiate time given the huge investment in terms of staff salaries involved. Many
acknowledged the competing pressures on this time, many unrelated to professi
learning. They alsoacknowledged that the needs of staff varied greatly and therefore
common programmes of activities resulted in some staff participating in things they did not

meet their needor require Some school leaders were concerned thalytlvere not always
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able to manage activities and time in their schools as they wished due to local authiatity

initiatives and teacher contractual arrangements which limited flexibility.

{ G S LIKYSuykiow all the Black Box stuff [holds Black Box booklets to camera]. |

don't know, if there was a course on that type thing | could see a lot of folk been

interested in that, but it ends up being things like Tapestry, it ends up being things like

the bigpolitical ideas that the, our political class and others see as, ook, we're having

an impact across the whole authority here, and everyone has to do one of these

courses, because Tapestry was supported by Dylan Wiliam and clearly that ties back

G2 GKS .tF101 .2E® .dzi AdUa YIF1Ay3I LIS2LX S F

improve and develop and enhardeé

. NHzBd2Q @S 32 (0 tiMieka§reedmehts,Jaddythings like TLCs go into your

working time agreement time which is very much about what the school needs, but

actually it would be better if that was used for what the member of staff nesub

NEFffte L g2dAR ljdzZAdS tA1S G2 asSS az2yvy$s 27
members of staff being able to be allocated, or expecting them to allocate it, to
something more formal because you can get the member of staff who can just make

the argument that they want to read the New Sciehfisr 35 hoursa year. X Actually

being able to say that there is a requirement for you to do some collaborative learning

with your 35 hours and have a national system of collaborative opportunities set up |

think would help that hugely, because | think that is a real deficitumegou have

iKSasS Gg2 a2YSiAYSa O2YLISGAYy3 GKAy3ITa KI LILX
dzZaSR F2NJ g KAOK® X ¢22 Ylye (SFrOKSNER X I NB
y2i NBIffe NBtSOlIyi oSeddzasS A0Qa 6KIdG (GKS

. NHzOSQa O2 YY daf diflicultied danziriSeNrafeSsional learning time and

purposes are too compartmentalised.

9f AT IIbyBuvKgot a@ertain proportion of collegiate time that you've set aside
for professional learning it shouldn't all be based on what you as the lead are saying
is the need. It has to be actually, I'm going to balance this out, you know, we're going
to look at these particular priorities this term and this proportion of the time for
professional learning is for, is for your needs to be met. You know, it needs to be that

balance, and | think sometimes that's where there can be that sort offiatéension
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Ay GSN¥a 2F AGQa fyzad GKS SELSOGIFGAZY (K
that time® €

C A 2 y'think thé biggest tension is often what happens in school because the time
to learn together in school is limited in terms of, you know, there are only a certain
amount of inservice days and how they are employed, and so on, but | think the key
thing, Ithink, is the planning of neither should be done in isolation. You know, it is
coming back to leaders in schools should be involved in professional learning cycles
with all their colleagues. They should know their colleagues well and their

professonal learning as wet €

For good use of the limited available time, it was seen that the active involvement of both
teaching staff and school leadership in the planning and delivery of professional learning was

important. Some pointed to using thidational Model of Professional Learniag a guide.

t S G Swaid Idok at the model of professional learning, which | think has a lot in it.
It epitomises that idea of your learning as a collaborative enquiry, a collaboration

with your colleague® €

Y S @ Af yod'remlanning inservice days with the model of professional learning in

your head, you might do it a bit differenthe

Someschool leaderglemonstrated agency in how they used the ti@eailable looking to
research evidence beyorahy available fromlocal authorities and Education Scotlamahd

resisiedlocal authorities implementing programmes for all teachers.

Y S y1 thinkdfor us, everything that we do is driven by educational research. So, we

are, we will only do something if we can evidence that there's, that there's research
0laSR SOARSYOS:>: IyR GKFGQaz dGdKFGU&A I+ NBIf
focuson teaching and learning. So, in terms of individuals and us as an institution for
professional learning, there's a big focus on subject knowledge and understanding.

Pedagogy is a massive dride¢

{ I Y[Yheldcal authority] spent an awful time and money on the John Hattie stuff.
And whilst there's a lot of good in that, for the amount of time and money that you
KI ¢S G2 Ayosad Ay AlGT A& Al SOSNE &2dz 1y26
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not sure. We stepped back, our cluster, we were signing up for aeare

commitment to it, and | held back from putting in the secondary school into it because

| just thought that would be every-gervice day, that would be for every member of

staff, for every opportunity that exists there. Yes, it may be good for some but for

YIye AdGQa y2i ¢6KIFIG (KS@ ySSR NRIKG y260D ¢F
think that is the wayb €

In-service days and collegiate time were well recognised as the main opportuwitieh
allow staffto come togethemwithin and between schools, althoughwas recognisethat it

is not always perceived as such, and time is not always used wisely.

9f Al I Sckddl KoNegidte time with service daysi§] a goodopportunity to get
people together from a wider area, whether it's within the school or echster or
crossauthority to actually come together to do something that's a collective need

that's been identified ¢

. NJzGBexe is perception that-service day is there as catap time, whether
AGQa GNRGAY3T @2dzNJ NBLER2NIAYX 6KSOGKSNI AdGQa

preparing for the rest of the terd ¢

t FdfQYy ay2i4 | INBHAENPRYPS2RI 88y SR8OOIAY LQY Yy

really professional learnirg €

C A 2 Yithink thébig thing here, it is about ownership and about meaning, and about
understanding why they want to do it. And, whereas if you just come in on a Monday

morning and you've got an4service day and here's the agenda, and this is what this

isgoingl 2 06SX | yR & 2 dzQNX[intérdistiplifady \eariingjécialy | y 26 X L
$SQ@S 3J20G a2YSGKAY3I [[jdzAGS 3I22R 3A2Ay3 Ay 2d
K& INB @2dz y2i dzLJ GKSNB LINBaSyidrwa AlG GKS
on the first day back every year, you know, and the teacher who has been there 20

years is saying, do | have to do this again, you know, | could be doing s® enuch

Many leaderswere concerned about theurrent use and impact of iservicedays and
collegiatetime. Thisraises the issue of what role messvel organisations might best play

in supporting professional learning so that impact is maximised.
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5.2.7 The role of local authorities and regionahprovement collaborative

Despite the potential for a coordinating role for melswel organisationsa simple lack of
coherenceand coordinationwas frequently given as an obstacle for greater collaboration,

this included between neighbouring local authorities in the Northern Alliance.

NXHzON& Yhowano longer have any coincidentsgrvice days. It makes it very
RAFFAOMzA G (G2 wO2fftlF 02N GS6 6KSy ¢S KI @S y2
GKFG ¢S ftt2¢ GKS t20Ff | dziK2NARGASEAS | yR |
such inerta about making a change like that, and their timescales for doing that, and
their cycles for doing it are all out of synch so it is becoming an almost impossible
position to get some coincident -gervice days without something happening

nationally to decree these dagse

The large and diverse geographical area covered by the Northern Alliance was seen to be a

barrier to it functioning well.

9 Y Y Who thought the Northern Alliance was a good idea? From Argyll and Bute
Fff GKS g & dikdwhoxhodght St tvds o godd ided? Q &

{ I YWe ace quite a diverse RIC in the Northern Alliance, a very diverse RIC in the
b2NIKSNYy ' ffAlFyOSd ¢KIFEGQa 2yS 2F (GKS RATT
RAFFSNEBY(d FNBY GKS ySSRa 2F ! NHefft FyR . dzi
pull togetherb €

The move to online working, accelerated by the COY8pandemic, was seen to have

improved support in some areas by building online networks.

a | NXEheregionalimprovementollaborative of the Northern Alliance, for example,
has actually flourished in this time because they have had to move things most

definitely online and be able to get groups of people working better togétber

However, manyeaders expressed some concerns about the role of the RIC in relation to local

authorities and the additional layer they had added to the education system.

{ I YI¥vouéd worry that the RICs put a layer into the system that is an extra layer

without taking layers out of the system somewh@éré
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C A 2 ythink a @t of this [tension] is about people understanding why they're doing

something, or why they're being asked to do something, and if it's the school wanting

to know why the teach@ doing it, asking them about it, and if it's a teacher wanting

to know why something's a priority for the school or the faculty, asking them. So,

really it comes down to that coherence betwaegional or, you know, authority,

school intervention and that understaing® ! YR L GKAYy {1 2Fofg KSNBE 1 F
understanding is probably around the purpose of that regional working, that

strengthening in the middle, if you ldeet

Local authorities, with a governance structure of elected councillors and funding raised
locally, and national government were seea have both political and financial power in a
manner RICs do notThey ardargely reliant on local authorities ceding power to them,
something further complicated by the eight diverse local authorit@®sprisinghe Northern
Alliance. School leaders still looked towards their local authority for guidance and support
rather than towardsthe more collaborative crosauthority working provided by the RIC
There was general concern at the duplication of effort across different organisations and the

need for better alignment between them, again related to issues of power and trust.

{FYO'KGNB Q&  FFANIOAG 2F ftA3IyYSyld 060SGeSSy
not smart enough at connecting the dots really. | think we could do that an awful lot
0SGUSNI GKIFY S R23X FyR (KIF0Qa& -ine®dladzaS SI O
vestedA Y 1 SNBald Ay 6KFd 6SQNB R2Ay3 yR a2 (KS|
is not enough collaboration between organisations to jointly run something, and so, |
think that could be much better. That comes down to aspects of leadership, and

aspets of leaders, leaders at every level trusting people at every othetblével

It was also recognised that the RICs were relatively young and the pandemic, whilst helping
promote more effective online working, has disrupted other activitiesludingthe support

of coaching in schools.

C A 2 YOheYof odar key offers that hasn't happened [because of COY)ivas we

were going to provide an opportunity for a dozen members in every local authority to

undergo threeday facilitator training, which was around adult learning, design,
IKS2NBS &2dz (y26s LdzidAay3a Ad Ay dsheitINI OGAOS

officers, some of their headteachers, some people who had responsibility for
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designing and delivering professional learning for others in a programme like that
then we would be flying, because the idea was then we would have this pool across
the Northern Alliance of people who have a responsibility for planning and leading
professbnal learning, they have the knowledge of what's happening, they have the
knowledge of what's needed, and then they have the skills to plan and design it and

facilitate itd &

Nevertheless, despite such disruption there was some evidémesome of the leaders
consideed headteachersvere increasinglyaware of the role and work of the Ri€ven if

this had not yet worked through to classroom teachers.

[ A Y Rtendember doing a session on [RICs], bea@dS I OKSN&E al e&Ay3az ¢S
really know anything about thisA couple ofheadeachers would put their hand up

and say, yeah, we know it, @h&ard a bit. A year on school leaders were saying,

actually we're much more involved now, | was involved in shaping the plans. A year

on, further involvement, but at the same time, when | was speaking to class teachers

GKSe& 6SNB al @Ay hifgapotthRRIgER G 1y 26 | yeli

That neither local authoritiesor the RIC provide well for the professional learning needs of

classroom teachers was brought up by several leaders, especially school leaders.

NHzQSR2¢ Qi FSSt GKIG GKS GKAy3a GKIG | NB
RIC level, or national level, are actually fit for purpose. They are too big, or they are
too vague, or they are not actually written from the perspective of a teacher emgagi

with themd €

Y S yinvterras of the authority and the RIC and that, | suppose | have to put my hand
of Y& KSIFENI FyR aleé Ay GSN¥Ya 2F LINRBFSaarzy
whatweuseisschodlF SR (2 0SS o6fdzyiliz X aili@t¥ GKIFIG &

Nevertheless, RICs were seen to be in a good position to coordinate activities and networking
to enable both improved communication and economies of scale not available within
individual local authorities where specialist staff may be distributed quitesgha However,

the question of ownership and leadership étworks remained an unresolved issue for

many.
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. A f Ijust thinkcthat that there needs to be that opportunity for people to network.
And | know the Northern Alliance is trying to do that because local authorities are kind
of overrun at the minute, there is not enough officers to do everythingh&gre

trying to facilitate those informal networks, there's a DHT network, and there's some
subject networks, but then the question is who leads that network, you kmuba

puts out the meeting invites, who puts the agenda together, do you need minutes, is
it just a cup of coffee and a chat for half an hokls these sorts of questions that
drive that, and | think some of the most supportive meetings that | go to are ones
where you just go and have a chat with folks, and there's obviously there's an agenda
of sorts, where you discuss issues but there's af hibw are you doing, and this kind

of thingd €

This thereforeraisesthe issue of how the professional learning needs of classroom teachers
may be best addressed. The leaders were asked to identify the professional learning journey
of a typical classroom teacher, and the purpose and ideal blend of professional learning for

teachers and it ithis laddress next
5.2.8 Classroom teacher professional learning

Many leaders referred to the need for teachers to improve their pedagogy, to deepen
knowledge of the subjects they teach, and to keeptoyglate with curriculum and other
developments in education, using terms suchtagenhance your craQand4b deepen your
understanding of your classroom practizd eadersalso acknowleded that teachers can,

and should, continuously improve regardless of experience or where they are in their career,

all with the aim of improving outcomes for learners.

The needs of probationer and early career teachers were seen to be different to those of the
more experienced. Generally, the support mechanisms for probationers were seen to be
good, although improved support for their mentors was identified as a needelvgral
reflecting the wider concern about a lack of support for teacher educatdisere were
concerns about the reduction of suppddr teachersas theymove beyond probatiomhere
professional learning and mentoring opportunities can be highly variable but when teachers

can still have significant needs.
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Y S @ Atllink one of the tensions | often find is that we say thatstaadard for full
registration is a benchmark standard, you kngau've passed it if you're in your first
year postprobation. And yet we also say it's developmental and everyone's
developing against it. | actually agree with the latter of those statements, you know |
think, I think it's a challenging standard, anchink when most teachers achieve it,
you know, there's still a lot to do to really become really confident in all thifieeent

areasb ¢

9 Y Y Il Yeallg like the notion of ITE, then into probation, then into an early career
phasethaf A Y A A KS& | FGUSNI FAGS &8SIFNRX | yR &2dz 2yf
guotes] when you hit your first P@nd up until that stage you're continually

supportedp €

Providing contined support of this naturevould beconsistent with the literatureabout
early career teachers discussed in chapter bme of the leaders also reflected on their
experiences of how professional learning has changed in recent years, and how the focus

needs to continue to change.

[ Ay R Would éncourage early career teachers to continue to focus heavily on
pedagogy. | think that's something that, historically, if you look back5l@ears, |

think we were really light, Stuart, around the skill of teaching, and | think often new
teachersjump in, you know, straight from ITE and feel that they need to be expert
teachers already. And | think there's a much stronger movement now around
pedagogy being an important focus. So, pedagogy, classroom practice, the skills
around leading learing and teaching, so the planning, the assessment, that aligns
with that. At that early career stage, and further on, | would be encouraging people
to continue to focus on subject knowledge. And again, | think 10 years ago it was

something we were realljght ond €
WEYS&EY d GSFOKSNE GKSNBUa Ffglea (2 (GKAYIDS
need to do for your specific subject, and the stuff that you need to do to keep up with

current developments in education. | worry that the current developments in

education ges too much of a focus and we're losing the specific subject spediaists
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After the first few years in teaching many leaders saasimportant that teachers, as well

as continuing to keep ufp-date with the areas mentioned for probationers, develop
interests in other areas such as additional support needs, and different leadership roles, both
formally and informally. Many leaders also wished toteaehers become more engaged in
practitioner enquiry and more seldlirected professional learning as well as being able to
access specific professional learning to addeesaleficit regardless of when this is first met
Ay | GSIFOKSNDa OFNBSNE &adzOK Fa ¢KSy FANRG (S

Many of the leadersincluding all of those holdintpe most senioisystem leadershipoles,

considered there needed to be an increased emphasis in teacher professional learning on
improving teacher knowledge in pedagogical content knowledge and currieniaking

something they saw dsaving beerlacking in recent yearsThis therefore raises questions

about how teachers access good quality subggmcific professional learning when little in
AaSNBDAOS RI& 2NJ a0OK22f O2tftS3AFGS GAYS Aa dza €S
thoughts on this.

5.2.9 Subjectspecific professional learning

Several leaders commented on the reduced focus on curriculum and the role of knowledge
since the introduction of CfE, and as the OB{gblighted(OECD, 202 1hisimbalance ought

to be addressed.

[ Ay RMe ¥idn'tthave a focus on, on pedagogy and curriculum knowledge at the
launch of CfE. If you were advising any country about education reform, curriculum
reform, a strong piece of advice that | would give having lived through all of that is
that any changs to the curriculum has to be accompanied by really high quality deep

professional learning. | think that was a big mistdke

This change in emphasis in curriculum development has therefore influenced the emphasis

in teacher education.

a I NI ¢amedthrough at a time where really understanding curriculum was very,
GSNE AYLRNIIYyGS @&2dz (y26s a2 L KIF@S | adN
GKFG Yrye 2F (2RIFI&8Q&a 3N} Rdzk 6Sa O02YAy3a Ayd
reading into the OED report is something else that is there about the need to have a

real understanding of curriculudng
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areasb ¢

Sme of the leaderddentified thatthe move from subject departments to facultiéms
weakened the subjeespecfic supportavailable in many schoglespecially for early career
teachers. Severalleaders wishedto see a change in the production of curriculum

development resources and associated professional learning.

WI Y STheYeurriculum by its very nature is a changing thing, we need to make sure,
and it's theBag of tool2we need to make sure the teachers have the bag of tools,
because if you want to give the ownership of my classroom to allow me to deliver in
my manner, then you don't need me tied up like every other physics teacher in
Scotland developing materials anaking up hundreds of hours. Those hundreds of
hours can be far more useful in terms of my development and improving of the
classroom environmenfor the pupils, because my teaching environment is their
learning environment and the best resource, you can give me all the money in the
world, but the best resource in the woitthn experienced, well qualifiedonfident

teacher ¢

Such a change would free up time for teachers to focus on improving pedagogy and the
experiences of the learners. Several leaders suggested strategfeEmn involving

collaborationwhich might be usefébr this.

WI Y SAhyhaveeveryone writing the same stuff at the same time, how wasteful of
time is thaP And that maybe means one of the curriculum development areas is to
develop from our current teaching force people who are good at developing

curriculum materials. Ycdknow, so we need to give them the skills to do it

t S G $wald hipe in areas such as curriculum that the RICs and thedRjiosdl
improvementteams] might have some potential to do some, to do development in
areas such as curriculum and understanding the curriculum and notions of how you
can develop it would be an area the RICs and RITs could move into, right. But in terms
2F X &dzo 2 Saht sed that doiRidglihfough there because there isn't the
capacity in either of those organisations, but there is the capacity to support the

professiona within a subject area or a faculty area, yeah, or a stage, you know, that
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there is the support to do that, and some of the RICs and RITs have combined together
to do that. And you've seen, you've seen that to a certain extent through the work of

e-Sgoil and some of the nationalearning developments as Wl

Y S y1Yhinky certainly talking to ordinary classroom teachers, they would really
appreciate crosauthority subject groups. But then again, the practical problem of,
you know, who becomes the leader for that, and then, you know, how do you fit that

into all the other priorities that that everybody hés

9 f AT I'lehBKitike Ympdrtant thing is having that protected time and opportunity

to actually meet with their opposite numbers in different schools. So, for example, you

1y263 @2dzQ@S 320 @&2dzNJ adzo2S0G OdzNNAR Odz dzy

opportunity tocome together. When those are in place, and those are working well,
and those have a focus, what you see is a group of teachers who come together, and
they make use of the expertise within the group to drive forward their professional

learningas a whol@ ¢

NHzOrfeY liketihood in a school, or even in a small local authority there are
potentially a limited number of people who are in that same group, and | think
0SFOKSNE ¢2NJAy3a (23SGKSNJ Ay 3INRdzLIA A&
important inX the more remote places where actually having access tarlikded
people could become more difficult. You know, | think what is really important is to
provide the right quality of time, and there needs to be regular, and when | say
regular, I also meandiquent, you know, 3 to 4 weekly sessions where you can actually

get together and talk about what you are dofhg

t I dibokingdorward, maybe someone has to say, like everyone has to do a certain
amount of real professional learning in their subject, you know, on a regular basis.
And that's what, that's what people, | would hope that the majority of teachers would
want to dod €

Prioritising time for well facilitated subject support groups was seen to be important, but also
that these should be kegbcused and prevented from just being a time for teach#taving
a bit of a moa However, ikuch groupsould be made to work welsome sawtheseas

likelyto be better received than more generic professional learning.
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. A f Iftthink sometimes professional learning is offered to folk and it's, it's a bit
generic, and it's a bit like, say for example stuff on Growth Mindset. You know, a lot
2F LIS2LX S GKAyleadQa || oAlG €A1S aylri1S 2if

There was concern amongst some leaders that the professional learning needs of teachers
were not sufficiently well understood and that there was perhaps a need for more structured
programmes to support teachers become a better teacher of their subjecimapibve their

day-to-day classroom practices.

a I NBnYthe @ays when we did do neednalysis,| was always quite amazed
sometimes of what was coming through loud and clear that actually wasn't
something, you know, | particularly, or some of my colleagues thought was what

teachers were actually wantigge

YSOAPYSdAYSa L g2NNE LQY Ay &2YS a2Nl 27
0SFOKSNE ftAadSyAy3 (2 GKAA ¢g2dd R GKAY1XZ &k

want® ¢

9 Y Y |Hds aayone actually ever asked teachers what they want? [With] universities,
actually if you give teachers what they want, they would actually give you money to

do it, it doesn't make sense notdic

{ U S LIK eyt Wasdlefinite issues with the reality of tharteredteacher, but we
don't have anything like that so we're reinforcing through any university course that
the only way of enhancing your practice is to get a promotion, and that's, and that's

insultingd €

Y S y1Yust feel that, you know, not that many people do want the responsibility of
being a PT or whatever, but if there was a very clear route where you could build your
knowledge, you could motivate teachers, you could develop their techniques, you
could embd their practice, it was very clear cut through their subject area or through

a particular specialism with a particular group of children with certain needs. | think
that would just help inform and motivate classroom teachers with their CLPL and it
would also, | think, help leaders to think a bit more carefully alvchat are the
improvement needs in terms of teaching, learniagd assessment for their school

and how can you achieve tha
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The use of enquiryn professional learningvas also seen agery important by someand,
with ahigh trust environmentan enabler ofeachers developing agenaynd a voice in terms
of them compiling aflexible programmeof professional learningiicro-events which meets

their needs welhndcouldbe focused on improving pedagodwy their subject(s)

Y S @ AYYW neetl to develop all teachers and school leaders to be enquiring
professionals, that you have to actually, you Qainstruct people to become
enquiring [laughter] You have to support them to becoraequiring. Then you do
need a menu of offers, you know, there needs to be enough different offerings out
there that meet the demand. And that could be a mixture of coursesdisetted
online learning activities, access to literature and other sortsaxfing. But you also
need trust. So, an teachers need a certain amount of time that they can then do
these things, and that won't all be the same, as not everybody will be doing the same
thing at the same timeSo there has to be an element of flexibility in terms of how
time is used and an element of trust that the temghprofession, as professionals,
are you know, can and are taking forward their own professional learning in time that

is allocated to i€

Despite their respective roles in supporting professional learning for teachesss clear
that leaders considered there to be some way tohgdore the systemsupportsii S OK S N& Q
professional learning needsell. The next section explores wineeds are currently not

being well met
5.2.10 Barriers to professional learning

Theidentification of barriers to professional learnitgnded to come up throughout leader
interviews, as can be gathered from many of tliotations above When coding the
transcripts, it proved to be the code with the greatest number of entrids. evidenced in
the previous section, there wageneral concern about the availability of appropriate
professional learning which mesii S I O K S N@utQherg $eeRao some quite pointed

comments from some

9 Y Y I Ifyyoudare talking about personal barriers, | think my biggest thing is the
creativity and the lack of different opportunities for people. | think it should come

from Education Scotland, but at the same time they're not really pushing that agenda.
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X AT GKS@ NP (KS 3Jft20lf LINRPFSaarzylft f

professional learning are they offeg me? Coaching, what else? Leadership, what

StasSK ! @2ARI | @2AR 2F 20KSNJ GKAy3aa X (GKS

would go, oh, | would love to go and do that. You know, as a science teacher, what

aretheyoffering me? [shakes heqd

However, everwhengood provision exists there are barriers preventing teachers access it.
Lack of funds and lack of available cover staff, which perhaps most affects those in more
remote areas, were seen as an obvious barrier to participation in professional learning

extemal to schools.

a I N2 cértaimly think from the rural poindf view, it is about that rural isolation,

and it is, you know, that you very much would find that perhaps there would be a
difficulty geographically of accessing some of these activities in rural areas, and you
know, universities, for example, thatthere @  3INBSF G RAFTFAOdA G &
€2dz ¢SNB 3I2Ay3 G2 I yriAz2zylf O2yFTFSNByOS
Glasgow from an island, it may have taken you three days, or it could have taken yo

the week to actually do that one day. So, the cost that comes with that is enormous

for the school and the school then may have limited input to these kind of national

conferences that other schools could allow staff to go to much eksier

In times of austeritylocal authority funding for professional learning was seen to be an easy
target. Qoportunities for economies of scaleere alsoseen adimited as funds are often
devolved to schools. The capacity for local authorities to support professional learning was
consideredto have diminished as the number of officer ppstad been cut. It was also
acknowledged that when prioritising the use of scarce funeachers themselves would
likely favour the use of funds for addressing immediate teaching and learning priorities rather
than potentially longeiterm professional learning ones. With many competing demands,
prioritising time for professioal learning was seen as being difficult, as is time to then

implement any new learningr to disseminate it more widely

C A 2 ¥ thivk atithe moment, particularly when people are busy their time is so
precious, time is always precious, but at the moment | know that colleagues of mine
are struggling to get to professional learning sessions and collaborative sessions, and

so, therebre, if they are making the time to come out to do something particularly, it
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needs to be purposeful and meaningful, and it needs to really be something that's
directly applicable for them, and they can use it, because that's the other bit | think
as well, is we know that if people don't go away and put it into practice, what they'v
learned within two weeks, really the likelihood of them doing it starts to fall

significantlyp ¢

9 Y Y lfyou&peak to teachers, the first thing they say is | don't have the tiohe to

it. | often argue that time is not actually the issue, priority is. And people tend to do

the things they are measured on before they do the things that they would want to

R2d {25 X 68SU@gsS 320G | LISNF2NXYIGABAGE +FyR |
spend their time doing things for other people rather than doing things for

themselve® ¢

Accountability agendas weronsideredo make the system more bureaucratic and to stifle
innovation, creativity, and empowerment There was evidence that some professional
learning opportunities were subverted due to micromanagement and accountability

pressures which diminished the quality of professional learning possible.

{ I YIMvasdinvolved in the writing of some of the stuff about subject networks in

wf 201t FdzikK2NAGe8d L gl a @OSNE 1SSy GKFG ¢
would be more like the TLC sort of idea, more like thosss&tiiining communities,

but too oten the authority was insisting on the agenda being a controlled one, being

a defined one, all of the networks having a similar one. They used the networks to

gather data about how CfE was being implemented across the schools rather than

thinking abaut, let the teachers get together, let the teachers come up with where

they are at and what they are needing, and you know, and then giving that network

a little bit of time to develop their own solutions. So, it became very frustrating

There was also concern thefow Good Is Our Sch@avas being used in place of the GTCS
professionalstandards to shape teacher professionalisiihe emphasis on accountability
and performativity rather than empowerment andgencyis likely to contribute to an
apparent anomie and an unwillingness to take full ownership of their professional learning

which was alluded to by some of the leadezgardingsome teachers.
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a | NXBoretling that surprised me a little bit was essentially how little vision to the
future many [teachers] actually had about where they might go and what they might

have to do in order to get thedee

This providsevidence thatmanyteacherswere used to working in a culture where thdig
not feel empowered or able texhibit agencyput were compliantexpected to bedirected
from above, orfelt that there waslittle point engagng asthey considered itvould likely

make little difference to theiprioritiesor futures
5.2.11 Summary

All leaders desired to see professional learning be transformati8everal advocated
strongly forenquiry-basedprofessional learningit the i NI y A F2 NXY I 6§ A @3S Sy R
spectrum of professional learnir{Zfennedy, 2014)r masteis-level studyor coachingwith

the potential for transformative changevhilst acknowledging thahese were difficult to
implement at scale Throughout the interviews there was also implicind sometimes
explicit, acknowledgement of the difficulties in ensuring manyiofperley's principles for
professional learnindTimperley, 2008were in place simultaneously.lt was clear that
leaders considered there was stituch work to be done beforgrofessional learning
meeting these standards was widespread and seen as normal professional learning

behaviourswith enquiry embedded as stance

I now turn to investigate the lived professional learning experiences of physics teachers
across the north of Scotland. The reporting of the teacher participant findings begins with a
description of the pilot of the teacher participant interview proces$ooe going on to report

on the more extensive data collection.
5.3 Pilot of theteacherinterview and roadmap process

As described in the methodologlydecided notto incorporate the findings from the pilot
interview with those from later interviews due to the changes made to the interview
schedule and roadmap procedurdé®cause ofthe pilot. However,Calumdid provide
relevant dataand asummary of findings abodtis professional learning journey is therefore
given below, separate from the reporting of the findings from the other participants given in

chapter5.4.
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Calumwas able to draw upon his memories from a teaching career lasting almost 40 years.
Although a long time ago and difficult for him to remember clearly, he considered there to
be less emphasis on professional learning, and less of it available in theat®B03890s than

there has been in the subsequent two decades. The main professional learning during these
first two decadeswasin-service day events for physics teachers organised by the science
adviorsin theregionalcouncilsthen responsible for edwation. However, from around the
@8SIFENI Hnnn KS 02 \adavdkS8cNE&RCPD Kathigd O 8 ¥ LIpr&Bwly ( 2
He credited these changes to political decisions made towards the end of the 1990s, including
the formation of the Scottish Parliament and education becoming a devolved responsibility,
which is consistent with the discussion of professional learninigyiolchapter 23. Around

this time the curriculum and assessment changes associated with the Higher Still programme
which revisedpost-16 qualifications also resulted in professional learning events for
teachers These lave also occurredo a lesserextent more recently for the equivalent
changes to National Qualification courses in the Senior Phase due to Curriculum for
Excellence. Calumalso identified the formation of the Institute of Physics Teacher Network

in 2003 assignificantly increasinghe amount of subjectpedfic professional learning

available as well as a wider offer from SSERC and some other organisations.

When probed on what professional learni@@lumfound most useful and of the greatest
impact on his professiongrowth, he was unable, or unwilling, to provide detailed specific
examples but referred to the professional learning which he considered to be most
worthwhile to be that which could transfer immediately to improved practices in the

classroom as illustrated kihis statement

Calum:cthe ones where you ... get a sort of a light bulb flashy thing, hey, yes, | can
actually use that in the classroom. | think | could walk into a class next week and put
that into some of my teaching and learning and that will actually have an impact on
thelJdzLIAf ad® ¢KIF1Qa GKS 2y¥Sa L lftglea GKAY]

The professional learning record provided Balumwas dominated by conference or
workshop events. The only exceptions to this were his attendance of some committee
meetings and the completion of a few MOOCs (Massive Open Online Coutsésinhad

not identified any more informal professional learning such as discussions or working with

colleagues. He had identified that attending some of the events listed had provided good
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networking suggesting he valdesuch informal opportunities for discussion, and in some
cases had found that more beneficial than the formal content of the event. When probed
Calumalso spoke about other professional learning activities not documented in his roadmap
list. He indicated that he undertook private reading to improve his background knowledge
of physics and pedagogical issues. He also spoke about the benefits of nvettiogher
physics teachers from the other schools in his local autharityinitiatives in his own school
such as peer observation of and by colleagues from other subjects. He indicated that this
was very valuable and encouraged by the senior leaders in his stirooigh formal
procedures within his school. He did consider that the support from his local authority for
professional learning, both in terms of attending external events as well as for within and
between school networking, had been very good in the 2000s but duein@ndial
restrictions including the reductiorof local authority staffing levels, this had diminished

greatly during the 2010s.

When asked about professional learning opportunities he would like to undertakbaalt
beenunable tq he stated he thought there was no encouragement or support for teachers
to complete advanced study tiploma, masters or doctorate-level and he would like to see

this. He had completed a Diploma in Education as part of his initial teacher education, which
he considered to have been a very worthwhile experience. Then early in his career he had
begun a partime distance learninfylastersin Educationdegee but withdrew after the first

year due towork/life balance issues. He would also like to see improved support for the
networking of teachers between schools, particularly in rural areas, and this would benefit
from the central support of local authority staffith a clear remit and time to properly

support such professional learning activities, illustrated by the following

CalumxThere's no real central coordination or support nowadays. Inifécivasn't
for organisations like the IOP, physics teachers or a lot of teachers would be very

impoverished in their CPD. | just don't know where they would §et it.

When exploring modes of professional learning activjti@&slumdid not think that informal
discussions with colleagues, whether within his department or further afield, or with people
outwith the more formal education system, could likely lead to professional learning
opportunities or any professional growth. Thisndonstrated his narrower definition of

professional learning compared to my own and the importance of this part of the interview
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as a training exercise if | were to get teachidte Calumto complete the subsequent diary

log adequately.Calumdid considerall the other modes of professional learning listesbe

appendix7, as providing opportunities for professional learning with activities such as formal

working with departmental colleagues, peer observation, attending physics teacher network
meetings, and both providing, or being the recipient of, coaching or mentoring as

2 LILI2 NJi dzyrikhidis@issior® 8f kehctiing and learding I S RAR y2i ARSYI

activity as a potential professional learning experience.

Calumwas then asked to describe his ideal professional learning journey for a physics teacher
over the next few years. As this pilot interview took place in December 2020, at a time when
faceto-face professional learning had already not taken place for mpaths, and it was

already clear was not going to do so fmme time this question was framed in the context

of there not being any restrictions due to the COXED pandemic andCalum sought

Of F NATFAONGA2Y ( KAAZA Kiaskbanddandathe dakitg yhto AdRdbirit thelvarg R~ W
real restrictions at the time.Calumhad clearly thought about this question ahead of the

interview and conciselyentified the following list of professional learning activities:

1 Good relationships with school colleagues and mechanisms in place to allow
activities such as learning visits and pebservation.

1 Regular meetings and good networking with other subject colleagues in the local
authority or schools nearbip discuss teaching and learning of the subject

1  Opportunity to attend at least one national or international conference per year
giving the opportunity to meet with people from different backgrounds and with
different experiences

1 Encouragement and financial support to undertake additional qualifications
such agnasters courses

I The maintenance of an online professional learning offer, beyond the GO/ID
pandemic, allowing teachers to dimto professional learning at times

convenient to them.

Calumidentified the need for the content of the professional learning to be a blend of both

subjectspecific and generic

Cauma L fA1S | @F NRSG @& -spedifit likg ol o e&NNafiodal A & @GS N.

5 electricity or very general like, you know, what sort of environment do teenagers
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learn best in, and what can we do to provide realistic and relevant assessment, to
finding out a bit about gravitational waves and a whole variety of things | think we
need to do. Subjedpecific skills, general pedagogical skills, keeping up to date wit

new content, a whole load of stuff.

When asked about the time needed for a teacher to undertake this idealised set of
professional learning activitie€alumdid not think there needed to be any change in
0SFOKSNEQ O2yRAGAZYya 2F ASNBAOS AyOfdzRAYy3 (
f SENYyAYy3 LISNI &SI N | S | OVeyadtidn& RiEgS RO dalk | Gif il KNS
did not think it likely thatthe Scottish Government, local authority employers, General
Teaching Council for Scotland, or teacher unions currently had an appetitegotiate a
OKFy3aS IyR (KI (i sehsiol figorpanyiv@ydzNB ¢ a | d&

When asked which professional learning policy documents he used or referred to during his
work Calumsaid the only ones were the GT@8fessional &ndards, andhe also indicated

that he thoughtthese were the only policy documents other teachers refetieednd could

not identify or name any other policy documentation, national or local, relevant to
professional learning. The reason he gave for referring to the @@&Ssional ndards

was thatProfessionalReview andDevelopment(PRD)and ProfessionaUpdate (PU)were
closely tied to the GTG8ofessional ®ndards. Calumhad recently gone through thBU
process and was disappointed that he had received no feedback on the information he had
submitted either from his linenanager in the senior leadership tearsfihis school or from

the GTCS. Asesult,he considered th€ULINE Overy duchidick-box exercise @

He concludedby saying that he thought thathe provision of careelong professional
learning was very dependent on the political and financial situation in the national
government and local authoritdsy R A K R& & f Y 2 doiig prlofaskidhal LabringlB S NJ
is seen as a nicety that can slide off the table if there is not the money or time forlitf dzY Q &
responses helped shape subsequent interviesee chapter 4.7.2and he also completed a

diary-log and followup interview alongidethe other teacheiparticipants
54 Teachefrfindings

Each of thenitial interviews began witlleacherssummarising their career to date ajusing

their roadmapas a guidea discussion of the most significant professional learning events or
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activitiesthey had undertaken. This inevitably resulted in a focus on the positive professional
learning they had experienced but during the interview discussion it was also possible to
explore professional learning they had experienced or had been obliged tatakdevhich

they considered to have been less worthwhile or impactful on their professional growth. This
approach meant that in almost all interviews there was a chronological element to the
answers given and this frequently started with papgants discussing their initial teacher
education probation andexperiences ofnentoringbefore going on to otheprofessional

learning experiences

Following this initial interviewthe teachers completed a diatpg of their professional
learningfor a yearbefore | interviewed them again These interviews proved to be more
extensive than initially planned but this did allow clarification of the reliability of the diary
logs, direct investigation of the use of policy documeatglmore general discussion of their
professional learning experiences during the previgear. Overall, these experiences were
broadly in line with those discussed during their initial interviews. However, the period had
been disrupted by COVAD®. Compared to pr£OVIBLY, many inschml meetings had not
taken place or were conducted using video conferencing and participants reported that this
resulted in many of these being less interactive tharpénson equivalents. School
staffrooms tended to be closed which resulted in less infarprofessional learning with

colleagues, something highly valued by many teachers.

/ f | Nbe $taffdtoom is just not being used. That's actually a miss, that's actually

where a lot of your learning can come, you know, whether it's learning to do with

LdzLJA t a4 FyR OANDdzvaidlyOSas FyR &82dz {y2653

connecting with ppils via other staff. It has kind of deteriorated or just broken dbwn

The diarylogs, although not always completed fully, nevertheless provided a good focus for
discussion with the teachers, much as the roadmaps had previouBhgse interviews
allowed me to check on theontents of the dianjogs and to probe areas of particular
interest, such as their use of policy documergsablingme to comparemore confidently

the views of the teacherwith thoseof the leaders

As had been the case for Calum, during the initial teacher interviews many of the participants
had a relatively narrow working definition of professional learning. Despite almost all the

participants considering dilfteen of the modes of professional learningeeappendix7, as
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opportunities for professional learning, and my encouragement to recognise informal as well

as the more formal opportunities, this remained an issuenf@nywhen completing their

diary-logs. For example, during the follayp interview, Dani, who considered being coached

G2 KFE@S 0SSy Y2aid AYLI Ol F dzido yBuycoukt cgaching\NsR ¥ S & a A
LINEFSaaAzylf {86 NYQYMEdLIQVSTy@T KNS R Ay Of dzR
his diarylog.

Despite initially completing her diatgg very comprehensively, due to workload pressures
exacerbated by assessmergquirementsduring the COVIR9 pandemic, Ava withdrew

from the study after three months. Neal had only listed a few entries in his-tignpartly

due to family circumstances which had disrupted his ability to complete professional learning
for part of the year, but also during hisllow-up interview it became clear he had not
entered all his professional learning including a signifieanount for a subject he taught
other than physics or any professional learning within Working Time Agreement hours.
Therefore, for the quantitative analysis of the didogs only those from the other ten

LI NOGAOALNl yia 6SNB dzaSRX I f-ipkeedEvivasing®ledadd y a ON
a data source. Due to illness Andrew also had a period during which he had been unable to
participate in professional learning activiieoutwith his normal school day which had
impacted on the amount of morgersonal professional learning he had been able to
undertake, including the maststevel study he had expected to do during the year
however,he had nevertheless undertaken significant professional learning and hislaliary

was included in thguantitativeanalysis.

| begin byexploring some quantitative analysis of the teacher diagsfollowed by themes
that emerged from the analysis of both the initial and follow interview transcripts.The
follow-up interviews providd additionaldetail to the initial interviews in a complementary

rather than contradictory fashion.
5.4.1 Quantitative analysis of the diaryogs

Few, if any, of the teachers completed the ddogs as intended, but once the follewp
interviews were scheduled this prompted several to add entries and complete some of the
refection asked faralthough several of the teachers acknowleddkdir diarylogs could
have been more extensiveThe followup interviews highlighted that the diaftpgs were

likely to be an underestimate of the professional learning undertaken, especially of the more
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informal instances such as learning with and from colleagues. Many considering this to be
part of lesson preparation ocurriculum developmentather thanincluding professional

learning as exemplified by this comment, none of which was recorded in theld@ry

I £ 0 SaNTiaYSt6F yR 2yS 2F Yeé 02fftSF3dzSa KIFIR LI
rewrote the entire third year physics course to fit in with the more appropriate level
2dzi02YSax Xo {22 (GKSNBUYa 0SSy RS@OSt2LIYSyi

that neededo be done. So, yeah, that was a lot of lunchtime ¢héat

Theten participantsproviding adequate quantitative dateported a mean of 49.6 hours of
professional learning (range 26.7 to 71.8 hours). Of this, 22.1 hours was duringlsabed|

2NJ RANBOGSR GAYS YR 3ASYSNIffe g(BNCEKRYPW7)IKS S
The remaining 27.5 hours was more personal professional learning generally undertaken in

S OKSNBEQ 2¢gy GAYSO® | 26 SOSNE (GKSaS YSlya

subgroups.

{dzo0 INR dzL) m O2yaAraiSR 2F | YRNBSSZ 51| ysthtol DS2NHS
improvementplan, had an extensive programme of internally organised and led professional
learning ortwo well-focused themes. Dani and Andrew worked in schewalhich were taking

part in the ExceleratgThe Wood Foundation, n-@, n.d:b) externally supported whole
school professional learning programrmeomoting projectbased learning (PBahd both

had significant roles this within their schools. These three reported significantly different
attitudes towards, and use ofchootbased professional learnirigan all other participants.

Dani had also participated in a programme of sckaagdported coaching. George had also
benefited from weekly mentoring meetings, due to having to teathematicsbecause of

staff absence. These four participants reported participating in a mean of 39.3 hours of
schootbaseddirected professional learning compared to a mean of 11.1 tfurse in
subgroup 2. However, their mean total hours were similar, 50.8 hawos)paredto

a dzo 3 NP8 howsAppendix14 showsdetails forthe two subgroups.

5.4.2 Subgroups 1 and 2 different attitudes and behaviours

Andrew, Dani and John (subgroup 1A, appendix14) all described how their school had
relatively well organised and extensive planned programmes of professional learning

focussed closely on a major aspect of thseinoolimprovementplan. They described how
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these were related to promoting changes in classroom practices, particularly in pedagogy.
Dani had alseeceivedcoachindgor several yearsFor much of the year of the studyeorge
(subgroup 1B) had also benefited from a programme of-mrene mentoring to support

him teach an unfamiliar subject which had led him to undertake other related professional
learning, all of which were closely related to improving his subject knowledge and
pedagogical content knowledgim mathematics This professional learimg was clearly
impacting on professional learning behaviours in a way not observed in the other participants
(subgroup 2). The professional learning available to teachers in subgroup 1 through school
based channelsindoftenprovidedg A G KAy (G KS (SI OKSNAE QasméréN] A y 3
closely aligned to the personal needs and interests resulting in a much greateribuy

these activities than was the case in subgroup/?hy there was a difference between the

two subgroupswill be explored furthein the followingtwo sections.
5.4.3 Whole-school professional learningrogrammes

Prior to, and duringthis study, sveral of the schools in which participants worked had
implemented extensivavhole-school professional learning programmaften with support

from external providers. How impactful these were on the participants varied greatly, and
this appeared to depend on factors such as how well teachers had been involved in the
decisionmakingregardingthe introduction of these programmes and how involved they
were in ther delivery. A programme which had been experienced by several of the
participants was on embedding formative assessment in teaching based on the work of Dylan
Wiliam and delivered byfapestry This programme had impacted very differently on
participants as illustrated by the following two extracts, first the positive experience

described by Gill.

Stuart:dYou've included on your list that you led one of the Tapestry TLCs as well.

GillbéX L GK2dza3KG GKFdG ¢l a + GNBYSYyR2dza Y2RSft

their thinking and in their practice because of that collaboration. And that, you know,

¢

L R2Yy Qi (y26 K2¢ &2dz 62 ddpéak, bidzfat faeling afy LINER LIS

respond OAf AG@Y GKI G FSSt Ay Becailsé yoln wae2hdzén@S 32 G
regular meetings and you were, you felt responsible for the group as a leader and you

felt responsible for supporting everyone else and going and observing them, and them
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coming and observing you, that fertilisation, | just, that we all kept each other going
GAGKEZ YI1AYy3a adaNB (GKFG Al RARYy QG 2dzaid FIf
Stuart:dYeah. Well, you obviously had a sort of leadership role within that as opposed

G2 YI@06S LINIHAOALI GAY3T Y2NBO X 5AR GKI G
for actually delivering that than other staff got?

Gill:dyes

Stuart:¢And also, you know, do you think that the other staff, were they necessarily

as invested as you, you know, in terms of seeing it through?

Gl Sttt L YSIy GKIFIGQa ljdZAdS +ty AYyadSNBaildiAy

thinking about as well, is that whole spirit of cascading. You know, as you say, quite
a common model. If something new is happening itis, yes send a couple of members
ofeak aOKz22f G2 I OSyidNIf G(NIAYyAy3d asSaarzys
supposed to cascade it back, and sometimes that can be remarkably ineffective and

the only people that significantly move forward are the people who were at the

origink f S@Syid RdzS (2 (GKS RAfdziA2y 2NE &a2YSGAY

someone has gone for a whole day training session, can you really distil that into 45

YAydziSa 2y | 2SRySaRlé& FTiSNyz22y Ay 5S8S0SY6
ImaypS RAR 3ISG Y2NB 2dzi 2F AG odzi GKSy GKI

responsibility as the leader to engage and support and invest and provide as much

support as | could. So, | suppose really, they were seeing the same resources | had

seenand lsupgpS G KIF X o0dzi GKIGQa &2dz {y26z GKIGQ

was to make a significant impact on them and support them feel as invested in it as |
was. | mean it was quite interesting Stuart because with the Tapestry learning

communities againtiwas conscripted upon everyone, we were all conscripts, we all

KFR G2 R2 Al X FYyR L FStid Ay GSNya 27F (GKS

connectedness it was a really important opportunity for bringing the staff forward

and moving them albn.€
However, the experience described by Ava was very different.

Ava:0A lowlight, for me, would have been that [local authority] a few years ago did,
what they made compulsory, those, what were they called Tapestry, was that it?
Based on Dylan Wiliam and | don't know whether it's just because I'm ornery and

awkward, the fatthat they made it compulsory, we were told that was going to be
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our entire CPD budget that year was going to be on these sessions and | thought that

6l &4 GKS Y240 K2NNByYyR2dza AYLRaiAdAizys G4KSNB
F2N) 82dzNJ ONF AYAYIKY 2N é2dz 1y2¢6 GKS FGaAG
el SNEOo2Re ly2ga /F9Q0d L RARYyUG FSSt tA1S A
best job that | could to teach my subject. The workload associated with it, as well.

And the budget, they went and bought these books. Every single one of useras gi

one of these books, and then we were given a big binder, like the cost of that per
0SFOKSNX ! 3KZ LQY aidAatft ONRaa y2¢ (GKAYlAyS3
year, and yet there was other CPD things that | felt | wanted to do, that | needed t

R2 ® X L O2dZ Rydd ale dGKFG L OFYS gke 7
there's nothing that I'm aware of that I've taken from them back into my daily

teaching. Whereas, you know, if I go back to the I0OP, the SSERC stuff, ASE, Perimeter
Institute, those, those were the, you know, things that | could lift everything, from

practical activities, altered styles of questioning and | guess, this is what bugged me

about the Dylan Wiliam stuff, was it was supposed to be about styles of questioning,

and yet | was coming out of Perimeter Institute, which also had a lot of stuff in there

about styles of questioning, but the Perimeter Institute was helping me with
questioning that was applicable to my subject and actually helped me in the
classroom. Theylan Wiliam stuff | struggled to see the relevance oflaudgher]

Another teacher colleague of mine who had been through Tapestry previously, she

said, och Ava, don't take it so seriously, just don't take it seriously, she said, we did

this all before, and she said, the great thing about it was you got to know your

colleagues better, and that was all she could say for the value of it and I, you know, if

I had lunch with my colleagues, or a glass of wine with my colleagues, | could get to

know them bette and you're using my entire CPD allocation of time for this. So yeah,

| was very disgruntled about that

It is clear from these two accounts that Gill and Ava felt very differently about Tiagiestry

experiences and beirgonscriptedinto it as part of a wholeschool programme. As a leader

of a Teacher Learning Community (TLC) group Gill had receivedschool training ahead

of the inschool activities and felt responsibility for ensuring that the TLC worked effectively.

Receiving this training appears to have led @ill havinggreater buyin to, and perhaps

understanding of, the intentions dhe programme thanwas the casdor Ava. Ava clearly

did not think theTapestryTLC model was meeting her needs, and certainly not as well as
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other professional learning she had experiencanld opted into on a perswl basis

opportunities which Gill had not been able to experience to the same extent.

During their initial interview®ani and Andreweported thatthe Exceleratgprogrammewas
having a significant impact on thgofessional learninglecisionmaking in their schools
includingtheir own prioritisation for more personal professional learning, however, as Dani
describes, initiatives such as this might result in too much change simultaneously to allow

staff to embedit fully in their practice.It also illustrates an interesting power dynamic.

Stuartté¢ KS ¢gK2fS a0K22f GKAyYy3a GKFG @2dz20@dS 0S¢
there that that's something that you're doing, you know, partly because of being a PT

FYR F2ff26Ay3 sKIG GKS a0Kz22t RANBOGAZ2Y Aa
been aranged very much on a whole school basis?

Dani:dYeah

Stuart:dls there a compulsory element of that as a result?

Daniié¢ KS &a0K22f 2NHlFIyAasSa GKSasS GKAy3a |yR 0
1y26> @2dz 3S0G GKS AYLINBaaAzy 2 ydal, AF & 2d:
GKAy3a FNB y20 3JI2Ay3 G2 332 (22 ¢Stfo L R2
Stuart:dYeah, | know, yeah

Dani:dYou know what | mean?

Stuart:dYeah, | get the idea

Dani: dYeah, theheadteacher has got, you know, a vision almost, and this is the
22dz2NySe G2 GKIFIG @Aarzy |yR GKSNBQa LJ NI a
learning events has helped in terms of understanding the vision and getting to where
thehSI RG S OKSNJ gl yia GKS aokKzzf G2 3I20 LiQa
LiQa Ffy2ad t2da 2F RAFFSNByildx AGQa G422 Yl
GKSNBUa ft20Ga 2F 20KSN) S@Syia GKIGtd NByQizx
all going on at the same time, and being that this is happening now, or has been
happening over the past year it has been difficult | guess, you know, with the situation

% SQNB A-19 pabdemit] to5to have this much change | guess, or change in

direction.£

During his initial interviewAndrew, whowas one of the lesexperiencel participants, was

generally positive about the developments in &chool and the changes they were bringing
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about in his interests and practicefNthoughit wasearly in theprogramme and he was
critical of some of the detailfie consideredt was likely to result in changes in teaching and

learning practices in the school in the longer term.

In his followup interview Albert describedhis experience of thdxcelerateprogramme
recently introduced into his school. Unlike Dani aAddrew, he had not been actively

involved in thisat an early stagandsawit as an imposition and poor use of his time

I £ 6 SAKTieYhadd lot of time spent on it, but nothing's really beemieved. There's

y2> (GKSNBXQa 0SSy y2 RSOSt2LIYSyd FTNRBY AlGo
about meetings that might lead to CPD at some point in the future or a small minority

2F LIS2LX S KIF@S 3F2yS 2FF i thsebiceddsy® havd S | YR
basically been taken up with what | described to somelaxiyales talks. People

trying to sell us the PBL, the Oraagd the Excelerate programmes, but no real staff

development out of any ofdt ¢

He alsodisplayed some cynicism regarditige effectiveness oWwhole-school professional

learning initiatives

Albert:éh 1 @ 6SQ@S KIFIRX ¢S 3ASG alGdzFFT GKNBgy || i
R2SayQi aSSy (2 02YS (2 lyedKAy3dIZI 6KSNB Al
are just coming of¥/isible Learning which | think | have done for about the second, if
not the third time in my career, which becomes the big thing, but we are not really
IAPSY GKS GAYS G2 R2 A0 YR AG R2SayQid NBI
had Cooperat@ [ SF NYyAy3a o6SF2NB GKIF o {25 @2dz 3S
stage in my career where | have been through this cycle like about three or four times
Y26 6KSNB (KSNBQa (GKS ySEG 643 GKAYy3I FYyR A

Teacherbuy-in to such programmeslearly depends oiseveralfactors, but the different
reactiors of Gill and Ava td@ apestryand Dani and Andrew compared to Albert Excelerate
show that how programmes are introduced to stadf what extent theyaredirectlyinvolved
in decison-making and leadership of therofessional learningand whether adequatetime

is providedto embed changes in practicean impact very differentlpn outcomes.

It was interesting to note thathe initial enthusiasmof Dani and Andrewior the PBL

promoted byExceleratdhad wanedduringthe year of the study In their diarylogs in their
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end-of-year reassessmenthey had frequently downgradedthe impact of PBLprofessional
learning In their schoolsPBL was only beingsed in a limited way in S3 and not in the

Senior Phase

Iy R NJhéphactiae it created some good groundwork and some nice aspirations,

but it's not going to help us in terms of planning out stuff going forwagd

Dani continued to be concerneabouthow any learning might bembedded in the longer
term andspreadmore widely acroshisschool beyond those who had been actively involved

initially, especially when key staff change

5 |y What's dappened is there's certain people in the school have had different

levels of professional learning, addL Q@S KIFR | f 2G> SaLISOAlf e
What we then don't get is the opportunity when you're, you know, in a teaching

timetable, to collaborate... It's another one of those things where you've done
professional learningX but you know, maybe two years down the line it will

disappeath ¢

This raises widequestionsabout how collegiate timdan schools is usedhow leadership of
professional learningndthe exercisingof powercan impact on the culturef professional
learningwithin schoolsand how that impacts orthe efficacy of use ahe time available
Across all schools and participants tlaek oftime and space for collaborative working,
whether formal or informal, was clearly an issu@doubtedlyrelated to Scottish teachers
having a relatively high teaching commitmé@ECD, 2019a, p4150t alsoto prioritisation.
How teacherswere able tocollaborate inthe available time varied considerably and is
something that will beexplored inchapter 5.4.5 Howeverthe other distinguishing feature

between subgroups 1 and 2 is explorfadt.
544 Mentoring and coaching

The otherdistinctive feature between subgroups 1 and 2 was involvement in coaching or
mentoring. Dani, aprincipalteacher(PT) had beencoached bysomeone froman external
consultancy firm which works with staff from other sectors as well as education. Dani clearly
considered this coaching to be benefid@al the development of his leadership skils aPT

rather than for the development of his teaching.
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51 yaxiK GKS O02FOKAy3a AdQa 0SSy Y2NB o6SAy3
g1 yiao X ¢tKS O2FOKAy3 F2NJ YS 2dzad {1{AyR 2
2OSNIKAY1AYy3d GKAYy3Ia I QYR 2Xa0da TR/ RS Al RBY G
dayto-RI & 2 2 principaltka&hert

As aPT, and partly due to changesmade in response toCOVIEL9 lockdownsDani was
beginning to use coaching techniquiesrnedas a coacheéuring fortnightly one-to-one
meetings with every member of his facultide wadinding this a more effective stratedgr
dealing with certain businessompared to large group meetinggith lots of competing
voices ltresulted in deeper, more positive dialogaadthese meeting$iad become staff

expectation

Georgewas receiving ongo-one mentoring what some might describe as instructional
coachingKnight & van Nieuwerburgh, 2012) a subject he hadot taught previosly. He
valuedthis highly in supporting his professional growth in this new atemnks toits deep

discussiosabout pedagogical issues widim expert colleague

Teachers in subgroup Bad not hadcoachingopportunities, although many spoke very
positively about mators they had had earlin their career. It was commonly the first thing
participants spoke about when starting to descrithe most significantdevelopments in

their professional learning journey.

Several participants spoke positively about university tutors and teachers from whom they
had receivedadviceduring initial teacher educatioand probation. Thisncluded official
mentors but often other teachers with whom they worked, and there was a considerable
element of serendipity involved. For the more experienced teachers beginning their career
before the reform of promoted teacher structureghich followedthe McCrone repor(SEED,
2001)thisusuallyincluded an experiencedTphysics, but also a range of other colleagues as

illustrated by these comments:

| @ ' THe ficst year | was in teaching, | had a wonderful department head who gave
me great support.X and | would honestly say that since then | have never had that
kind of support. Never. I've been thrown in the deep end [laughter]. Ah, yeah, he

was terrific, just taught me a lot, | learned a lot from Him.

194



/ f | Nthink | was very fortunate to be in a big [department], well as | say, there

were four physics teachers there and as | phygicseacher] was particularly good

with the practical side and the Higher knowledge, and we also had dedicated
technicians at the time, so there was always, you know, plenty of scope that you felt
supported with practicals and you knew the equipment was maiathi | would say

it was a very good starting place to be and havan®T of physics and PT of
chemistryaswél YI RS @&2dz FSStf @2dz {y2¢ LINBlIGe YdzO
always liked working under [FFhysics] because she was also, | guess, a bit of a

female role moded.

Subjectspecific support was raisday manyas being important.Someteachers inschools
which had ahead offaculty from another discipline rather than a Physics had been

fortunate to havean experienced physics teacher on hand for guidance and advice.

Iy R NJPhy¥icseacher] gave me an awful lot of stuff to do with the SQA marking

in terms of making sure | absolutely understood why the marks were being awarded

G SFEOK adGF3aST FyR LI NIAOdZ NI & 3IABSYy gKI
 6&a2fdziil St hesy @y Qdzk 6 O8 dzXt & .YBad adferent G A 2y Y S
probation mentor who was great, she was great at getting all the paperwork done,

0dzi KS gl a 2dzad | O2fttSk3dzS GKSNBE ¢K2 2dzal
was again great last yeajwhen exams were cancelléa 2021due to COVI9],

because it meant when | submitted my things to the SQA | was at the very least

confident that what | was submitting was good, that | had really robust evidence.

However, other have been less fortunate as illustratedh®yfollowingcomment by George
who had particularly enjoyed and benefited from excellent supgain his lecturers and

mentors during his initial teacher education around a decade previously.

D S 2 NHdSn¥ thidk I've been watched by a physicist. In fact, only once when we
had an HMI inspection. That was last year, just by chance, one of the inspectors was
I LKeaAoOArAaldx (GKFGQa GKS 2yfteée GAYS L KIF@S o

usefulactually€

Teachers in smaller schools, such as George, frequently find themselves in situations where

they do not have colleagues teaching their subject. However, even in larger schools the
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subjectspecific mentoring support available to more recent entrants to the profession was
clearly variable and new teacheavften turned to teachers of other subjects for more generic

advice.

W2 K Vh¥re wias a teacher who when | first startedsrhpol], in fact a lot of the

time, maybe the first ten years of rtgaching in §chool], | worked across the corridor

from a guy calledtfacher]. And he was very good at building relationships with the

kids, and quite often he could, because we worked across the corridor from each

other, he could see where | was doing things wrong if you know what | mean, he could

see where | was maybe corg into conflict with some of the pupils or there was

maybe a sort of rapid disengagement and a lot of the time | got a lot of good advice

from him on just sort of classroom manageménti & dzZS& X 20@A2dzaf & K&
GSIFOKAY3 GKSNB FT2NBOSNE a2 AUQaxX LQY &adzNB
all of the younger teachers he had got around about him, and he was, he was very

goodé

Beyond probation the opportunities for teachers to be officially supported by a mentor or

coach vere verylimited.

All participants saw benefit to their own professional learning through the mentoring of
others, although their experience of this was restricted to student teachers and probationers.
Some schools had student teachers on placement on a frequent basis and some participants
had taken on the role of mentor, formally or informally, on several occasiBosexample,

one of the more experienced teacher participants had worked with several early career

teachers and commented

I £ 0 SOWJ find that really useful. | got a lot out of it because | was finding myself
having to go back and rethink my own teaching practice but also relearn why | was

doing stuff¢

One of the less experienced teacher participants had had the opportunity to work with

several student teachers

Ly R Nﬁaﬁrffalméntoring, | was the mentor for one of our student teachers this
year, and | was informal mentor for another one. Like | kind of almost felt, because

the way that they did it this year is that they got it so that it was always asutnject
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specialist who was your, who was the person, for me | was mentoring a chemist. So,

GKSY L ¢la YSyid2NRy3a | OKSYAaAaldNR G4SIF OKSNE
whereas someone else was mentoring the physics teacher who | saw teaching all the
GAY®S KLAI LQBS 06SSYy Iy AYyF2NNIE YSYyG2NI Tz
mentoring last year as well, $avasan informal mentor for a biology teacher and a

physics teached.

Others in more remote areas had rarely had the opportunity to mentor early career teachers.
Gill, an experiencegrincipalteacher, had only recently had a rare experience of having a

student teacher on placement and when asked if it was beneficial to her said:

D A fOh yeahdl meawe just had, | just had a student froomjversity]. He was with

us between October and December for his PGDE and that was just a brilliant
SELISNASYOSs: e2dz {y26x o0SAy3a | aray3atsS LISN
RSOSt2LIAY3 a | LKeaAO0a G§SIFOKSNE KSQa JSNE
and it was just a fantastic opportunity | think for me to reflect on what makes a good

physics teacher and for him to learn from my many years of experience. He really did,

@2dz 1y263> aSSY (2 FLILINBOAIFGS AGdthe! ILAYS
subject knowledge, yes, we did talk about how to deliver it, how to get, how to pitch

the level right. How to break the, it was in Properties of Matter for National 5, how

to break it down into chunks, and how to support the retention of knowleduyg, a

how to develop the skills, but also being able to fill in the background about the young

people, and how to get the best out of them by knowing them as individuals, and how

to, you know, reconcile their, sometimes their challenging behaviour with wieye

are at in their life. So, that was definitely one of my best opportunities, best

experiences over the last year.

The fact that many of the schools in the Northern Alliance are remote from universities
offering initial teacher education results in many teachers having little opportunity to work
with student teachers on placement and benefit from tieflection on their own practice

andprofessional learning that this can bring.

Given the significant benefits which can be gained fromvidmgous forms of mentoring and
coaching, including instructional coachifi2esimone & Pak, 2017; Kraft et al., 2018; Sims et

al., 2021)it is clear that, other than the requirements of mentoring early career teachers,
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this form of formal professional learning has not gained any significant traction across the
system in practice. However, there is ample evidence of colleagues supporting each other in

otherways and this being widely appreciated by all participants.
5.45 Collaboration with colleagues

In my previous researclFarmer, 2018)the professional learning most valued by the
teachers of physics interviewed was regular collaboration and discussion of teaching and
learning with their immediate colleagues and this proved to be a strong theme once more.
All teachers, except for Danihought that both informal and formal opportunities for
collaboration with colleagues provided good opportunities for professional growth. On
probing Dani further, his views were not so much they were not opportunities in principle
but that they were notparticularly effective in practice as tingpor teachers were rarely

able to implement any learning which might occur. The form and settings for this
collaborative working varied with much of it informal in natimeaddition toplanned formal

activities.
Informal collaboration with colleagues

A good example of how useful teachers considered informal working with colleagues to their
LINEFSaaAzylrt 3ANBgOGK ¢ a bihattwed theNdvst sbapghg S 0 2

events in that journey that you have had?

b S I Reisonally | think it was the staff that | worked witfou know, you had some
very, very enthusiastic staff who, you kndtwvas just so infectious that it just rubbed
off and they, they encouraged you to try things, and supported you and you could go
and run your ideas by them. And | suppose once you kind of get swept into all of that
you gain more confidence and, you kndseing allowed to try things but having the

time to do it as welt

Thisfits well withKraft and Papay's (2014jprk showing that teachers working in supportive
professional environments develop at a greater rate and for longawever, others also

made comments about the importance of being able to have time to interact with colleagues.
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D A fTHeYhfomnal opportunities | got frorpHysicgeacher] to really learn about the
craft and learn about the different ways délivering subjects was really insightful,

but as | say, that was completely unplanned by the school.

Iy R NBro¥maldiscussions with colleagues] happen really commonly quite a lot

2F UKS GAYS AdQa 2dads AG YAIKG 0SS 2dzad UK
about something, or how could you explain this, how have you handled an incident

with a cerin pupil, like there are lots of little questions here. And while | certainly

g2dzA RyUid Lidzi FyedKAy3d X Ay GKS D¢/ { F2N¥ 2

acknowledging that these are useful conversatiéns.

[ dz]l §ixQa a | 0 A-held ddief 6f mihe? tfiafinformal discussion with
departmentaland other schootolleagueshpre the most underappreciated forms of
professional developmentX | just think we've got to be really conscious not to
assume that if you see two classroom teachers sitting in a classroom drinking coffee

that they are not doing anything usefg

Perhapsnevitably teachers who were the sole physics teacher in their school collaborated
with others in their community, perhaps to a greater extent than those working in larger

schools with several physics and science colleagues readily accessible to them.

5 | @ P&ticuladly the [informal discussion with colleagues] will particularly be my

maths colleagues, and you know informally meeting maths colleagues and talking

about you know, how and when we go about teaching similar things, and how we can

work together a i better, and how we fit it in and timing. But you know, when
0KSNBQa 2yfe 2yS O2fttSI3dzS Ay Yl GKa |yR Y&
to do, but generally it happens at the photocopier or in the staff room. [Informal

discussion with wider kool colleaguesharticularly the end of the day is interestingly
a2YSGAYSa AidQa GKS Of S| y StNBPSAYpuURl suppdrE 21 y A (i 2
assistant$ and those discussions are really good just to get a feel for what's kind of going

on in the school and how, you know, some of the kids might be coping or not or particular

things that they might come across, it's very valuable.

There was also evidence of teachers working in smaller schools without other physics

colleagues forming informal links with teachers in other schools. For example, one teacher
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had met a teacher from a school in a similar setting in a different local authority at a

conference and they had continued to communicate and support each other remotely.

Despitehim participating infrequent informal discussionfani suggestethat these might

not often lead to any impactful change.

5 | y Athink,dyou know, when we do have these, we're having these informal

discussions all the time, it's such, it's a thing that happens whenever you're speaking

G2 I O2ftftSI3dsSo 2 KIFG KFELWISyas oKFG G§SYyRa

lines of, oh gah, yeah this is a great idea, and then by the time | get to my classroom

LAY 2y G2 a2YSOKAy3 StasS FyR LQ®S F2NH2GGS

Whether the more formal opportunities provided by all schdolsthe collaborative working
of colleagues are more effective at promoting professional growth in teachers and changes

in practices will therefore be explored next.
Formal collaboration with colleagues

Formal collaboration with colleagues in a school can come in many different forms. The
boundary between what is formal or informaldksoopen to interpretation. To exemplify to
participants what | consider to be formal activities within a schbosedthe examples of
departmental meetings, joint resource development, peer observation, lesson study,

lunchtime and twilight working groupand teacher learning communities.

Different approaches to supporting teacher collaboration are taken in different schools, as is
the place of professional learning within broader collabamdictivities. All but the smallest
schools, which do not operate on a departmental or faculty basis due to their sizeahave
schedule of regular departmental meetings. Whilst these offer an opportunity for

professional learning they are generally used for more administrative .tasks

Dani:éDepartmental meetings tendtobe moredayR | @ = ¢ KI 40 Q& 3I2Ay 3

professional learning as part of that as a standing item on the agenda, but we, most

2T UKS GAYS ¢S R2yQiG 3ISU GKSNB:Z 2NJ AL 3Siha

going oné
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Davidid 1 Qa4 KI NR Sy2dzaK (2 3S0i GKNRdAAK GKS | 3

additionalé

The use of observation tended to be associated with the PRD process and therefore
conducted by liner v 3SNR 6AGK Yy AYyS@AGEFEOES WI LILINT A&l
examples of this being good professional learning for the observer but perhaps less so for the

teacher being observed.

Neal:dWe have to observe, or | have to observe my staff every year as part of PRD.

So, | think you know that | have certainly taken stuff away from that, and you know
regardless of whether it is that | am observing a Higher class, or a first year or second
year2 NJ g KIF 0 SOSNI GKSNE A& Fftglea GKAy3a GKI G
GKFGQ YR L KIFI@S (G4KSy o6SSy |o6ftS G2 dzasS GKI
at some point. It has given me a greater understanding of something perhaps that

RARY Qi Ks$o®wouldsBifclassdBat as professional learring

Peer observation and learning trios had been promoted as a formal process in some schools

but there was little evidence that this had operated successfully.

Ava:dHead offaculty] periodically tries to get peer observation goingaelter goes
very well, and I've never found it particularly helpful either being observed or

observing to be quite honest with yéu

The formalisation of the process was seen by some as having a detrimental effect on the

process as a form of professional learning.

Dani:GPeer observations have become almost a ticking the box exercise for us rather
GKIFIYy @IfdzSRX @&2dz {y26x | @FftdzSR FSSRol O] |
that you, you do these things, rather than, rather than actually doing them for the

benefit thatthey would give

For others, a more informal or organic process was preferr@tservig teachers working

in as similar a context as possile2 2 y SM@siseeh tb Yfe of most value

Johmd ¥ L 32 Ay (2 @OASs lye OflaasSa
1Yy263 200A2dzate 06SOFdzaS (GKSNBQax

201



very different teaching styles, but obviously we are trying to achieve the same goals.

L R2y Qi NBIFftfe 32 Ay (2 @GAS¢ lye 2F (KS

removed from what | am trying to do

Albert:dl Q4 a2YSUOKAYy3a LQ@S a2NIl 2F GK2dzAKI0
2NHFYyAO @SNhRdzz AY2NHIYyAOO® 2 KSNB adGdz=F¥

useful but when it becomes this sort of inorganic management led thing it actually

0 A

I 62

£ A1

doSa Y2NB KIFINY GKFy 3J22R ySINIeé ofl dI3KiSNB®

I O2f f S| ddidgS 2 V610 KA ¥ Fan Il @pyintof ybuy Sass for 5 or 10
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SldZA LIYSYyGs> FyR @2dzQft a2Nl 2F FTAYR (KSY R

couple of minutes just to see how they da think that's really usefult's when you
have to stand in the back of their classroom with clipboard and like a load @ bmx

tick and then have to write a twpage essay then | think it loses any usefuliess

There is nevertheless a dangérelying on an informal process of observation that it gets
41 dzSST SR 2dzi Rdz§S G2 O2YLISGAy3I RSYlIyRa 2y
of an overly formalised process setwijih the aimto ensure the benefits of peer observation

are enjoyed by all teachers destroyitigese benefits for all. The management of such
professional learning treads a difficult line in maintaining a suitable balance. The same

applies to other irschool opportunities for professional learning.

Many hools had a variety of lunchtime and twilight meetirgsl working group$or staff,
andjustas for departmental meetings, administratitasksrather than professional learning
tended to dominateagendas The effectiveness and impact of these were seen as being
highly variable and the time to participate limited and under pressure from competing

demands.

Luke:dFormal discussions with other school colleagues, that really depends, | think,
on what you're discussing. So, if you have something in particular to discuss, you
know, I'm not against having a meeting, but | want a meeting to have a purpose and

| want themeeting to last as long as necessary for that purpose, not because, you
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know, the clock says a particular time, and so | find it very hard to give feedback on

that one. There are times where you'll sit down and think, right this is actually really
dza S ¥ dzt @ . 2dz (y2¢6 a2 TFT2N SEXanddebme a OASy OS
aLISyld az2yS GAYS 3J2Ay3 GKNRdAdAK w2aSyakKiySQa
X 2S5SYd@S 320 O NA2dza aOKz22f AYLINROGSYSyd 3N
above. You know, they may be beneficial for the school, but | don't thigkeh
ySOSaalNRAte o0SYySTAOAIE F2NJ GKS LIS2LX S Ay i
say that there's this belief that you have to have your time filled and that's one of the

places where it tends to come in most frequently. I'm not going to comptamuach

because our curreritead is actually quite good at this but you're constantly getting

a0dzZFF O2YAy3a 2dzi FNBY GKS /2dzyOAf | yR @&2dz
need to put something out with things to do and you do wonder what the valile of

is when you're looking at classes that you've got coming and things you could be

doing with your classes to improve what they're daing

A few participants were able to identify a small number of useful professional learning

activities provided through ischool events

Neal: 60ne of the things that we did as a whole staff was a thing on sort of, erm,
stress and mindfulness. So, we had one of our educational psychologists come up and
deliver quite a good session about basically looking after yourself, and you know what
to do ifyou were feeling as if you were getting to the point where you were wanting

to burst. So, | think that was quite usedul

Two participants who had developed good ICT skills described how, particularly due to the
COVIBEL9 pandemic, they had been involved in organising and delivering professional
learning sessions on this to other staff. There was an element of serendiptyadvn this

thanks to previous learning these teachers had undertaken as described by the following

extract.

Stuart:6Are there many things that are organised, you know, as twilight meetings?

Johni® SQ@S 320 || FSoz 0SiGoSSyayédrgherEmight S 2 NJ 2
actually be more than that. But there is time set aside in the working time agreement

to do these sorts of things after school for an hour, and although there are, there are

workshops for interdisciplinary learning ideas and DYW [Dpivey the Young
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2 2NJ] F2NOSB8>S (GKSNBQa | f-Suigeisintobed infibataswely 3 2 F
FYR 6S0OldzAaS LQYZ YR 06S0FdzaS LQY 1AYR 27

sort of thing, quite a lot of the time | am running those sessions
Stuart:éHas there been any support for you to develop these sorts of skills or is it just

something that has happened?

Johnddb 1 Q& 2dzad &a2YSUGKAYy3 GKFG L RAR ¢6A0GK Y@
L 62NJ SR Yé ¢4l & GKNRdIdZAKI éKIFIGQa AG OFffSR

learning platform. So, | just worked my way through that and when you, when you

total up allthe hours that they recommend that you spend on it, it comes to about

l.:.l
2

thirty-F A @S @ LQY | Oldzrfte ljdzAdGS | at2é NBIF RSNJ

Al o6ra&a Lttt 2FF Y& 26y ot NBIfteo LG ot

me time to doé

In addition tocollegiate time, he fivecontractualin-service dayswhen staff areat work, but
pupils are notarea very significant resouraghich could beused forcollaboratve activities

and teachers had strong views about the use of this time.
5.4.6 Use of inservice days

One of the irservice days is typically on the first day of the new academic year in August,
which was widely seen as being administrative in nature and including little professional
learning. The remaining four days are spread across the year. The@iadifferent local
authorities varies but the iservice days are typically split across different formats including
whole-school inschool activities, local authoriyide subjectbased activities, and cluster
activities involving a secondary schoabats associated primary schools. In recent years a
few additional inservice days have been provided at times of specific need, for example, to
support the introduction of new SQA courses or the moderation of assessments during the

COVIBL9 pandemic.

Teachers in subgroup 2 did not consider the activities available to them dusegvite days
and other collegiate time as being well planned, having a clear and worthwhile strategic
direction for their school, having a focus on pedagogy, or addressieig professional

learning needs. ypical comments fromdachers in subgroup\&ere:

5 | @ MRiMy thie inservice days have been fairly much adetvnd ¢
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/ I f dA¥%Yoe honest, a lot of these-service days get taken over for school
management issues and there's not generally a whole lot of pedagogy or reflecting

on classroom practice in thei.

[ dz] ISake ndeeting notes in OneNote, and | left théli® NJJA OS Rl & X gAGK
bullet points, out of a whole igervice day, you know, something that was relevant

to meg

b S| lfcan't ieally say that the imervice days were used for a huaraount to be

honest, and | can't actually really remember what they were used for to lse£air

I f 0O SNIOMISA KR y2GKAY3 L ¢g2dAZ R O2yaAiARSNI LINE T

in-service day® €

Despite the different behaviours exhibited bsachersn subgroup 1, they also reported that

in-service days could be better organised and more impactful.

5 | yTh¥inséarvice day programmes are very top down. There's, it's more, here's a
f2FR 2F AYTF2NNIGA2Y 2y 2NJ 0KA&A A& gKIG ¢S
would even call it professional learning, | would call it meetings, that is what vee ha

during inservice day® €

D S 2 NHsSr¥straiing when we have a CPD school course at school and there isn't

an evaluation about it. We had a really interesting, potentially really interesting

project where we looked at the Educational, | always forget what it's called,
Endowment Foundain, the evidencdased thing, and it was just, it was like rushed

| don't think we were given time to try and implement some ideas properly. You know,

L GKAYl AGUa GKS FdGSyaAz2zy G2 RSOGFAET FyR A
tKIF G FOGGAGdzRS 0SKAYR Al SKSNB @2dzUNB GNBAY:
fa2 KdzyofS Sy2dAK (2 GKAY|l LQY y2d 3ISGdGA,
carefully, let's listen to what our participants are saying and make improvemerds. A

| don't think that happens much in the schbalsed CPD, the counbsed CPIX L (i

seems very haphazagd

I Y RNBEYS N@A OS RIFéa X ¢gSNB 2dzald @OSNEI o8&

beneficial to my professional learning. In terms of other school time, collegiate time,
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involved with is what | wanted to develophig

The qualityof organisation, facilitation and expert inputas seen to be a significant factor in
the usefulness of the activities duringpllegiate time and #service days Teachers
recognisedthat often those leading sessiongspecially busy colleagyesad not had
adequatepreparation time or support to maximise their impadtheone-sizefits-all nature
and lack of opportunities tapt into many wholeschool activities came in for frequent

criticism especiallyor ICTtraining.

[ dz] Bh¥ parents evening software [sigh], in a way, you know, they were trying to

do something really good therbgcauseagain it's the typical cry of teachers when

they don't know what they're doing, oh we need CPD. Actually, no, | think a lot of

these times you maybe need a little bit supported time with the software to see what

you're doing, but instead we had a headthacwrapped up, and she must have been

Fd Ad KFEEF GKS RIFe@X GNBAYy3 (G2 ONBFGS | FI
GKS 2FFAOS OFLttf Ay YR LINBGISYR G2 6S I+ LJIN
the simplest software in the world, you justed to be therelt's stuff like that, |

appreciateX we've got some teachers are really not good with technology, but that

should have been entirely optiodag

The general response of all participants was to valuesubjectspecific inservice daymore

highlythan themore generic wholeschoolones

Dani: The ones where there's an external provider who's delivering something
ISYSNAO KI @S yS@SNI ANF60SR YSo tKS 2ySa ¢
either the subject, actually it is the subject, so for example, you know the science, the

[local authoh G & LIK&aAOa GSIOKSNBQ ySig2N] 6 ¢2dzZ R
SSERC, or we do some Understanding Standards stuff, or whatever it is, that has been

very useful

Stuart:ch 1 F @3 o6dzi A0Qa GKS Y2NB 3ISYSNRO 2ySa
useful

Dani:dNo. They tend to just be somebody talking at you for hours on end [laughter],

AGQa 2d&G y20 dzaSTadz
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Albert: dThe inservice days have changed dramaticdlty the last two, three years
[subject]in-service days have beéocused nearly entirely along like a rehash of the

SQA Understanding Standards events. Probably even more like fouoSfiveNR ® LiQa
been like a rehash of the SQA Understanding Standeardischool] inservice days

at the moment are just fairly much a lot of administrative tasks rather than what |

would say was any sort of professional development. It's, it's sort of like sit in this

room, go through a PowerPoint, so we can tick the b@ayathat you've been trained

in this€

It was clear from the conversations with participants that the much of the more generic in
service time was being speonnh administrative tasks rather than professional learning, or
deficit models of transmissivene-sizefits-all training Even within the subjedpecific
activities the standardisation and administration of assessmevasdominating rather than
professional learning focussed on the improvement of pedagogy. A particularly damning

indictment on the poor use of valuable-gervice day timm was made by Ava.

Ava:dThere is this one in service day, a few years ago and | was ill, and | phoned into

the school to say that | wal§ and | happened to get one of the depute rectors on the

LIK2yS YR aK$S &l e&a a2K RagulelCPH@ddyNBuTrd 6 2 dzii A
y2i YAdaAiyad FyeliKAy3aéeéd of I dzZZKGSNB 2 KFGH |

completelye

The depute rector may have beeat least in parttrying to make Avafeel better about
missing the daybut the wider discussioindicatedthere were deeper issuaggardingthe
effective use of time Despite theananynegative comments made by teachers about the use
of in-service day$wo of the teachers did make more positive commen&ill described one
example ofwhenin-service daysvere linked to a series of followp events and were used

in a way to promote collaboration and a sharing of practice between teachers across the

primary and secondary sectors.

Stuart: What are the main benefits of 4service dayswhether they are in school

ones or local authoritwide one® Ae there particularly, you know, good or bad

examples that you might want to give?

Gtk GKAY1XZ @2dz (y2¢6z 3IFAYy A0GQa 2daAdGzI AGC

people from other areas, you know, we had some, two years running we had sort of
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ASG gssociatedschool group ¢ a secondary school and its associated primary
schools] meetings, and you know that, and then we were going to follow that up, we
followed that up last session with meetings, like | think eight meetings across the
session where you were meeting witkople from across the sectors, across the ASG,
and that was quite good for just that whole idea of seeing how other people do it,
and learning from the other sector. You know, when you speaRimary 1 teacher

about self and peer assessment, how theyit, it is quite fascinating

John also described how tterival of a new principal teachén his schogland the new
perspectives and enthusiasticknowledgeableleadershipthis had provided had helped

rejuvenatewhole-schoolactivitiesfrom which he hadenefited

W2 K Wi the gast, | can remember whedehool events that have been incredibly,
sort of, tedious. But this year actually has worked quite well because it is something
that | think is worthwhile, is worthwhile to my classroom activitiestdink when you

get a sort of injection of new blood into the school obviously there are fresh ideas that
come along with them, and maybe a little bit more enthusiasm to take the school off
at a slightly different tangent from the sort of momentum thas ibad in previus

years and that's been something that's been good this§ear

Gill and Johrdescribeexampleswhich illustrate the benefit of followup activities to any
initial professional learning input.However,such opportunities or the use of irschool
expertiseas described by Johappearto be rare Both Dani and Luke made informative

comments about those leading professional learning in their schools.

5 yRYOkKy Ut NBIffe o6flYS GKS LIS2LXS 6K2 KI
f SENYyAYyId ¢KSe g2dzZ RyQlil KIFI@S KFR YdzOK (AY
powerful discussions, we were doing all these type of filler activities that we've all
done at every sirlg inservice day, or every single after school meeting over the years,

and | was really disappointdudé

[ dz] 1SiRé our SLT, but | think there's often pressure on SLT in schools to be seen to
be doing something, and | think that sometimes manifests itself in taking some

relatively small tasks and make them into much bigger deals.
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The discussion around-service days, as well as comments made ngegaerallyby the
participants highlighted improved support was needed for those leading professional
learning in schools antiat professional learninglosely connected to classroom practioe

within their subject contextwas more highly valued and considered to have a greater impact
on improving their practices than much of the more generic professional learning on offer.
¢tKS ySEG aSOiAzy GKSNBT2NB 221 & -spebific G KS

professionaléarning in more detail.
5.4.7 Subjectspecific professional learning

As discussed inchapter 3.5.3, subjectspecific professional learningan provide firm
foundations for effective and efficient teacher professional growth and improvements in
classroom practices. Participants reported thsatbjectspecific professional learning is
available tothem in a variety of forms with conferences and twilight workshops, local
authority physics teacher networks, and more private activities such as studying MOOC:s,
listening to podcasts, and reading books and blogs all mentiordidoarticipants ratedery

highly the professional learningctivities provided by the Institute of Physics (IOP), the
professional body and learned society for physics in the UK and Ir@lsstdute of Physics,

n.d.), and SSERC, the national support agency for the STEM syBSERC, n.d.Jhat this
professional learning was generally rated so highly compared to other professional learning
mentioned by participants perhapseflects that participants saw it as the professional
learning which led most effectively to their professional growthangesbeing relatively
easily transferred into their own working contextany identified IOP and SSERC as their

main, or even only, source of subjesgecific professional learning

Stuart:dYou havehighlighted a few of these SSERC and IOP things that are obviously
quite subjectspecific, could you explain why you found them, you know, worthy of
putting on your foadmag?

Neal:6Personally you get so many different ideas from these events. | am always,

LJi

AliQazr LQOS ySOSNE ySOSNI SOSNI 02YS gk &d TNB

a waste of my time Andl think it is so relevant, and | think that, that when they are

run, they are run veryvery well and there is obviously a lot of thought gamte it.

'YR F3FAY AdQa GKS SyiKdzaAAlFIAY 2F (GKS LIS2L3X

that they have and in many ways, you know, | suppose for a physics teacher that is
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looking for something different to do it is almost as near to utopia as you will get to
do all of these things and you then get to share it with other people, you know, and |

think | have taken a lot of stuff away from it. A lot of stuff | have not imetdad

6801 dzasS AdGQa tA1S Ittt 2F (GKS&AS GKAy3Ia &2dz
TNBaKySaa FyR NBt SOl yOS (edvidgamtFjdstfind/ R A G Q&

that the support that you get from the IOP and SSERC isrealff Recali 2 y 2y S ®
be fair, there is nothing that | have ever had from SSERC or IOP where | have thought

X

WiKF{§iQa y2i 322R Sy2daK T2N YS-spédic dza $Q3 |

training that is available to us. You knowe have, we have nothing, we have our
subject development groups and there are times we will sit down and perhaps we will

look atexperimentsbut it is veryvery few and far betweea

Stuart:¢So,anything beyond the likes of SSERC or IOP?
Dani:dNo,A 1 Qa > AU Q& Yz2adlf e Adaudlig phink ihhas aft béen{ { 9 w/
IOP and SSERC thisgs

However, from other parts of the interview with Dani it was clear that when he made that
statement, he wasconsideringprofessional learningn a limited mannels onlyexternaly

providedevents, as he alssaid

CI

Dani:iThewf 2 O £ I dzil K2 NA G & ligdigréaivihéndherd'Ssbn@Bo8yNE Q y S i

who is organising it who's enthusiastic about the subject. A lot of the times with my

experience with thedt 2 OF f | dzil K2 NRA G @ LK sotndboogt wh'S | OK S NE& ¢

doing it as a steppingtone for a promotion. We've gfieacher]X his heart is more

into growing the physics teachers [ihe local authority] rather than doing it as a
steppingstone. It makes such a difference

Stuart:q 2 dzZQ@S (2 ddXK2SAR 2 yI dAliKKS NA (1 @  LikegeZaA O &
fAGGES oAl YR 6SQ@S 200A2dzate G t{1SR |

[aN

of comments, any further comments about subjeased network meetings?

Dani:dYeahjt does come back to that discussion that you can have with folk. They're

on the same wavelength as you, you know, you're speaking about things that you're
R2AYy3 RI& (G2 RIF&Z @&2dUNB aLISIF{Ay3 | o62dz

0 A

gl

0K G O méthadyibcodtiude in your practicBo,L Qf £ 1 SSLI O2YAy A |

that, | guess
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In addition to the professional learning events organised by IOP, bothdafeee and online,
the online support such as the SPUTNIK email forum for Scottish physics teachers and the
TalkPhysics website for sharing resources and i(kad its predecessors SPTR and Guzled)

were also valued highly by many of the participants.

George:6Since I've been teaching in Scotland SPUTNIK has been probably my go to
thing especially early on in my care#dw do | do thiK & Why ideas for thik,@nd

then just reading other peopl€sieas, | found very valuabge

Ava:d was at one of the SQA events, you know they ran all those events at the
beginning to try and let us know what &arth was going on and at one of thgg®u

know, | was sitting feeling quite overwhelmed and somebody there told me, it might
have even beertgacher] from peighbouring shool] I think, told me abolPUTNIK

and SPTR and it was an absolute revelation, it really was good, just to have, well, to

discover that there were so many physics teachers out there to learréfrom

The online support offered by both IOP and SSERC, including the workshops made available
during and since the COVID pandemic, provide valuable subjesgiecific professional
learning which is accessible to all teachers including those in remote areas feloeto-

face meetings with other physics teachers are logistically very difficult.

Some of the participants also rated their local authority physics teacher network as a very
effective source of professional learning, however, this varied greatly between different local
authorities. Some local authorities had physics teacher networkshwiorked welbut this
appeared to rest on good leadership by someone prepared to put in the time and effort
required, as described by Dani abovather than by any support or facilitation provided by
local authoriy centralstaff. In other local authities the networks worked less well, and in

some were norexistent.

The significant benefit of a well organised, fundmad facilitatedlocal authority physics
i S O Kefvbik as described by Gill.

Gill:kdb FStid &adzLlLR2NISR a | ySg te¢o X GKS adzo
called in those days, were absolutely tremendous. It was these experienced people

like [fournowretiredPTg]. All these really, really experienced, knowledgeable physics

teachers who were just so incredildlydzLJLJ2 NJi A @S © X C2dzNJ G4AYSaA
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services, and later on there was your Institute of Physics, to really get supported by
someone who did exactly the same job as ydasyou can get support in a generic

sense from the PTs in your own school, but that sulsjgetific support was vital |

think to me developing as a physics teacher and as a head of department. And you

know, you think, well that was, that was just, you knduck, coincidence, but it

gl ayQiao ¢KS FIFIOG GKIFIG GK2&S YSSGAy3da & SNX
thatpr2 A RSR (K2a$S 2LIRNIdzyAdAsSa (2 F2N¥ (K2a
L 1y286 6SQ@S KIR (KAa O2y@SNREIGA2Y 0SF2NEB:
of opportunities for subject groups to meet ladalauthority]. | think it must be so

YdzOK Y2NB RATTFA QuzéwiPT startedaK @ ® t 82pdz Ly F&HS St A
Y2NBE RAFFAOMA G F2NJ KSN) y2¢ (2 3ISG (GKS adz.
support that | received when | started d&bdal authority] probably only happened

becaise we were all given that time on-$ervice days and the subject group

meetings to meet.S yes | can see it has impact in terms of cover, and yes | can see

that some subject groups may not have been as effective as the physics one, but |

think they havebeena significant loss, and | think this whole issue of what has been

happening this year with the SQA in termgha certification model, the need for

Y2RSNI GA2y> @2dz OFyQi 2dzadG tSIF@$ GKFG G2 L

Luke held similarly positive viemboutthe operationof alocal authorityLJK @ & A O&a (S| OK
network, including its continued operatiovirtually during the COVHD9 pandemic which

allowed more than one person from each school to attend.

Luke:dThet 2 OF € | dzi K2 NR G & LIKikkAcbKg at fiistheGiod NB Q v S {
GSNY AlQa g2NJAy3I NBlIfte ¢Stfto L GKAYy{1 G
peopleinthearea?2 dz 1y262 YR AGU&a AT @&2dz OKdzO| dza
find that maybe somebody like [prominddi] will start asking questions and leading

a bit of the discussion and you do wonder depending on who is in the meeting, if that

would always be the case. Now fair enougbu know we are okay jushow, but |

wouldn't like to guarantee that would always ke case. We're quite lucky that it

does tend to be people like [promind?ii, it does tend to be the PTs of course that

attend. The good thing about being virtual of coursé¢hat potentially everybody

could attend.So, | don't see that as a bad thing. | think it's working just now. Ideally,

FYR LQY (AYR 2F 38GGAy3 AylG2 GKS arddzd Gaz
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every school should have a physics PT. And you know the PT should definitely be going
andideally,L R2y Ui 4SS o6K& &2dzNJ 6K2fS RSLI NIYSY

departmentsé

Several other participants also raised the issue of only one person from each school being
expected to attend faceéo-face network meetings, or other conferences and events, and the
lack of time to then disseminate, or cascade, information learned to amlies unable to

attend.

Abertd. ¢2dz2 R alé& (KFG GKS aGdzFT ¢gA0GK GKS of 2
Ad FAFLAY GKS@QNB &a2NI 2Fs SN¥Ys L GKAYyl Ad
of in terms of trying to sort out the mess with the exams, the [local authority ghysic
0SIFOKSNERQ ySiGtég2N]1 a8 KIFI@S O02YS Ayidz2z GKSANI 2
to fight to be allowed to go to themit has sort of become a battle to be able to get

2dzi 2F aoOKz22f G2 o06S FoftS (2 I 0 3G25NJRE ® KSL i 2
fa2 GKA&a ARSI OGKFG &2dz 32 02 GKS ot20Ff
up resources, learning, and then you distribute it to the rest of the people in the
department, rather than actually giving the rest of the department oppaty to do

their, their own development. There does seem to be this model of you go off and do
aonedayO2 dzNARS 2NJ | (dgAf AIKG aSaarzy FyR GKSy
G2 aKFINB Al 6AGK 22dzNJ O2f téSI 3dzSasx ¢ KAOK (2

HenceS@SYy AF GKS 20t | dziK2NARGE LIKeaaoda aGaSI O
functioning well the professional learning gained by those attending is unlikely to be then
disseminatecdeffectively amongst the wider physics teaching workforce unable to attend the
meetings themselvesThe other meetings which had been held fairly frequently in recent

years, due to the introduction of the new National Qualifications as part of Curriculum for
Excellence were SQA Understanding Standards events) agaa one representative per

school basis. These were focused on professional leamirthe assessment of courses

rather than on pedagogical issues but nevertheless provided opportunities for wider
professional learning by participants due to them affording participants for informal

discussions around the formal parts of the events as desdriy John.

John:dThe stuff you get away to that is very subjsgiecificsalways hugely valuable
0SOFdzaS @&2dz 3SG G2 aLISKH]| G2 LS2LIXS 6K2 | NB
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whenever you go to things like the SQA Understanding Standards days, lyeman,

AGQa 3I22R G2 KSIFENI FNRY GKS {v! | 062dzi G§KSAN
in interpreting answers and that sort of thing but it also good to hear the opinions

and the experiences of the teachers from other parts of the country that are sitting

next to you. Because there is this, there's this sort of assumption that what you're,

what you're looking at in front of you, and what you're experiencing is your school is

mMA NNBNBR Fff 20SNJ 6KS O2dzy iNE YR @2dz ljdzA O
hugely different experiences, depending on where they, where they are sort of
practicing ther craft. So,the SQA Understanding Standards events are great when it

comes to the actual meat and bones of getting the kids some suficeSQA

assessments]. il the SSERd I0OPactivities aregreat, © I've been to aummer

school, a few of the Stirling conferences, and the Blended Learning | did recently. That

was greate

Participants particularlythosein small schoole/herethere islittle opportunity to meet with
other subjectspecialists during normal dag-day work value the opportunities tmetwork
with other subjectspecialist colleagues out of schoahd not necessarilyn meetings with

tightly setagenda.

5 | y'IAwdulddave loved to just discuss physics teaching and what we're all doing,
and whatwe're doing differently, and what we're finding useful, and what we're

learning abou® ¢

At external events, as well as the informal networking that was clearly valued by many
participants there was the opportunity for input and challenge from knowledgeable others,
again in a way not possible during normal dayday working. Fothe physics teachers
interviewed it appeared that many of the participants considered there to be good sources
of subjectspecific professional learning available, however, for a variety of reasons many

had difficulty accessing this to the extantwhichthey wouldwish.

Luke:d think that, to my mind that the big thing out of everything else that's missing,
because between the IOP and SSERC, and local physics teachers there is actually
plenty of experience and knowledge to go at, the thing that is lacking to my mind is,

is kindof time.¢
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It was difficult from thenitial interviews with participants to determine how much time they
typically spent on subjeedpecific professional learning, and whether this consisted of more
than 50% of their total professional learning as recommended by Well¢bamnardi, 2020)
but the diarylogsindicated that on averagthe teachers spem6% of their time on subjeet
specific professional learningee appendit5. However this masks a huge variation from
Georgeat 88%with much private physics professional learning on tophid mathematics
mentoring to Johnat 8% with most of his professional learninglated to his schodR &-
houseprogramme although some of this may hairecluded howthe topics covered applied
within physics What was apparent was thanostof the participants considered that much
of the time set aside for professional learning as part of their contracts, suchsas\ice
days, was not used for the subjespecific learning they valued but used for either
administrative activities or gener professional learning they considered of little value. It
was clear that teachers often lacked the autonomy and agency to decide on their own
professional learning anthat centrally or institutionally made decisions often frustrated
their ability to aganise or participate in subjespecific professional learnindt. is therefore
appropriate to considenextwhat policy advice and documents the teachers were using to
help shape and guide their professional learnimgw decisionsare made andwhattensions

may arise
5.48 Professional learning decisiomaking

Teachers do not work in a poliegcuum andit isa @mntractual requirement and entitlement

that teachers undertake PRD annually dld every five years to maintain registration as a
teacher Thigprovides a clear mechanism for teachers to discuss their professional learning
with their linemanager In the initial interviews | asked which policy documetatachers

used to help guide their professionlelarning andafter gatheiing data from leadersin the
intervening period | returned to this topic in a more direct mannén the followup

interviews.
Use of policy documents

In the initial interviews hsked participants to describe any policy documents they used to
shape or support their professional learning. Six of the eleven participantshegidvere

not aware of, or used, any policy documents in this way, with several then qualifying their

answers such as Nesdyingdd am ashamedtosdy | YR 5FyA X KIF@Ay3 NBTE
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02 GKS jdzSaidA 2y IsthiatdeBiéNAb&dRhing iow that | aén thiaking it e
Andrew referred to a trifold A4 professional learning policy leaflet he had found in his school
but admitted he had not previously known of its existence before going to look for any
relevant documents during his preparations for his interview. It ibegih produced by one

2T U KS depuieiiendetceis and consisted of an edited down versioadvice which
pre-dated the National Model of Professional Lieéng (Education Scotland, 2019a)The

other four teachers referred to using the GT@8fessional &ndards, but only as a tool
when recording entries for their PRD and PU records, which presumably all the teachers did
when completing these records. Of them, Gill aspiringdepute headeacher also referred

to using the school sedvaluation and inspection frameworndow Good is Our Scha@ol
(Education Scotland, 201%nd school inspection reports to identify areas for her
professional learning. This indicated the influence of an accountability agenda in a way
absent from any of the other teacher participant responses, none of whom were openly
considering promotion t@ senior leadership position, indeed several made it clear they did
not intend to seek management roles in the foreseeable future. None of the participants
mentioned the use of school or departmental improvement plans in relation to PRD or PU
which raise the spectre of there then being a significant likelihood of a misalignment
between individual and institutional development needs an indication that teachers do

not necessarily see these as policy documenBnly Andrew and Dani referred tehole-
schoolinitiatives as influencing the professional learning they wished to undertakiethey

were both actively involved with thExceleratgprogramme

| identified $x main policy documents that are intended to have an important rotaping
the professional learning of the teaching professiotiowing the documentary analysis and
leader interviews These were the GT@Bofessionalstandards, theNational Model of
Professional Learninghe National Improvement Framewordpw Good Is Our Sch@pthe
local authority guidance on PREM professionallearningwhich is approved by the GTCS
and theschoolimprovementplan. In the followup interviews rather than asking an open
question as in the initial interviewd askedteachersdirectly about the use of these
documents during the previous yeas well as giving an opportunity for a more open

response

Of these documentsteachers reported only usingthe school improvementplan to guide

their professional learning, with six of the eleven teachers stating they had used it for this
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purposeduringthe previous yearThis suggests teachers may not hawasidered it to be a
policy documentpreviously orhad just answered in terms of policy documents emanating
from outwith schools.All teachers reported they hadeferredto the schoolimprovement
plan in some capacityuring the previous yeaoften during schoabr facultymeetings Nine

of the teachers reported referring to the GT@A®fessionalstandards during the previous
year, but not to guide their professional learning, only for recording or other purpsises

as supporting probationer teachersSeven of the teachers referred to at least one other
source to guide their professional learning which included SQA course documents, social
media, professional communicatiosuch aghe SPUTNIKmailforum, and the needs of the
classes they teach. These latter sourdesng somewat ad ho¢ show teachers having
agency and being flexible and responding to reasithey areidentified rather than being
locked into annual cyclesf decisioamaking and supportPerhaps, most significantly, none
of the teacher participants were aware of thational Model of Professionkearningduring

either of their interviews.

Three of the teacher participants who had come into teaching after other careers all made
very similar comments about the style of educational policy documents in Scotland, including
the GTCS professional standards, in comparison to similar documentsatdeyncountered

elsewhere.

5 | @ Neuknow, there's a particular style to policy documents. They're all, they're
all kind of norcommittal woolly language that could be interpreted in many different
ways. And so, at the end of the day, it's between you and whao's signing it off to
interpret what is meant by what standard and what is evidence for what standard.
Good documents, where I've seen these types of things before, there are exemplars,
you know, for every standard you would see here is an example that is excellent in
this seindard, you knowa narrative paragraph or description. It is kind of missing
from the GTCS stdffe

[ dz] I13n€an @oming from [previous career] before teaching, teachers have an awful
tendency to reduce everything to a tibkx exercise, and I've very much found PRD is

often reduced to a tickox exercise... The GTCS standards, they're massively open

for interpretation but | don't think that's a bad thing.. It is open for interpretation

what they mean, but that | think is appropriate, you know, it is something that should
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prompt discussion. So, from a PRD point of view, are they necessarily helpful? | don't

think they necessarily help me deprday but | don't have a problem with thaX In

GSN¥a 2F RS@OSt2LISydas LQY y2i a2 &adaNB K:
development needs into the professional standards | think. So, | don't think they
necessarily describe what | need to work on, so | would be largely using them as a

tick-box exercise when | look at my PRD, yeah, | guess. And in fact, | did actually, I'm

just thraughProfessionalUpdate this year, and that's exactly what I did if I'm hodesét

I £ 0 S K@l hat dulturally coming from outwith teaching there is some weird un

dzy RSNEGFYRIF06fS RSAANB (2 LINRBRdzOS Yl aairgdgs R
unhelpful. 1 just can't get my head around it. It's just bewildering the sheer scale of

it and, and I'm sure half the time the information we want is out there, but it's buried

AY 42YS YIFaargsS Rz20dzySyid (KIFGiQa O20SNBR 6A
be thereb £

That theteacher participants in this study all came from strong physics, mathematics
engineering backgrounds might mean they are less comfortable with more subjective
language than teachers from other disciplines but as their comparison of educational
documents were with those from other industries this lends some weight to their
obsewations. It is also consistent with the observations made in the OECD reviews of
Curriculum for Excellenc®ECD, 2015, 202#hich recommendhat documentation be

clarified and simplified.

It was clear that none of the teachers interviewed, other than perhegysring deputeGill,

saw the GTCS professional standards or other policy documentation as useful for planning or
shaping their professional learning and there were hints that if organisations used the GTCS
professional standards as the starting point for designing psiéesil learning activities that

this might not result in professional learning seen as meeting their needs. Teachers wishing
to improve their pedagogical practices imeir own curriculum area was the main drivier

them identifying their professional learning needs, as described by Dani.

5 | yIAhwhk with the way CPD is organised almost at a local authority level, and to
an extent at national level with, with the GTCS standards | feel personally that it
becomes more of a chore rather than something that you undertake for personal

growth and deelopment. When | choose to attend the IOP stuff or want to learn
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more about the pedagogy or get enthused by something big happening in physics you
1AYR 2F Sye2z2eée Aldo LiQa ¢6KSy> AGQa 21Fe& i
Oy 3SG Y& op K2dzNBE F2N GKS &SI NEPéEA(G 2dzald

This, and similar comments made by others, is consistent with the findings reported by the
OECD which indicated teachers wished greater transparency on responsibilities in
professional learningand moresupport for curriculuramaking It also reportedteachers
depend most often on their own knowledge and reseafoh identifying professional
learning opportunitiegather than that offered through Education Scotland, RICs, or local
authorities(OECD, 2021, p86)hePRDprocedures have been put in place to allow teachers

to raise anddiscuss their professional learning neeslgh their linemanager The next

section explores how well the teachers considetieid processo be working.
ProfessionaReview andDevelopmentand ProfessionalUpdate

As theProfessional Review and DevelopmeRR() (GTCS, 201@nd Professional Update

(PU (GTCS, n.e) processes are a contractual requirement to remain a registered teacher

in Scotland, | had expected these processes and associated documents, such as the GTCS
professional ®ndards to feature more strongly in the minds and comments of the
participants. | therefore used supplementary questidnsing the initial interviewso probe
FANIKSNI Ayid2 GKS LI NIAOALI yiGaQ SELISNASYyOSa
participants were generally negative as illustrated by these comments by Gill and George,

both of whom showed very positive attitudes to professional learning more generally.

Gill: d think something that has annoyed me over the years is, | think it is kind of
RSLISYRIyYyl 2y GKS tw5 LINRPOS&daasSaz AdGQa | oAl
or whoever is your reviewer, because, you know, there has been several years when |

have not lad a PRD meeting. You know, and so, from that point of view if your boss
OFyQili 0SS 020KSNBR 2NJ OlFyQl YI1S G4KS GAYS i
with you it does speak volumes of how valued you are as a colleague and as a
professionab YR @2dz 1y26 L a2YSUAYSAI a2YSOAYS
jolly well going to have to do it, you know, but when you have had an appointment

cancelled on you six times you can see there is no great enthusiasm. And so
sometimes | feelthat,youy 2 6> &@Sas> LQY 2dzAadG 3JI2Ay3 G2 3A2

go and organise my own training sessions, but other times | can see some people go,
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Sttt AF (GKS@QNB y20 3F2Ay3 (2 02GKSNJ gKe& aKk
t ws O2y@SNEIFGAZ2Y OFy 0SS ljdZAGS GAlGlrtx &2dz |
Sometimes | have had some excellent support where they have suggested things that

g2dzf R KSf LI Y280S YS F2NBINR FyR dKSy LQ@S 2

Georgedi don't find [RDLINE OS &4 6 LJ NI A Odzf  N¥ @ dzaSTdzZA AT
fault, but | just felt like it was a form to fill out. | didn't feel like anyone was really

looking at it. We didn't have a talk. | didn't really sit down withhegdeacher or

my linemanager and go over it and think about how we're going to fill it. It was just

awebpage | had to type thingsto, and which was a shame reafly

Dani, aprincipal teacher, described his experience both being reviewed and reviewing
teachers in higaculty and observed that the introduction of PU had had a negative impact
on the PRD process, reducing meaningful discussion around professional learning and

growth.

Dani:When the sigroff years [PU] were introduced it, that actually made it worse

for me in a way, because it, it became more of a ticking box exercise compared to

PRD, to just PRD, where you were engaged more in terms of a discussion with your
lineemanager, your PT, around CPD and what your, what your focus is and what you

cando. Thesigp FF &SI NJ FfY2ad o6SOIYSsE 21le@& GKIFGQ2
tick off my sigroff year.

Stuart:dSo, in terms of the discussion that you have with yousrlineager, do you

feel that that's a productive discussion, or is it just tick the boxkgow, and a sort

of a mechanistic thing that doesn't really help your growth?

Dani:dl would say it's more of a mechanistic thing. Even the ones | have with folk in

Y& TFI OdzA G F2NJ a2YS 2F (UKSYI G(GKSeé&sz (KSe &
discussion as quick as they can. Others are a bit more, they have an idea, they know

there's an area where they need to grow and they want, they do want to have a
discussion around it, but overall, mostly it's more of a, let's just get this done and get

back to the dayto-day johé

To probe evenfurther, in the followup interviews lexplicitly asked participants if they had
had a PRDneeting during the previous yearOnly eight of the eleven teachenad, with

severalindicating it had beemelatively briefand of little value It appeared many saw the
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PRD procesas a hoop to jump through rather than genuine opportunityto discuss
professional learning needs, opportunities, or career progresathisconversation with

Johnillustrates

W2 K hfhihk itls one of these things that [principal teacher] knows that he should be

R2Ay3 Al FYyR AdUa |y 26tA3FdA2Yy 2y KA& LI
he is good at doing it, but | wouldn't say that it's a, it's never an inspiring kttsur.

always a sort of, just a sort of opportunity for you to say what you want to get done

in the next year ahead and he is effectively just taking a log of that

Stuart:6So, you know, does he suggest professional learning things that you might be

able to d&@

John:éNo, no he doesn't, he doesn't make any sort of suggesbiéns

Even when professional learning needsl baen identified durind®RD meetingthis has not

always led to action to address these.

Davidy' | ntean there's a couple of things | have asked about in and aféWRid] but
[my linemanager hasjust ended up noNB & L12yaA @S | yR GKSy LQ@S
YR GKSy adGAiatft y2 NBalLlRyaS FyR (KSy LQ@S 2

up basicallgp €

It was obvious that the PRD and PU processes were rarely being implemented as intended
and there was little discussion between teachers and their-fivamagers about their
individual professional learning needs and how these might best be met. This lack of
discussion and engagement was likely to exacerbate any disconnects between the individual
professional learning needs of teachers and the departmierigeculty and wholeschool
improvement planning processes creating greater opportunities for these to pull in different
directions and result in conflicts and frustratioriBie school improvement planning process

is an important opportunity for teachet® influence how policy is enacted in their context
and to help ensure it aligns with their individual prioritieBowever, this was frequently
described as a topown process by teachers, and whilst many had opportunities to
contribute or comment as part of the process most did not consider this to be particularly

meaningful.
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W2 K Yorbe fonest, [the depute headteacher] gives people the opportunity to
comment on [the school improvement plan], but the problem is, is that it always

happens at a time ithe year when you're too busy really to devote any time todh&at

Inevitably in times of limited resources, prioritisation and decisitaking regarding the
professional learning for both individual teachers and groups of teachers, whether that be
on a departmental, faculty, school, cluster, or local authdo#gis can produce tensions in

the system and lead to frustratidior those involved.This is explored next.
Tensions in professional learning decisiomaking

Teachers hving a lack of autonomy over decisioraking tas been shown to have a negative
effectzy GSIF OKSNBRQ 220 &l U(Wérth & @anDan/Brahdg, R02@ 2 o
however,for good systenrwide performancehere needs to besome degree of consensus

to allow teachers tavork together in a common directiofSchmidt & Prawat, 2006)it was
clear that many of the teacher participants in this study felt frustrated by the professional
learning offered to them through their school and local authority and considered themselves
to have little or no voice in the decisianaking processegardingthe provision of
professional learning through such channedsveral giving quite extensive and considered
answers going beyond what might have been expected from the-semgtured interview

starter questions An extreme example is illustratdyy the following

Albert:@ SQ@S KI R deputes, LiBaDfke? tleineed to be careful what |
alres X 2yS 2F ¢ Kd @fsideX subdje@pediic CPIE inctladiry R
Understanding Standards events, as unprofessional. To the point where she would
threaten to report you to the GTC [sound of exasperétion

Stuarttd S+ KX OGKFGQa. I ySg 2yS G2 YS

Albert: dYeah, she had a very strange attitude to, yeah, anything that was related to
your subject was unprofessional in her mind. It had to be wéaheol stuff. And
again, there was also, there was also this trend, some which is continuing to some
RSINBS y2¢l Redas Aa &2dz FAYR GKIFG GKS

a0K2

AY 6AGK GKSANE L OF yQi NB YiéWandphdniigk 8 y I YS 7

it doesn't fit in with sort of the whole school goals and stuff like that youtfiat
you find that trying to get on CPD of that nature is very difficGlenerallyyou can
a2NI 2F 3SG NRdzyR AG AT Ad0Qa | FGSNJ aoK
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them butgetting out of school to do something that is not in the school development

plan is quite difficult at times X in terms of trying to sort out the mess with the

exams, the sort ofthe [local authority physics teackefetwork meetings] have

O02YS Ayi2 GKSANI 26y 0 . SG=X Ay NBOSyid &SI Nz

go to theme
This clearlyllustrates a significant disconnect arasesseveralquestionsincluding:

1 Whywasa teacherattending Understanding Standardsvents provided nationally
for the different courses for each subjeloy the Scottish Qualifications Agenaynd
subjectnetwork meetings provided by the local authorityoth organisecn the
basis thata teacherfrom each secondary school attencbnsidered by the school
depute as unprofessional?

1 Whyareteachers attending such evengsovidedon a nationakand local authority
0l &A& G2 &dzlL2 NI GSFEOKAYy3ATX fSENYyAy3d |yR
improvementplan?

1 Whywasthere such a clear disconnect betwetite professional learning decision
makingby the depute headteachein his schoohnd with that of Albert, which in
generalwasvery muchalignedwith other teacher participants this studyandwith

decisions made at a national and local autholétyel?

It was clear from his unfamiliarity with the schamiprovementplanning process that Albert

did not consider himself to have been involved in or consulted on such matters in a
meaningful way.A weltconsidered description of similar issues regardirgyviewson the

use of inschoolcollegiatetime, which included irservice days intended for the professional

learning of school staffvas given by Luke.

Luke:di find if you look atfchool] nowwe've got various school improvement groups,

but you knowthey are dictated by above. You know, they may be beneficial for the

school, but | don't think they're necessarily beneficial for the people in the grgups.

[they¢ RARY UG o0SYySTAG YS Ay I ygoabigdostafa KI LIS 21
meetingsand | think, | think [sigh]. To give you, to give you my attitude towards staff

meetings, | think the best one was tracking and monitoring. | went through this

thought process, about a couple of years back during a staff meeting on tracking and

monitoring. We were talking about how the school would track kids through the CfE
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levels, and how we would report on it, and we had had many, many, many meetings

by this point, and | was getting more and more frustrated because | was looking

around the room and just mentally adding up the wage bill. And | was thinking about

how much itwas costing and | was thinking about, well what we're doing is we're

tracking kids from number one to number four over 10 years, how many staff

meetings do we need to have about this, and | got quite frustrated and the thought

processes kicked in that Kilof occupies my thoughts during these meetings now and

Adda GSNNRAoftSzT AdUa + YSydalf KSFE4GK AaadzsS
g2NJAy3a GAYS FANBSYSyds L Y LIAR G2 068 KS
YR AGQa&a ghttaHanendd bféeSeally Ka2l thr thinking that but | get quite

FyaINE AT L R2yQi® L 1{AYR 2F F¥SSt GKIFG g1 ¢
feel like we're flushing money down the drain when we don't have it at times, and |

think that's dways going to be the casdf you start the school year and tell your

headteacher that you've got to have so many meetings in a year, then that
immediately tiesyounS I R S OKSNR& Kl yRa 0SSOI dzAaS &2dxQgd.
ONBIFiSa g2 LINRofSYyay 2ySz GKIFIG GdKSe& | NB
have, and the second one is eventually at some poinhdaelteacher does need to

have a meeting but there is no time left over in the working time agreement, so they

Ol y Qi &dyguSknoiv it ® aloubleedged sword on that oneSo,|, in that

regard, no | don't feel empowered, on the other hand though, and this is maybe me

being a little bit, maybe it's my age, you know, | am maybe a new teacher but I'm not

young anymore, and | do tend to take the point of view that what goes omyin

classroom is my business. | know a lot of the younger teachers will feel the same, but

| would much rather kind of beg forgiveness than ask permission in a way, so
psychologically my four walls is my classroom andhat | control. | can't control

what happens outwith that, but you know, when it comes to things Jika know

how | run my classes, behaviour management, and you know, | do, | do what | think

Ad 0Sad T2NIGKS 1ARa Ay FTNRYG 2F YSST FYyR L
a2 Ay FLEANYySaa G2 (GKS a0Kz22f L KHn&Sy Qi o6S8S
they're not coming to my door arghyingWg K& RAR &2dz R2 GKA&AZ |y
OKFGKQT a2 L | aadzyS 1 Keaughtedz®all doirtthatiB I 4 2 y I 0 f

that regard | do feel quite empowered that way, but in terms of shaping what's
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happening in the school, which direction education is going in, no, not at all, not in

the slighteste

Luke also went on to make a simifaint to Albert about tlose inleadershippositionsin his
school and local authority not valuing or supporting staff participating in subjaetific

CLPL.

Luke:d R2yQd FSSt GKIFIG GKSNB A& Fyeé -3aNBl i
specific CPD

Stuart:dYou mean not any appetite from the school?

Luke:qg $&% FTNRBY G(KS a0K22f FyR FTNRY (KS I dziK2

IOPsummerschool a few years back, and that took quite a salésh, and it was on
the basis that it would not cost the school a single penny that | managed to get away,
and, and | kind of feel you shouldn't be having to sell things likeittsitould be an

absolute nebrainerg

Experiencedrincipalteacher, Gill, was able t@flect on her experiencesf developments
in professional learning policyf professional learning initiatives arad decisionmaking in
different schools during her career. Shpoke at some lengtlabout her experiences
includingthe poor implementation osomeeducational initiativesand the introduction of
the contractualrequirement br teachers to undertakprofessional learningvhich occurred

relatively early in her career

Gill: & think that's the downside of gettin@€LPL] wrong or getting it unimpactful is

that people end up with a negative view of the whole CLPL process and it disengages
them and they're like, ugh well, this is just going be a waste of time and, youy know

that can be quite a powerful anthange mechanism, because people think what is

the point, you know, that's not going to make me any better, so that leads to
aGl3yrdrzy yR RSOtAySs yR y2i Sy3alary3
O 2 dzy (i $ovdpletelydo@iéerproductivef you get it wrong. X When | was at

[

[previoussOK2 2f 86X (KI G ¢202hR KKBE KISBy2@dp AFad N

Planned Activity Time, and | think we had, was it 50 hours we had to do a year, and
that was basicallyyou know, waiting behind to 5 pm every Tuesday night. And it was
actually quite shocking Stuart that there was so little in the way of activities planned

[laughter], Planned Activity Time, yeah, you were forced to stay into 5 pm [laughter].
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You know, and so from a formal strategic point of view it was, you know, it was totally

absent, there was nothing | would say that SLT, or the Council, or the Authority had

planned

Stuart:dDo you think the fact that, you know, when PAT was introduced, you know,

asal AYR 2F O2yGNY Oldzf 206ftA3FGA2YyT o6dzi GKI G
think that generally then people saw that as an imposition which promoted negative

views of doing professional learning, you know, even although you might have
benefited fran the informal discussions that you had? Do you feel that it was

basically seen as a negative?

Gill: GAbsolutely, | mean you know, | suppose | remember as well the change, you

know, when the McCrone agreement came in. You kaow that, | wonder, you

know, if there was an element of a reaction to that. You know, as you say, it was very

much imposed and | think quite a lot of people resented it because it was, because

unless the time was going to be used wisely and had beédplaphed and had been

gStf LINBLI NBRZ L R2y Qi (GKAY]l] K2g¢g &2dz O2dz F
obviously | wagoung and enthusiastic and | made the most of it, and you kitn@re

was a supportive member of the department to help me on most of those afternoons.

X {2YS02Re 20@0A2dzate KIR 06S02YS |4 NBx L
background about why Planned Activity Time was introduced, but somebody had
obviously realised that there was a need to continually upskill, update, refresh the
knowledge and the skillsf teachers, but they had thought about the why, but they

KFERY QiU (K2 dzaKX We de2dtapedpl 8ho &re plagning CLPL need

G2 06S Y2RSttAy3a 3I22R LN OGAOS G(GKSYaStogSao
YR 6KSYy Al 62NJa AdG NBrfte g2N]ax FyR 6KS

off.€

Although the introduction of Planned Activity Time wadecadesago it was clear from Gill
and from other participantsthere wasa consensushat few lessons about the effective
implementation of wholeschool professional learning Yabeen learnedor actionedand
participants generallyhought thatopportunitiesto use wholeschool collegiate professional
learning timewere being squanderedConcerns were also expressed that there continued
to beunrealistic expectations regarding the amount of professional leatauijime needed

to effect real changé practice and culture
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5FyAY &KF@S | fSFRSNEAKALI i GKS alOkKz22f gKSN.
I fAGGES O0AlG 2F AyLdzi X (GKSy GKIFGUE e2dzx @
prepared and have done what | think is enough professional learning where I'm

confiden to be able to take things forward rather than, okay you've had a se¥sion

of professional learninghat's enough for you to be doing it well

5SaLIAGS ! £ 6SNIQa Slifficikies SteddiRgSoat ONEhbIELPR gen T KA &
many of the other participants described much more straightforwexgeriencesbtaining
permission to attend events such as SQA Understanding Standards events, SSER®rcourses

the annual IOP Stirlingpnference such as the situation described by Ava.

Ava:dif I'm applying for CPD that has any impact on budget | just go straight to my
head of faculty and he either recommends it or.nbk always recommends it and
then it goes on to the business manager and he either okays whatever funding is
required or not. So obviously if it doesn't require funding or is supported, as so many
of our things have been recently, by that Enthuse fundingganuch more likely to

be allowed to g&

Other participants were clearly encouraged to participateaimange of CLPL activities
althoughsome largely seffunded their own CLPL as described by Geotlye participant
with arguably the most international and outward lookiagproach to his professional

learning

George: d feel very lucky, I've really enjoyed [a range of sulgpetific CLPL

activities]. | had to do all of this stuff myself.

Stuart:éSo, in terms of, in terms of that aspect to it. Like, obviously things, you know,

some of these things have taken place in the summer holidays but some will have

required getting time out of school or potentially funding, or have youfisetfed

most of hese yourself when it comes to travel expenses or things like that?
GeorgedYeah, yeah. ljustpayL,. R2y Qi YAYR LI @Ay3a Al [ A
lucky that myheadeachers at qurrent €£hool] and previous shool] were pretty

positver YR L &FARX AF L O2dz R,y22 LINR Ol ENE ©F YR Y
think my first Stirlingconference in 2012pfincipal teacher] made me go to that

actually. She said to go, which | think was really positive and good.
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However, there was also some evidence of teaslelfcensoring with respect to asking to
go to events they would ideally like to attend. This was often for a mix of reasons, including

thinking that permission was unlikely to be granted as illustrated below.

John:dThere's maybe been a few years whereu know | have already gone to
something. So,on the years when there's been an Understanding Standards event,
or when e gone to the, when | have decided that | am going to [i&grling]

conference or, or the SSERC events that | have been reluctant if you like to chance my

FNY FyR Fal F2NJ I 4802yR 2dziAy3o . dzi AdGQa
Y& o0SKItEF GKFG L RARYQUO gl yld (G2 tn6Il S Y& (
was thinkingthatK S a2 OK22f ¢g2dzZ Rydd fSaG YS 3320 . dzii

2OSNIZ a2NI 2F L OFyQid NBYSYOSNI Fye 2@SNI
already been out on one thing that you are not getting out again sort of thing. There
isalso,alsoaxsNIi 2F FSStAy3a GKFEG AdGQa F oAdG 27F |
hours to get anywhere, and then if you are going to go somewhere well there is the
SELISyasS 2F adleAay3da 28SNYAIKGE yR &82dz R2y Qi
bills, butwel A ( Qaund2 yaa2OWIi2 d2at e LIS G KAy XX GKS ARSI

When discussing the decisionmaking processes for participatimg CLPLPRD(GTCS, 2019)

and PUwere rarely mentioned by teachers. Only Andrew described himsegifigsosefully

using PRD as an opportunity to identify and raise with hisrtiaeager CLPL activities he
would wish to pursue on a planned basis, often a year or more in advaneeredited this
approachto advicehe had received from university lecturers during his PGDE year. As PRD
and PU are designed to be the process by which CLPL is identified and agreed between a
teacher and their linenanager and a requirement for teachers to maintdéireir GTCS
registration to teach in Scottish schools this clearly shows a disconnect between national
policy and practiceThisalsoraisesguestions abouteacher empowerment and their ability

to demonstrate agency in relation to their professional learning and growth, and this is

explored next.
5.49 Empowerment and teacher agency

Empowering all stakeholders in the Scottish education system has been a strong policy strand
in recent yeargEducation Scotland, 2021ajd builds on the philosophy of Curriculum for

Excellence and the Donaldson report on teacher educationaldson, 2010) Given the
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limited response of participants to the questian the use of policy documents used
supplementary questions to explore their views on empowerment and ability to exercise
agency in relation to their professional learning. The responses were mixed and there was
evidence that this was largely related to the culture in the differsctiools in which the

participants worked, a point made by Clara.

Clara: & think a lot of how empowered you feel, it emanates from the top
[headeacher andschoolseniorleadershipgeam] and I've been very fortunate to feel

empowered and respected and valued

2 KSNBFa /tFN}X 3ISySNrffe FStd SYLRSOSNBR |FyR
experience was more negative, aneconsidered himself to be less empowered thehad

been earlier in his career.

Albert: d do think there is a feeling in terms of the policies, the practices, is the

difference between policy and practice, the policies are, yes all about teacher
empowerment but the practices unless it is going to get, unless it fits in with a

YI Yyl 3carb@&2 dzQNBE y 20 NBFff e DRAYyHdzIR2 NS 275
when you come up with some of these things that used to happen in teaching and

what | would, what | would consider teacher empowermegotu get looked at like

you're crazy [laughter.

Similar to the situation described Wyriestley et al.(2015, p79) participants generally
considered themselves to be reasonably well empowered and able to demonstrate agency
within their own classroormand often within theirown departmentbut much less so within

their wider school community, and certainly not in terms of the overall education system

described byavid

David din terms of day to day; yes empowered. You've got the opportunity to do
things try things, and ultimately be trusted to deliver things which is great, and in
terms of the macro stuff and the curriculum and SQA content god know
education policy as a whole and career progression and all that stytfibsolutely

not empowerec

Even in situations when teachers considetbémselvesto be disempoweed there was

nevertheless evidence of them exercising agency and influencing activities in their
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classrooms and departmenggingagainst the policy of their school wiishes of theiline-
manager A good example was Ava, who considdreself to bedissmpowered atalllevek

as the following interview extract exemplifies.

Stuart:d was just wondering if you felt that there had been a change in terms of the
policy which you know meant you were feeling more empowered by the system?
Ava:d don't. Jaughter] | just | don't think you do ageacher,and | think when they

talk about teacher empowerment it's lip service that they give to it. You know, they
talk about teacher empowerment and then they nickel and dime you to death, with
little itty bitty annoying regulationsyou know. You have so little control or autonomy
over what you do in a day. Trying to, trying to do, planning or deeper thinking about
what you do. It is very hard to find time to do that, it really $ no, don't feel

empowered as a teacher. It's all quite the reverse [leagid

However Avaalso showed sheouldexhibit significant agen¢yr individual activisniSachs,
2003, p33)when, following Perimeter Instituteprofessional learningrvorkshopswhere she
gainednew knowledge and resources shieought would be beneficial to the learning of
pupils she was told by her head of faculty to not implement anyof the changes
Nevertheless sheimplemented the curriculum changes anywand supported colleagues

implement the changes tao

Ava:oX a2 RSaLIAGS GKS FILOG GKIFG ¢S gSNByUi:s
did it anyway. It all got incorporated. Who's going to know what you're doing in your

classroom?So,all of that stuff gets used every year

AvaQ &  lreSistané@ Bppeared to be one driven by a desire to use her professional learning
to promote positive change iithe practices of the physics teachers in her faculty and the
learning of its pupilsand might be described aan example of a&micro-practice of
resistanceé (Ball et al., 2012, p63)lhisincidentmay only be an example of the exercising of
unnecessary managerialism on the part hadr head of faculty, or his desire to protect
departmental staff from additionalvorkload but is nevertheless an example of a school
culture where there appears to have been a misalignment betweeni S | parkctpationa

in professional learning and this feeding forward into improving teaching and leariinig

resulted in frustration andonsiderablaisillusionment on the part of the teacher involved.
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The approach to school improvement plannirggieswith, and no doubt affes the culture
in different schools Most teachers considered they had little opportunity to shape their
school improvement planCalum being the onlyeal exception More typical responses

were:

Gill:d suppose we were given a little bit of an opportunity to make any comments [on

the school improvement pldnbut it was effectively written at that poirit

I £ 6 SINdowd s@y we have no input into the school improvement plan. We

occasionally get a trawl for evidence, but it's not really a-tvay proces® ¢

Perhaps it was a function ofeither the schooimprovement planning oPRD processes
functioning particularly well for many of thearticipants,but it appearedfew were able to
demonstrate a great deal of agency or empowerment through these official processes,
despite several demonstratingthis in other aspects of their work.That Andrew was
exhibiting a higkr level of agencyn using such processés shape his professional learning
journey and to ensure his own professional learning needs were integrated alongside the
wider wholeschool development needperhaps explains why he was more content about
his professional learning journgyand how his lived professional learnifmurney was
relatively close to his ideal professional learning journeynpared tomany of the other
participants What the participants considered to be their ideal professional learning
journeys will now be explored in the next sectidogether with some of the reasons why

these have not already been realised.
5.4.10 Ideal professional learning journeys and the barrierstteeir realisation

Unfortunately,none of the participants gave as consideretbarand concise an answéo

this questionas Calum during the pilot interviewan indication that this was not something
they had given much thought to on a regular bagmchcorrelates with poor use of the PRD
process However, the discussions with thgarticipants uncoveredeveralcommon themes

in what they considered to be their ideal professional learning joufaethe nextfew years
whichmatchedquite closely to the answer provideg ICalum As the interviews took place

in 2021-2022 participants were asked to answer assuming lockdown and social distancing

due to the COVIR9 pandemic, as well as other potential barrietisl not apply.
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Subjectspecific professional learning

Teachers in Scottish secondary schools are generally GTCS registered in the subject(s) they
teach, and their professional identity is strongly bound to this subject ide(ityprburn,

2014) All but the smallest secondary schools are also divided into departments or faculties.
These are more than just administrative units but also serve to provide the warirgxt

for many secondary teachers and thus contribute to the professional identity of teachers
(Brooks, 2016; Helms, 1998; Siskin, 1994/jthin this context it is perhaps unsurprising that

the most common theme emergingasthe desire for good subjeepecific learning with the
delivery of this takingeveralforms. There was a desire to se®re time prioritised for
collaboration with colleaguedor well-functioning local networks of physics teacheasd

for the well-regardedprofessional learning provided by IOP and SSERC

Many, but not all of the participantshad attendedthe IOP Stirlingonferenceand/or the
joint IOP/SSER®Immer school. These were clearly regarded as the two maost significant
annual conferences for physics teachers in Scotland. There was a general desire from

participants to attend these on a frequent basis.
John:d would love to go along to the [Stirling] conference every.gear

Neal:dThe ideal one for me would be to come back todimamerschool and then

go to the Stirling conference

Dani:df | could attend the Stirlingneeting every year and go to tlsammerschool

every so often it would be greét

A few of the participants mentioned attending one of timernational residential summer

schools organised by organisations such as CERNgrEB& Perimeter Institute.

Ava:dYou know, what | really, really, really would love to do, | would love to do one
of those trips to Perimeter. That, if I, if that was my dream if they said, the budget
was there, | would love to go and do thhtvould absolutely love to do that, | think

that would be so much fuf

George who had attended fewnational and international conferences during dscade

longcareer,highlighted how he considered the immersive nature of resideetiantsto be
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an important feature where participants could focus fully on professional learning faaray
day-to-day interruptions. Others commened positively on the extended informal

networking opportunities residential events provide.

Three of the participants said they would like to spestane time on industry placements
and/or in university research departmertis improve their ability to inform pupils of career
options as well as keeping-to-date with developments in research and industriveral

participants mentioned reading journaénd books andlistening to scientific podcasts as

ways of keeping abreast developments in physics

Several of the participants specifically mentioned a need for sugpoteaching Advanced
Higher. The more advanced nature of the topics covered, and that some teachers were new
to teaching the course or only taught it infrequenthgsulted in it being singled out for

specific mention. Support for teaching practical work was also mentioned severaldimie

{{9w/ Q& LINBFTS&aaA2Yyl{ f SignNidantpad dud fo is fdedd Bn NR S R

practical work. Howevethe need fortime to explore egipment and practical work with

colleagues also came @pveraltimes.

Luke:dYou know we've got old, old equipment that's there that could be tmed
teaching that | have not got the experience, and of course [physics teacher colleague]
is new so neither does he. I'm sure it could be made to work and be brought into
functiond  thi€kifig of kind of some of the old stuff for gas laws for National 5 that

actually | could do with just a few hours to play about with and get it working and

iKSy 6S O2dA R dzaS Ad F2NJ 0dSFOKAy3a OflaasSa

Physics, lok at the metes

The sharing of knowledge and experience was seem@nimportant function of subject
networksand something that IOP Teacher Network events, whether online or-tadace,

performed.

Luke:df went and did the [IOP/Perimeter Institute] climate change thing which | really
fA1TSRTI L GK2dAKG (GKFG 61 &, 90 HN&ms AR O

LQY

deliveryL G KAY] GKFdda aINBFG FYR AGQa taz I dz

lots of stuff but, you know, like the IOP Spark website you know, like just to know this

Ad 6KSNB 82dz Oy f22% FT2NE [yR GKIGQa NBI ¢
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Thisprofessional learningncluded faceto-face, live onlineand videebased professional
learning activities exploring the pedagogical content knowledggiiredand strategies for

teaching specific physics concepts.

Albert: d think actually at a personal level in terms of my physics teaching | would
fA1S G2 a8SS Y2NB 2F3 KSNBQa Ly ARSIHX | O2y

the best way to get it across.

Most of the discussion of their ideal professional learning was very much situated within the
context of improving the teaching of physics, as might be expected for a group of physics
teacher participants,and as discusseth chapter 3.5.3 there are good reasons for why
subjectspecific workshould contribute a significanpart of programmes of professional
learning. Although it was the overwhelming desibéthe teacher participants that their ideal
professional learningourney should contain more subjeepecific professional learning

few also spoka&bout more generic pedagogical approaches and wisoleol initiatives.
Generic professional learning

Andrew and Da a A y @ arf teEXcBlgfateprogramme affected their responses
compared to other participants. These initiatives had a focus on introducing pedagogies such
as flipped learning anBBland both Andrew and Dani highlighted their need for, and interest

in, professional learningn such topics however not to the exclusion of subjeepecific

learning.

Dani6C2NJ YS L ySSR Y2NB LINRFSaaArAzyltft fSENYyAyY
the school and the direction that the school is going in, and | think that will be

available because of tHexceleratgorogramme L ¢ 2 dzZ Ry QG g+ ydG G2 YAa
IOP stuff, and the SSERC stuff, and the sufjeddific things that give you that

enthusiasm and refreshes your passion for the subject and for teaching the gubject.

In more general termsat least partiallyinfluenced by the COVIDO pandemic, several
participants identified the need for professional learnioig digital skills However,when

discussing more genermofessional learning topics such digital skillscognitive science,
formative assessment or feedbadke preference was always fahe professional learning

to be closely related teither their contextor needs as ghysicgeacher
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Peer observation, caching and mentoring

Having @portunities for peer observation, including visiting other schools to observe and
collaborate with other physics teachers with relevant experience and expertise, was
identified by several participants as something they would wish to do. Few had had

opportunities to do this in the pasespecially teachers in small more remote schools

GeorgenThe other thing that | would really likehich | think is maybe a bit of a pipe
dream, but when | was training having people observedieagons| found that
incredible. Like [ITE lecturer] observe my lessons. | don't think that's going to be
possible to get someone like [ITE lecturer] to come and observe my lessons and give
me verbal feedback. | found that incredibly useful and | haven't lnatdsince my

PGCE

Neal als@mphasised quite strongly a desteespend more time working collaboratively with
colleagues in associated primary schools, both learning from thetralso assisting with

their professional learning to improve their capacity and confidence teaching science.

A desire for oaching or mentoring was only raised by Dani and Gill. In both cases this was in
relation totheir growth as a leader and manager in a promoted post rather than for growth
as a teacher.As an aspiringlepute headeacher, Gill waalsolooking towards Education
Scotland and local authority provided leadership courgeform a significant parof her
professional learning journey during the next year or tas well as taking practical
leadership opportunities within her schoolThis marked difference between the ideal
professional learning journey described by Gill #rakeof all other participantsvasclearly

due to different aspirations for her future career path compared to other participantsat

so few participants had experienced coaching or mentoring beyond their probationary period
or considered it an achievable optigras perhapseflected in it being referred to so littl@

their ideal professional learning journeyespite the effectiveness of such approaches
reported in the literature(Cobb et al., 2018; Knight, 2018; Kraft et al., 2018; Rhodes &
Beneicke, 2002; Sims et al., 202hd the broader desire dll participants to collaborate

with colleagues
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Postgraduate study

In the participant groughere was little interest in pursuingnasters-level study or other

credit bearing courses. Andrew, the most recent entrant into teaching of the participants,
was in the process of completing an MEd building on thasteis-level credits he had
obtained as part of his PGDE. The only other participant stating a clear desire to complete a
masters-level qualification was Albert. He had already completedoctorae before
becoming a teacheas well asadditional undergraduate studyo obtain an additional
teaching qualification in another subject. He hexplored doingan MEd but considered

those availabldocally(i 2 \@rgfoctised on sort of career development, headship, that type
ofthingg 6 KSNBIF & KS ¢ imakeSiRphiisis edubatiziv éesedréh BERN
aclearfocus onimprovingphysicgeaching butdid not considethisto beavailable.! f 6 S NI Q&
preferred model appears to be more consistent withstersand doctorate courses available

in parts of Europe and North America where physics teacher education is often housed within
university physics facultiesather than in education faculties as generallythe case in
Scotland. This would perhaps allow greater crossver betweenthe study of asubject

disciplineand education.

Gill, despite recently studying a subjectspecific PGCerto support the teaching of an
additional subjectwas not positively disposed to completingresters-level qualification.

This wasglespite her aspiration to enter school senior leadership and it now being compulsory
for applicants foheadship in Scottish schools to complete théo Headshipnasters-level
qualification(Education Scotland, n-@; GTCS, n-th)

Gl ¢2dzf R KIS ftA{SR GKSNBE G2 0S5 2LJJ2NIdzyA
there to be a better course out there for moving into [Seéfiorleadershigeam]that

Y80S RARYQU Ay@g2t@dS Iy | OFRSYAOZ (GKS Ay@S
know, because as | say, doing an MSc or a post graduate course is just so hugely time

consuming and not everyone can commit to that

There was generaldesire to engage witeducational research literature with several of the
participants referring to reading education bookad listening to podcastsand Gill and
Andrew both wishing to restart education book cluinstheir schoolswhich had ceased
during the COVI29 pandemic. It was clear that there were barriers and/or a lack of

adequate incentivesand/or a lack of apprpriate availability for teachers to engage in

236



masters-level study. The barriers to the participants following their ideal professional

learning journey are explored in the next section.
Barriers to professional learning

Every participant stated that lack of time was a barrier to engaging in professional learning
activities and many alsstatedthat lack of time often hampered effective implementation

of curriculum or pedagogical chandellowing existing professional learning. This is
consistent with the observation of the OECD team during the review of Curriculum for
Excellence that Scottish teachers had one of the highest class contact times of OECD
countries and this prevented teachers from being able to be effective curriculum makers at
a local level(OECD, 2021, pl125) Although excessive workload was mentioned by
participants relativey few times compared to insufficient timéhis was implicit in what was

being saicabout a lack of time

Daviddt KS LR ROl adaz X AdGUa 2dzad F3AFAY g2N]f 21
YSY2NBZ X a2 L NBlIfte ySSR G2 32 o6F 01 G2 LI
GAYS (2 R2 AGO® X {22 L KI@SyQili KFR Sy2d
thinkingtime, and again that absence of being able to discusstiadace and debate

with others, particularly in your own subject matter. It'd be great to have a little, you

know, intellectual discussion on these things and see how anybody else has
implemented them and what they've thought of it rather than one persorkihin

about it and then implementing it on their own. That's definitely an area, you know,

the things like th¢lOP/SSER&Jmmerschool, they are just totally invaluable and to

380G I NRdzyR I FGSNI GKS S@gSyia Ay (k& SOSyAy:

enough of that in a year, in my opini®ré

The issue of lack of time applied not just to the contracted working week of teachers. Many
of the participants, not only those living on islands, described not being able to attend
conferences or even twiligimtetwork meetings oworkshops due to theistances andravel

time involved or the conflicts with childare and other aspects of their privateds For
example, Gill, despite a long aadtive career, had not attendeahny national conferences

due to conflicts with chilecare and spouse working patterns making it difficult to be away
overnight andher not wishing to attend events at the weekendSeveral participantslso

descriled difficulty attendingonline sessions
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D A fWe Weredall signed up, and | asked as well to signtaiphe World Education
Summit that happened towards the end of March, and | would have liked to have
been involved in that but, at the time, staffing was really challenging with COVID
absences and other absences. So, | wasn't actually able to attend troge online

session® €

Whilst the geography of somareasin the Northern Alliance allosvfor relatively easy
afternoon or twilight networking evenigeachers inother areashave large distancedo

travel and ferry crossirgmaking such meetings very difficullhe distance to the Central
Belt of Scotland was referred to by several participants. Whilst perhaps not always
articulated explicitlymany of the participants clearly considered themselves to be remote
from locations wherehey perceivedignificant professional learning events take place, such

as SSERC in Dunfermline or the Scottish Learning Festival in Glasgow.

Ava:dWell, I've never known a colleague go to the Scottish Learning Festival because

it's so far away, it's too costly

Neal:dlt would be nice to go to the Scottish Learning Festival for instance but again
that boils down to cost. You knolthink the more experiensgou get to go to, or
the more chances you get to go to these sorts of things the better. It can only but

help our professional learnirg

For teachers in more remote locations to attendtionalevents incurs additional travel and
overnight accommodation costs compared to teachers livingre centrally Some
participants also reported difficulty obtaining permission to attend mdity events due to
problems obtaining cover teachers for classes the unwillingness of senior leaders in

schoolgo grant release

Albert:dl Q@S I £ & | §odo the IOBSHiGiNg coiférenceand summerschool]
odzi Al Qawzdz] OEYy @& KEPS (i KONB K thikltypedof 2 T F

problemég

It was disappointing to hedheseaccounts as the IOP/SSER@mMerschool comes with an
Enthuse bursary sufficient to pay for the costs aotover teacher something several

participants commented on favourably.

238

g2 N



David:dl think it's the key thing is that the way that SSERC was funded and how it
supports and can provide support, by providing you with supply teacher cover, it
provides a bursary for accommodation and getting there. You know all those things
are immensely important and some of them get Esthtunding. You knqut's just
making sure that somebody out there gets that feedback that it is important, and

please keep it going

However, despite this funding being availaltlappeared that many participants struggled

to obtain permission to attend such professional learning.

Dani:6Getting out of school is the sticking point but | would absolutely love to attend

|OP [Stirlingconferenceand summerschool], you know, g& S NE (A YS ® ¢ KSNJ
CERN thinfsummer school in Switzerlartipt comes up o8PUTNIK wish | could,

FYR Ad 2dzald ySOSNE L R2y QG 1y263zx AGQa Iftgl

wish | could go to as many of those as | céuld

Comments from participantalsosometimes showed a lack of full understanding regarding
some of the international summer school events generally held during the summer holiday
and funded by research organisations or sponsored by industry,saraften only requie

travel expenses. The barriers of time out of school and funding perhaps being perceived as
greater than might be thease There was also evidence of teachers-selfisoring in asking

for permission to attend events, often for a complex mix of reasoakiding personal and
family commitmentsconcerns aboutack of funding, lack of available supply cowerst of
travel and accommodation, and disruption to their classeémilar reasons to those
mentioned in the literature discussed in chapter 3Mlost participants stated that lack of
funding for participation in professional learning activities restricted their particypat
George being an exception in stating he willingly-Bgifled his attendance at conferences

in Scotland and further afieldtHowever severaj including Georgenade the point that there
were wider issus regarding alack of resource. This included support to facilitate
collaborative professional learning activitieith colleagues in local schods well as time

and money for organising or attending events.

DS2NBKS ayte GAYS F2NJ SEIFYLXS airy0S L KI @S
physics teachers in the local area were the iwservice days last year when we met

to do crosamarking | met [teache} and he was reallpice,0 dzi L KI @Sy Qi Y S
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sinceand it would be nice if there was a bit of morfi@yallow this].Like even | think

[teacher] had to ask his boss to get them to buy sandwiches and Furffour

meeting]but there was no funding, arffteacher]é | & |j dzA G S dzLJaSd | o 2 dzi

just strange that | can see myself working here for another five years and never seeing

them again which | think is bizarpeg

Neal:din terms of our authority you have vemery little support about setting stuff

up or using stuff. We have kind of done it almost amoagstelves, owe have used

0KS LyadAtdziS 2F tKearaoa audzF¥ 2N gKFHGSO

professionally but we have to have the time to be able to do that. The time and the
resources, whatever the resources may be, because resources is not just about

money.¢

As well agime and fundingto access itsomeconsideredthe availabilityof subjectspecific
professional learningo be insufficient, andhis wasmore frequentlythe casefor subjects

they taught other than physics.

D A fI thivk it'a just it's really, it's that frustration of finding CLPL that meetsryou
needs

{ G dzI'YNdh, 8o tidere is basically a shortage of good qualityject specific CLPL

DARLE W2dzA R al& 420 X L R2bhaeRdély26 2F YdOK

b S I Ifst wauld like a bit more subjespecific. You know we get very little; in fact,

we get nothing in our authority really¢

Several participants alsxhibited confusion ocommented on it being difficult to determine
the respective rolesf Education Scotland, RICs, and local authoritiesvetmat professional
learning opportunities were availableEom them. At the initial interviews none of the
teachershad participated in anyNorthern Alliance professiondétarning orwere aware of
any relevant professional learningrovided by it A year laterClara and Georgéad
participated inNorthern Alliance professional learnimg mathematicgnumeracy, and Gill
had participated in online sessioon the use of ICT and formative assessmeotvever, the
situation had changedittle for other teachers.This suggests slow change in thgact of
the RIG with regards to the support of classroom teachgrarticularlyin terms of physics

and soence, despite therapid acceptancand easeof online working during this period
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Two participants suggested that with the increased use of electronic communication and
social mediahings appeared more fragmented aitdvas more difficult to determine what
professional learning a local authoritad on offercompared to when hargopy catalogues
were usedor when there had been a local authority officer with a clearly recognised remit

for organising and disseminating information about professional learning activities

John:d think really that if there is anything that needs to happen with regards to

opportunity isthat A 4 Qa 2dzad GKI G @&2dz ySSR (2 o6S |
opportunities that are out there. There is all of the SSERC stuff or any of the IOP online

learning that | have been looking at in the last couple of weeks is that | have got all

of the informatian for that through BUTNIKIOP email forum for Scottish physics

teachersip ¢tKSNBE KlFa 0SSy y23 SN¥3I GKS I dziK2N
proactive at letting you know what opportunities are available out there. And that's

something that's chaged because | remember when | first started teaching, they

used to issue a catalogue of CPD opportunities at the start of theyear

This isconsistent with the findings of the OECD team reviewing Curriculum for Excellence
which reported that although many professional learning opportunities were available the
practitioners interviewed repeatedly requested more clarity on the support available and a
more streamlined offerthat practitioners relied on their own knowledge and research to
identify appropriate professional learning opportuniti@ECD, 2021, p§&énd that RICs had
provided less suppothanintended(OECD, 2021, p63)

Several participantsommentedorii KS 02 YY2yf & dzaSR WwWOIFaolFRSQ Y
information gained during professional learning activities a barrier to effective
professional learning occurringNeone considered this to be an effective method, dhdt

many \aluable professional learnirgpportunities were being squandered as a result

Ava:d've been away at the summer school or something like that you're away for
three/four days you pick up all sorts of things and to be expected to come back and
try and pass that all on in 20 minutes over a lunchtime is ridiculous. It's completely
inefficient and it's also an inefficient use of the scl@®@PD, you know, whatever
budget, they have for that. It would be so much better if you could come back and

actually have protected time to pass that.6n
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It is common when local authority physics teacher network meetings take place for only one
representative from each school to attenshmetimeson a rotation basis, with this person
responsible for cascading information back to other staff. Due to the inefficiency of this
processmany considered these meetings should be attended by all physics teaching staff,
which has the added benefit of a greater consistency of attendance from meeting to meeting.
The COVIEL9 pandemic had had a positive effect in solmeal authoritiesas faceto-face
network meetings had been replaced lbyline meetings which allowednore easilyall
physics teacherBom each school to attend. Whilst such online meetings were not seen to
be an effective replacement for all aspects of faedace meetingsthe improved equity of

access was seen to be a major advantage.

With the interviews taking placduring the COVH29 pandemiat was nevitabke thatthe
responses of participants were coloured by their experierafethis. The move to online
professional learning wasmiversallyseenas havingbeneficial aspects in terms ohproved
equity ofaccess and many participants wished to seechatinuation of theonline provision
provided by IOP and SSERC alongsidetéafare activities However, there were also
concerns expressed that there might be attemptsdofool ad system leaderso replace
too muchof the professional learning delivered previougeto-face with online delivery
This was seen as likely to have a detrimental impagirofessional learningespecially that

on practical workand on the informal opportunities that can be the serendipitous catalyst
for developmentsand which are frequently overlooked or not given adequate recognition
(Eraut, 2011; Evans, 2019)

Neal:dl do wonder how much ¢ELPLYvill now be done online because we now know

(iKId 68 Oy R2 AlGd ad& FSINE FyR 82dz 1y26

fA1Ste GKFIG LIS2LXS tA1S YS FNB 3I2Ay3 (2

cost, but what | would worry about is tlaetual faceto-face interaction, and | hate

3 ¢

2 NH2Yy 62NR& o6dzi L OFyQid GKAY]l 2F Fy2idKSN

do when you are at these events, you know, the ability to get to know people and

then to beable to bounce ideas off people

Several teachers referred to accountability pressures acting against innovation or te€@chers

ability to demonstrak positive agency in terms of taking ownership of their professional
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learning and other aspects of their work. Dani referred to teachers liemgppliant to an

agendaset by othersand when probed further on what he meant by this he responded:

5 | y WoWodyawants to do anything wrong, they're, they're afraid of putting a toe

out of line, and then the SQA or somebody saying, oh you're doing this wrong, or this

isn't right and we're going to [sigh]. You know, | think they don't feel that the process

with SQA or with HMIle is supportive, | certainly feel that way sometimes, that the
LINPOSaasSa dKFdG ¢S KIFE@S Ay LXIFOS AayQi a&adzll

you are doing this wrong, so there is a black mark against you, this type obthing

Such comments show thaultures ofmanagerial professionalism are still strong in many

schools.
5.4.11 Summary

All teacherparticipants, despite being time poomvere positivelydisposed to professional
learning in principle Several spentonsiderable timeand effort attending coursesand
workshops doing MOOC:s, listeingto podcasts, and readg books sometimesselffunding
thesewhen other support was not availablét no time did any participant report engaging
in any enquirybased professional learning. dgt werenegatively disposed to much of the
professional learning available to them through their school, local authority, or regional and
national agenciedespite a clear desire to engage in higlmlity, collaborative professional
learning with colleagues, particularly those in their subjggeiain Participantsat times
displayed despondencyresignation, anger, disegagement, and defiancespecially in
relation to professional learning which thepnsidered to be imposed upon them and that
which they consider@ to be driven by accountability agendas promoting managerial

professionalism rather than that focussed on transforming classroom practices.

Having set out the findings from my three data sourcd® next chapter considersthe

findings in relation to theesearch questions
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Chapter6 Discussion

In this chapter thehemeswhich have emerged from the analysis of the three data sets
discussed in relation to the three research questiansich of this being in relation to the
third questionwhich draws togetheand compares data from the three data sourcesl

addresseshe alignmentbetweenpolicy and practice
6.1 Research question 1
RQ1 What does current policy tell us about teacher careleng professional learning?

Analysis of national policy documents relating to professional learning in Scotland is given in
chapter5.1. There is a good baseline provision of time for professional learning within
S OKSNEQ O2y (N} OlGao / 2 Y LI NB Rchaptér 2.31tKeS KA & (i 3
direction of travel for much of the content of, and rhetoric around, the policy documentation

is one that promotes transformative conceptions of professiongleama with this increased
teacher agency. This can be seen in the GTCS professional sta{@b@is, 2012b, 2012d)
published following thé&onaldson (201Qkport with further progressn this directionin the

more recent revisionfGTCS, 2021b, 2021ahdwith the publication of theNational Model

of Professional Learnin¢Education Scotland, 2019a)However, there are nevertheless
mixed messages with managerial concepti@igprofessionalisnpromoted, especiallyin
school evaluation and improvement documenf{Education Scotland, 2015; Scottish
Government, 2021a)i KI & LJ NI A Odzf NI & &aKI LIS (KS LINRFSas3
aeaisSyQ o0& I OdedeNIpark ffom Ghi& Sathey agu@ and unreferenced
assertionsin the GTCS professional standards and thational Model & Professional
Learningwith respect tothe importanceof aspects such anquiryand collaborationthere

is little guidanceabout the modes of professional learnimy any justification for using
particular modes in any given situatiomhere also isffectivelyno advice or guidance about
appropriate content for professional learninghis therefore being heavily reliant on
individuals being able to display agency to help shape this to their ndemlsa teacher or
school leader t@ain a good understanding of effectiveffir-purposeprofessional learning

as discussed in chapter 3urther research, reading, or professignlearningwill almost

certainlybe required somethingof a challenge for timgoor practitioners
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6.2 Research question 2

RQ2 How can we chart teacher professional learning experiences and what does this tell

us about teacher careelong professional learning in practice?
6.2.1 Chartingprofessional learning

PGadSYLIia G2 OKIENIG G(GSFOKSNBRQ LINRPFSaaalpgslt St
proved to belimited in themselves. The commitment asked of teachers to complete a-diary

log as they participated in professional learning and to revisit and reflect on entries proved

G2 0SS G22 2ySNRdzaX LISNKI LJA dzy a dzZNIESK adoy 3 TA B¢
OECD, 2022) However, teachers are expected to keep a reflective record of their
professional learning to meet the mandatory requiremems registation as a teacher

(GTCS, 2021b, pl4nd as part of theiProfessional Review and DevelopmdPR() process

(GTCS, 2019, pl14p in theory asking teachers to complete a diagy for this study should

not have caused significant additional workloabthere was little evidence that the lack of

recording was because the demands of this study was causing duplication of effort on the

part of the teachers involvedThat the recordingf, and reflection onprofessional learning

appears to havéeen too oneroudor the majoritysuggests few teachers adming thisas

national policyrecommendsand raises questions about what an appropriate level of

recording ought to beespecially for timgoor practitioners It also raises questions about

what teachers and their linenanagers recognise as professional learning and whether the

PRD recording process, widely recognised as cumbersome, emphasises the conceptualisation

2F LINRPFSaaAzylf SREANYAWR 258 KEMN2 ANST | B 06 2 dzNAE
rather than more collaborative, enquiry, and informal approaches more integrated into the
day-to-day work of teachers This isonsistentwith information reported byEraut(2012

and Evans(2019) Teachers did not always recogniaed/or record professional learning

GKSY Al 200dz2NNBRX RS&aLAGS FddGSyLiia G2 WINFAyY
make therecording of different modes of professional learning easy by using-dioom

menus in the dianjog. Informal professional learning with colleagues and that associated

with curriculum development and other ongoing work of teachers was almost certainly

underreported by all participants.

To achieve a more accurate account of the professional learning of teachers, particularly the

more informal professional learning with colleagues, it may be necessary to take an
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ethnographial approach of the type used bvicNicholl et al. (2013)here observatios of
0 S OK S NAEae madddin@ddridd $o interviews. Such an approach is expensive to
conduct at scale and there is a danger that the presence of an observer changes the nature

of the professional learning activitiesd interactiondeing observed.

Useful datawere gathered by using the roadmaps and didwgswhich helped elicit more
detailed and nuanced responses during interviews. ifikerviewsallowed me to probe

more deeply into the lived experiences of teacharsd provided a rich source of data
Therefore,the findings inchapters5.3 and 5.4give a good baseline to compare with the
analysis of policy documents and the views of the leaders to assess the alignment of practice
with policy. Beforedoing so the professional learning experienoéseachersare analysed

using an appropriate theoretical framework synthesised from the literature reviewed in

chapter 3.
6.2.2 Teacherprofessional learningexperiences

As has beediscussed ichapter3.2.], thereis a range of purposes for professional learning
and if the full range ofli S I O KeBd$dreQlo be met one would expectdachers to have
someexperience of professional learning from across all partkerinedy's (2014, p693)
spectrum of professional learnimgodels, sedigure6 on p44. It therefore providesa good
frameworkto assess the range of professional learning available to teackesecond useful
framework for analysis iBimperley's (2008gn principles for effective professionakarning,
seetable 1on p46 It is reasmable to assume thaif professional learning activitietisplay
more of these principles then professional growthin participants will be more likely
Professional growth in teachers is likely dtso result inimprovemens in the education
system(Mourshed et al., 2010)Finally the model of enquirybased professiondéarning
seefigure 16 on pa1, isused to assess whether teacheanconstruct programmes of micro
events which embed enquirgs stance. Together theseprovide a framework for the
assessment of the quality of professional learnexgeriencesavailable to teachersEach

will be discussed in turn.
623 YSYySReéQa FNIYSg2N]

hy O2YLI NAYy3I GKS fSIFNYyAy3a 22 diddfedeérkiseeigurel K S

6 on p44 an immediate first conclusion is there is little or neidence of collaborative
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professional enquiry models of professional learning. None of the participants spoke of
undertaking any forms of practitioner enquiry or action research in a planned cyclical way
such as those described Bprthagen and Kessels (1999, p13), Timperley et al. (2007, pxliii),
and Donohoo and Velasco (2016, péth only Andrew describing being involved in learning
trios, but with limited success. It isherefore very unlikely that truly transformative
professional learning was occurring and as a result the capacity for developing professional

autonomy and teacher agencyasguablybeing limited.

There was some, albeit limited, evidence of the four models of professional learning in
YSyy SRe QmalledbleRaRetioBy but all tending toward transmissive rather than
transformative Regarding awarbearingmodels, mly Andrew and Albert showed a strong
interest in undertaking mastefevel study, and although Gill had recently completed a
PGCert course she was disinclined to study for a medeggree even wittthe ramification

that might have for future promotion. An important element of this situation, and one raised
by Calum during the pilot interview, is the lack of incentives for classroom teachers to
undertake masteis-level study, including financial support for the attendant course fees.
Since the ending of the chartered teacher schefimgvarson, 2019, p18; McCormac, 2011,
p30), except for masterlevel courses on leadership primarily aimed at teachers seeking to
go into school senideadership there has been little incentive to undertake mastéavel
study. This is especially the case for teachers wishing to remain predominantly as classroom
teachers where there is little ino#ive other than their own intrinsic motivation. Albert also
highlighted the lack of provision of the type of mastégvelcourse which he considered best
met his needs as a classroom teacher, onenveitfocus on physics pedagogical content

knowledge and physics education research.

Kennedy developed her framework when both the GTCS professional standards and the

chartered teacher scheme were nalgvelopments and states:

GThere is clearly capacity for standards to be used to scaffold professional
development and to provide a common language, thereby enabling greater dialogue
between teachers, but these advantages must be tempered by acknowledgement of
the potential for stadards to narrow conceptions of teaching or, indeed, to render it

unnecessary for teachers to consider alternative conceptions outwith those promoted

by the standard® gKennedy, 2005, p242)
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Far from being used as a scaffold for identifying needs or planning professional learning it
appears that the GTCS professional standards are rarely used in thigy ey participants

in this studywith the majority considering the GTCS professional standards only insofar as
required to completePRDand Professional UpdatePQ) recording processes, what many
O2yaARSNER2ED SESWD pa@iBpants in this study at least, there was

little evidence of standardbased models of professial learningor that the GTCS
LINEPFSaaArz2ylf adlyRFENRaA 6SNB AyFtdzsSyOay3a GSI
meaningful way The fears expressethy Kennedyin 2005 that the GTCS professional
standards would narrow the conception of teaching and of teacher professional learning

have notbeen realised.It also appears thathe professional standardsave notprovideda

common languagé&or teachers to have a dialogue about their work.

All participants had experienceldeing mentoredearly in their careers. Only Dani had
subsequently experienced a systematic programme of coaching, and this was related to his
role as a middldeaderrather than as a classroom teacher. George had been receiving
mentoring, but only to support him teach a subject for which he was not qualified during a
GAYS 2F &GFTFTFAYI RAFFAOMA G o / 21 OKAy3 | yR
ideal learning journeys, perhaps as a result of unfamiliarity with the possibilities such
professional learmig might deliverKraft et al., 2018) Despite this lack of formal coaching

and mentoring many participants described receiving valuable support from colleagues,

however, this wouldbe better categorised as a community of practice mo@&enger, 1998)

All participants described characteristics of working with colleagues in communities of
practice, such as with departmental colleagues, other school colleagues, or other local
physics teachers. However, most of thidivity was relatively informal, and although there
were schedules of meetings and other planned activities there was limited evidence of carry
forward from meeting to meeting and no evidence of cycles of enquiry being used as a
professional learning strategy.ftmmal support of, and from,alleagues occurred frequently

but not all participants saw these interactions as good professional learning opportunities.
Many participants reported that departmental or faculty meetings were dominated by
administration rather than used as professional learning opportunitieservice days were

also regarded poorlyandto mostly consist oAdministrationor one-off activities with little

or no followup to embed any learning into practice. Local authority physics teacher

networks were more variable with some operating well but others poorly or were non
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existent. Where these networks worked well this was seen to be largely down to one or
more proactive physics teachers taking on a leadership role for the group by default on a
voluntary basis rather than any planned or facilitated support from the laahicaity. Both

Dani and Andrew were in schoaagaged irwhole-school professional learning initiatise
which were providing a greater level of structure and direction to the professional learning
of many staff in their schools. However, during the yieetween interviews some of their
original enthusiasm for this had waned. Other participants reported similar initiatives in the
past in other schools having little or no lasting impasthere had not been sustained effort

to embed or habitualisehangesnto the cultureand workingof the schools

The vast majority of the professional learning activities described by participants could be
categorised as one of Sy y SiRee @ansmissive models: trainindeficit, and cascade.
Often these were directed, compulsory events in schools which were not well matched to
the needs of participants. There were also situations where participants had identified a
training need or a deficit in their knowledge or skilsd attended a on®ff event or
undertaken some private reading or online study to addregs with these micro-level

professional learning events potentially leading to significant professional growth.

Perhaps the most scathing comments by participamgse in respect of the cascade model

of professional learning where a single member of staff from a school was expected to attend
an event, such as SQA Understanding Standards or local authority physics teacher network
meeting and then feedback to other colleagues not allowed to attend the event. That little
time was then built into busy school schedules to facilitate further dissemination to others
was clearly a frustration fomanyand was seen as paof a wider problem of insufficient

time being allowed for followp activities, opportunities to properly embed changes into
practice, or to evaluate impact. This is consistent with problems with the cascade model
reported elsewhergBett, 2016, p4; Perry & Bevins, 2019, p38dd the innovation, policy

and institution overload reported by the OECD whenmeviewed{ O2 (if I Y RQ& O dzNNJ
(OECD, 2021, p12)

624 CAYLISNI SeQa FNIYSg2N]

Whilst it would be possible to analyse individual professional learning activities against
¢ A YLISNI S& Qa, se@pd6/to detedniiecOhbvi #ff&tive each is likely to have been,

here | take a more holistic approach for the professional learning experiences of the
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participants Thisis consistent with the fact thaTimperley (2008, p283tates that her
principles are interdependerand alsowith professional growth being a reflective process

occurringover time

All participants clearly aimed to improve pupil learniagg all commented on the usefulness

of subjectspecific professional learning experiences as these are directly related to the
teaching and learning taking place in their classrooms daily. More generic professional
learning wasconsistentlyrated less well by participants precisely because it impacted less
directly on dayto-day teaching and learning activities, and they could see less well how they
might use it to change their practices to improttee learning of their pupils. This is
consistent with the findings ahe evidence reviewof Cordingley et al(2018)where they
reported that highperforming education systems frequently focus professional learning on
developingthe subject expertise of teachers. Many participants clearly considered the most
worthwhile content of professional learning activities to be things that could be applied in
their classrooms with little need for adaption or time for them to transfer it ifiteit context.

The general outlook of participants with regard to professional learning was relatively
reactive and short term, perhaps grsptom of teachers being timpoor (OECD, 2021, p22)
National Qualifications curriculum and assessment changes, which had been changing almost
O2y AydzZ fte F2NJ SAIKEG &SI NB LINA2NI A2 GKS LI N
I 1Se& RNAGSNI F2NJ YI ye& (Sl OKSbnhduabchahBe@8ikely LINE TS
to contribute to the shoritermism observed rather than allowing for a focus on deeper
pedagogicalissues that a more stable curriculum and assessment environment would
provide. The OECD review of CfE identified how such policy overload results in a system in
constant reactive mod€¢OECD, 2021, p10&hd there is a need to stabilise curriculum and
assessment change to allow teachers, and leaders, to focus on professional learning that best

improves teaching and learning.

It appears that a significant part of why the professional learning offered by SSERC was rated

so highly by participants compared to much of thesamool or local authority provided
professional learningwas because it integrates new subject content and pedagogical
content knowledge with the development of physics practical skitksctical work forming a
AAIYATFAOLYG LINI 2F LK&aAOAa FyR a0ASyOS G5t
professional learning was because it integrated new pkysibject content knowledge with

more generic pedagogical skills, such as questioning, and with alternative teaching practices.
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She rated this much higher than more generic Teacher Learning Community professional
learning on developing questioning precisely becaofsds integration of knowledge and

skills in a context relevant to her own teaching. This is consistent with the findi&gref

et al. (2001 K 2  athelpiofSundiimportance of subjentatter focus in designing high

quality professional developmaent 6 LJpoc 0 Ay GKSANJ addzRé 2F 4KI
effective for over 1000 mathematics and science teach€&lss also supporthe importance

of professional learning to develdphulman's (1986, 198¢€bncept of pedagogical content
knowledge, withits synthesis of subject content knowledge and pedagogical stratgiiiss

form of professional learningeingconsidered to be worthwhil®y participants

Little evidence was provided by participamtsthe use of assessment or evaluation data of
pupil performance to guide professional learning or this feeding into any structured cycles of
enquiry, however, some participants spoke about theigming evaluation of their teaching,
which presumably incluakpupil assessment data and other evidence, to identify areas of
professional learning need.Timperley (2008, p29tates that this principle, along with
maintaining momentumis the most important oherten. Thatthere was so little evidence

of it occurring indicates the impact of the professional learning experienced by most teachers

is likely to be low, and also less likely to promote teacher agency andkgalftory skills.

There wasalso little evidence of structured multiple opportunities to learn and apply
information gained from professional learningind the experience ofwhole-school
professional learning programmes was mixed at bedt appears the manner of their
introduction, implementation and leadership can significantly affect the outcomes of such
programmes. Dani was receivinggoingcoaching support and Gill also described having
participated in more extended book group style activities, but these were indiwetext of
developing leadership skills rather than teaching and learrimgervice days, departmental
and faculty meetings, and local authority networks all potentially provide multiple
opportunities to learn and are spaced appropriately to allow for the application of learning
between meetings, but again there was little or no evidence from the particgainthem
being used in such a manner atidey did not exhibit the characteristics of effective
professional learning communities as describe®tmll et al. (2006, p226)They werdargely
cases ofécontrived collegiality (Hargreaves & Dawe, 1990)The vast majority were
effectively oneoff events, with a significant proportion of the time given over to

administrative and accountability issues rather than professional learning, consistent with
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the accountability and performativity cultures described3hapira et al. (2023Whilst good
quality, targeted oneoff events have been shown to raise pupil outcomes this is only when
narrow curriculum goals are targetgdimperley et al., 2007, pxxviand are not likely to

lead to wider system improvement or changedtie attitudes and beliefs of participants.
There was some evidence of attempts to build multiple opportunities to learn and to
encouragestructured application of learning in some of the professional learning which
might previously have been considered as just-offevents. SSERC has begun to introduce
multi-LJ- NI LINPFSaaAirzylf €SFENYyAy3a O2dz2NESa gAGK W
leaming and experiment in their classrooms before having an opportunity to lfee# and

share their experiences at the final meeting of the series. Similarlyha®mked related
events together with encouragemefur participants to treat them as mordaain just aseries

of one-off events. However, these innovations do not go as far as a full cycle of eraguiry
describedby Korthagen & Kessels (1999, p13), Timperley et al. (2007, pxliii), and Donohoo &

Velasco (2016, ppand are noembedded in the local working context of the teacher

As well as most of the professional learning activities experienced by teachers beioff one

and relatively transmissive in nature there was little evidence of differentiation for different
teacher audiences beyond the specific support provided to earlyer teachers during their
probationary period. Participants reported good opportunities to work with others whether

that be departmental or faculty colleagues, wider school colleagmesther local physics

teachers, howeveit appears that most of kseO2 f t I 6 2 NI G A @S ekcBandeIA G A S a
and co2 NRAYt 8@ 8% QNI (0 KSNNHKS 53 ARS/S LI&sNie#ibed by 2 NI G A :
Schleicher (2020, p37)Participation in such commuiis of practice(Wenger, 1998)or

discourse communigs(Tytler et al., 2011 )alone is insufficierdnddoes notnecessarilyead

to the processing of new learning into changes in practice, attituaeaseliefs. Stoll et al.

(2006, p224)when unpacking the term Professional Learning Community, highlight that

whilst a group of teachers may form a community which acts professigifatlys learning
impoverished rather than learning rich then improvement is unlikely to occur. The lack of

use of structured strategies such as enquiry cycles, lesson study or instructional coaching
means that much of the collegiate working reported gmrticipants is likely to be of lower

impact than might be expectedch strategiegre likely tarequire some facilitation or input

from knowledgeablethers,but this was often limited.
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Many of the participants commented on the useful input of knowledgeable subjgetific
expertise from SSERC staff, IOP Scotland Physics Coaches, knowledgeable colleagues or local
physics teachers. Several participants also spoke about particular tsaafh@ther subjects

in their schools from whom they had received good support, particularly early in their
careers. There was little mention by participants of other knowledgeable others such as local
authority or university staff. In the three schoolsirently implementing significant
externally funded wholeschool professional learning initiatives there was input from
international knowledgeable others. Access to knowledgeable others in other schools
appeared much more variable, and usually poor, Wittver levels of support from local
authority officers for example compared to what might have been available previously.
Without access to knowledgeable others it may be that there is a lack of challenge to the
status quo and it may be difficult for telaers to access new ideas and ongoing support which
might influence their practice, or worse there might be theharing of ignorance(Guskey
1999, p12) Timperley et al. (2007, pxxirported that whilst the presence of an external
expertdoesnot guarantee successful professional learning, new learisinglikely without

the support and challenge of a knowledgeable other with expertise in the appropriate topic

or knowledge ohow teachers learnThis is supported bihe findings ofCobb et al(2018)

Generally, there seemed to be a lack of active leadership of professional learning. Several of
the more experienced participants spoke of the professional learning leadership available
from local authority staff having decreased during the last decadaare. The leadership

of professional learning exhibited by senior leadership teams in schools was variable at best
and very poor in some cases, and several participants indicated misalignment between the
professional learning they valued and what seemete valued and provided by school and
local authority leadership, consistent with the findingGafrdingley et al. (2018, p2@here
leaders valued subjedpecific professional learning less than teacherssehvice day time

in many school&/asreportedas beingused poorly with little medium or long term structure,
planning or followup, similar to the findings dubb and Earley (2009, p&)d these were

often seen as a wasted opportunity by participants. Participants also reported feeling they
had little or no voice or influence when it came to decismaking for school or local

authority professional learning activities.

PRDand PUwere rarely operating as intended and what was reported appeatddast as
bad asii KS &AdGdz GA2y RSaQNesSR a significank grcebtage pf G K |
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respondents whose PRD is not meeting their ne@@3CS, 2020, p12)The responses of
participants gave the impression that staff professional learning was a relatively low priority
in schools and local authorities despite it being widely recognised as one of the strongest
drivers of improved pupil learnin@Kraft & Papay, 2014, p487; Robinson et al., 2009,,p42)
system improvemen{Opfer & Pedder, 2010and improved staff morale, motivation and

retention (Allen & Sims, 2017)

Timperley's (2008, p24inal principle is that for sustained improvement in pupil outcomes it

is required that teachers have sound theoretical knowledge, evidarfoemedenquiry skills

and supportive organisational conditions. The data gathered from the teacher participants
showed that all three of these conditions are rarely found simultaneousiy.very clear that

most of the professional learning experienced by participants fails to meet many of
CAYLISNI S8Qa (8Sy LINKRYyOALX S$& T2 NIth6sE feldtéuitd &S LIN
professional enquiry and sustainability, the principles most likely to leauabtb good or

sustained professional growth of the individuals involved and more holistic system
AYLINR@BSYSylo CKA&a A& O2yaraidsSyd eAilGK GKS 02
model and that little of the professional learninglé&ading totransformativechanges in

practices
6.2.5 Professional learningpractices

Asalreadydescribed irchapter6.2.3 there was no evidence of enqubigsed approachess
illustrated byfigure 16 on p91, with teachersnot undertakingindividualenquiry projects

and enquirycertainly not embedded as stanc¢€CochrarSmith & Lytle, 1999) Fairly
traditional conceptions ohow professional learning takes place and impacts on practice
persist and there is a generally poor understandirfighe complexprocesses involved as
discussed ichapter 3.2.Apartfrom Andrew, and George and Gill to some extehere was

also little evidencef the teacher participants taking ownership and leadership of their own
professional learning and attempting to construct a programmendafro-eventsor longer
activitiesmeetingtheir needs(Evans, 2019)The PRD process was also failmgssistin this
regard. Most were much more reliant on taking opportunities on an ad hoc basis as and
when they might become available to themhich might be symptomatic of the cultus@n
which they work. Some, such as Ava and Calum, demonstrated considerable agency in terms

of participating in a significant amount of freely available subgpecific professional
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significant source of frustration when she compared the impact of these professional
learning opportunities with those organised through the formal structures within bleoal.

As a result,ame of the professional learningarticipatedin was not necessarily aimed at
addressing a pridentified need or deficithrough any formal processAttending oneoff
conferences, often of eelativelytransmissive lecture style, did not always include sessions
addressing a need that the delegates might have identified ahead of the event. However,
many participants considered such events to be worthwhile as they were confident that
many of the sessionsould bevaluable motivating and give access to new and challenging
information fromknowledgeable othersalong withthere beingbenefit from the informal
networking with colleagues between sessions. Hercere was always an element of
chance involve in attending such professional learning but on serendipitous occasions

participants reported significant events that had led to potentially transformative changes in

GKSANI LINI OGAO0Sa aAYAEI NI 02 GK2asS NBARNIEERQ |

professional learning event®dmond & Mcintosh, 2016) One good example was David
reporting making a very fruitful connection with another teacher working in a similar school

a great distance awaghanks to meeting informally at a conference and which led to
subsequentvirtual collaborative working. Another notable examphhich addresseda
LINBGA2dzaf & dzyARSYGAFASR ySSR gl a ! @ Qa KAIK
the Perimeter Institute and her adoption of its teaching materials and strategies into her own
YR O2f t St 3 dzSéeinglididlexplicilydyphir limndragainot to implement

any changefrom that professional learning. Such events might be unpredictable and
serendipitous but without opportunities afforded by the likes of conferences or networks it

is unlikely that such change could occur, something that restrictions during the @QVID

pandemic fad highlighted.
6.2.6 Summary of the professional learning experiences of teachers

hgSNI ffs GKS FTAYRAYIE FTNRY GKS SELX 2Nl GAzyYy
journeys paint a picture of teachers being engaged in a relatively incoherent mix of mainly
transmissive professional learning activities. Teachers can, and dojsexautonomy and

agency over how and when they engage with more individual and private professional
learning such as webinars, podcasts and private reading outwith their working time

agreement, and no teacher indicated any concerns at not being abégitfysthe contractual
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expectationof completing 35 hours of professional learning of this type per year. Participants
also reported that much of this type of professional learning met a need, and certainly if this
GSNE y20G GKS OlFaSsz (KSe g¢g2dzZ R p&tcipgaeinit] St & G :
However, theformal professional learning opportunities organised by schools and local
authorities appear to be mostly failing to embrace more transformative models of
professional learningor to make the mostof the opportunities afforded byshared
collaborative time and most participants state idoes not match with their priorities
Similarly participation in postgraduate study or professional learning based on a practitioner
enquiry model, such as that available from Education Sco{&ddcation Scotland, 202]c)
was very lowsuggestingt is notwell known abouty many teachersot seen as matching

their priorities ormay comeat too great a cost

The policy and contractual environment of teachers allocates time and sets expectations on
teachers to complete professional learning but there is little in place to ensure that this leads
to meaningful growth of teachers or their pupildhere were some examples of schools
attempting to put more transformative programmes of professional learning in place for their
staff, drawing on external expertise, and often with external funding the impact of these
appears to be mixed at best. There is alstelittvidence of schools using forms of teacher
study groupgFirestone et al., 2020h a sustained, structured and coherent manner which

promotes mechanisms more likely to result in teacher professional gr(®iths et al., 2021)

It would appear teachers generally do not recognise much of the informal, implicit, or
incidental learning taking place in the workpla@&gaut, 2004; Smylie, 1995 here is also
little evidence of teachers displaying high levels of agency in terms of constructing
programmes of professional learning by combining different events and activities together
to meet their needspr creatingsequences ocycles of micreevents as described tvans
(2019) Where there is some evidence of this occurring, tasursoutside the formal
professional learning structures of their schools or local authorities and isbairtg
facilitated by processes such as R all Scottish teachers are expected and obliged to use.
There is also evidence, especially when time is in demand, such as during thel©OOVID
pandemic, that teachers prioritise the learning of their pupils over their own, consistent with
the observation oflleris (2014, p133hat the professional learning of adults in a workplace

will always be secondary to the production of the goods and services of the organisation.
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The data gathered from teacherand its analysigjive a good baselinef how professional
learning isenacted in practice. Leaders in the mdswel of the education system, including
senior leaders in schools, have an important role both in translating national policy for a local
context and setting the professional learning environment of teacheris. tdta comparison

oftheli S I O &xpeN@nd@s with national policy and the views of leadesas | now turn.
6.3 Research question 3
RQ3 How well do actual teacher professional learning experiences align with policy?

This study set out taonvestigate the alignment of professional learning practices with stated
policy positionsand by interviewing practitioners from classroom teachers through to senior
system leadersto explore why practices might not align well with policfhe findings in
chapter 5andthe discussionfrom research questions 1 and 2 now enatdsearch question

3 to be addressed, alhformed bythe policy background and wider literature discussed in
chapters 2 and 3.Severalthemesemergal from the analysis of thedata which illustrate
significant disconnects between the professional learning generally experienced by teachers

and both policystatementsand goodprofessional learningractices.
6.31 Use of inservicedaysand collegiate time

The time potentially available for professional learning actividiesng inservice days and
collegiate time amourgto more than3.0% ofeveryteache@ contracted workingime, and

as staff salaries are the greatest part of school budg@ssamounts toaround2.5% of the
national budget for schoolsGiven the pressures on council budgéfgden et al., 2023}t
should go without saying that this time and money should be used wisely and effettively
promote the professional growth of teachers, and thereforgprove the outcomes of pupils

and the educatiorsystem

This time provides the main opportunities fimachers tocollaboratewith colleagues within

and between schooland for speakers or other knowledgeable others to visit schools and

work with significant numbers ofeachers LG A a (GKS SYLX 2@ SNDa NBaL
wide range of CLPL opportuniti¢gSNCT, 2007, para. 9.4hd this time is their main

opportunity to provide the highquality, collaborative professional learning desired by

teachers aslescribed inchapter5.4.5 and is shown to be beneficial in chapter 3.31Lis
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potentiallya significantlygreater amount of time for CLPL than the 35 hours ofpeal CLPL
within G S O K S NBA Q Holvévgr iesdhebsiirapored the time was not being used
effectivelywith little CLPlwhichwas meaningful to thenoccurring especially ofin-service
days This includel them identifyinga lack of timefor subjectspecific CLPfocused on
improving pedagogyconsistent withEducation Scotlarigl data (2019b, 2021d, 2022a)
Leaders especially those in schoofsequently acknowledge that different local, regional
and national prioritiesand logistical restrictionsompromiseal the effective use of this time
andpreventedthe great variety of professional learning needs which existsyisemoolstaff

from being well met

Many of the teacher participants had experiencetiole-school or local authorityvide
professional learning programmeassuallyinstigaied bythe local authority Frequently these
programmesinvolved a small number of staff in a schoeteiving professional learning to
enable them to facilitate professional learningvith colleaguesusing the potentially
problematicW O & O R(Bdl, 2018; R&riy & Bevins, 201The attitudesowards such
programmesof Gill, Dani and Andrew who had held factiitaroles were significantly more
positive than other teachers who had only experieneadivities cascaded to themThe
more indepth professional learningrovidedfor facilitatorsappeared to givéhoseinvolved
agreater understandingownershipand commitmento the programmeghan for the other
participantswho frequently reported they had littleayin participationandwere not always
given an adequate rationale for participation including explicit details of how the
programme would benefit them as individsaindthe school community more collectively
It may have been that those chosen for facilitator roles were ariideely to be positively
disposed to the initiative in the first place btheir experience ofmore extensive and
sustainedprofessional learningwhichY @ ¢Sttt KIF @S YS{i Y2NB
appeared tchawe a positive impact on the viewsof the professional learningompared to
others without this experience There appears to be a disconnect whéxe leaders
introducing such programnseither did not adequately determin&hether the programme
addressedsufficientlythe needs othe staff involved especially adifferent staff would be
initially at different startingpoints, or if the needs of staff were knowntook time to
adequately explain how the programnoeuld addresshese Fom the outset this could
easily resulin resistancerom staff to the programmgn more or less overt form@riestley
et al.,, 2015; Robinson, 2018)That such programmegequently extend over significant

periods of a year or moreouldbe daunting demotivatingand frustratingfor staff not fully
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committed tothe programmeand who mightconsiderthe time could be morerofitably
used for other professional learninghichthey more readily undersiod andwaslikelymore

closely related to their comixt.

AlthoughKraft et al.(2018)argue thatquality of contentis more important than quantity
and my data also indicates the quality of leaderships and ownesshigdso impotant, more
sustained programmes are generally a feature imfpactful professional learning and
necessanfor effectinglasting change in practices acdlture. However, if this premig is
not explicitly explainedo participants the benefits ofcommitting to a lengthy programme
may not be understood School leaders like Sanmaddemonstrated agency byesising the
imposition of such programmes on his school by his local authoritg hadnot consideed
theseto be effective use of precioumllaborative time or to meet the needs of a sufficient

proportion of the staff in his school.

Although all schoolshad some form of selforganised programme of CLPUtilising
combinations of irservice days, collegiate timdunchtime and twilight meetingsfew
teachers reported theseneeting their needs well bhn wasthe only teacheresponding
positively buthe attributed this to the leadership shown byhanthusiastigrincipal teacher
supported by a knowledgeable deputeadteacher The programme also largely drew on
educational researchnd evidencdrom outwith Scotlandather than anythingprovided via
the local authority RICor Education Scotlanéhdicating a lack of appropriate support
availablefrom the meselevel of Scottish educationAndrew was alsoeasonably positive
about the use of collegiate time in his schobhotin-service dayshut he had a leadership
role delivering some of these activitiesonsistent withthe improved commitment from

facilitators described above

Severaleaders identifiedensions in schoolegarding the delivery ajood CLPL in the finite
time available Thisincluded the balancing ofindividual, school, regional and national
priorities,knowledge ohow to ensure CLPL matched the principles oflagonal Model of
Professional Learnindogistical problems such as the lack of coincidergeirvice daysn
neighbouring local authorities within the RI&nd general capacity issudsr facilitating
collaborative working.At the time ofdata gatheringthe party of theScottish Government
had promisedan additional 90 minuteper weekof noncontact timefor teachers(Scottish

National Party, 2021p62), however,althoughseveral leadersvould like to sedts use for
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collaborative CLPL activitiethey considered it would be difficult taleliver thisdue to
staffing constraintand difficulty releasingppropriate groups of staff simultaneouslyoth
within and between schoolsThe difficultyfunding andstaffing thisis perhapsalsoa view
now shared by thescottish Government as there has been little movement on this issue since
(Hepburn, 2022a3ndit has not been mentioned iits programme for governmen{iScottish

Government, 2023)

Overall, the almost uniquerofessional learningpportunities afforded by irservicedays

and collegiate time ararguablybeing squandered.A potential contributor to this ishe
YFEYYSNI AY 6KAOK (ST OKSSGHD0RD2hfaswitddDpriicipantds & LIS O
seeinga distinction betweerthe mostly in-schoolprofessional learning time as specified
GAGKAY (S OKSNRARQ ¢ 2 thdmoke BersonalyrfessichMBasniégRy i 4 | Y R
hours per year. Therwas a lack of consensus around the most effective ways to use
collegiate time, exacerbated by excessive accountability pres¢8regpira et al., 2023and

it generally ends up being used for administrative tasks and briefing meetings rather than
professional learningAs describedn chapter 3.3.1the literature on professional learning
indicates there is a strong collaborative, social aspect to much effective professional learning
Whilst some leaders wished to see greater use dafllegiate time for collaborative
professional learning, including more subjspecific work, there was widespread
acknowledgemenby leaders opressure to usehis time for other activities.Some leaders
wished to see some of the S I O B5SbLiEs Being used fanore directed activities which

are suited to béng done as an individuato free up time for collaborative professional
learning duringcollegiate time As all teachers are supposed to have their annual
professional learning plans agreed by their imanager as part of the PRD process this
would bea relatively nuanced change but one which would likely be met with resistance from
unions and local negotiating committees as it would be seen as reducing the autonomy of
teachers to decide on the best use of their timk.might also be subject to school senior
leaders and others in the medevel promoting managerial concepticsof professionalism
andincreasng scrutiny activities This is a tension which is at the heart of many problems
within Scottish education where transformative conceptions ccleer professionalism,
empowerment, and local decisiemaking are pitched against the need for system coherence
together with managerial conceptions of professionalism promoted grpminent

accountabilityand scrutinyprocesses
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6.32 ProfessionaReview andDevelopmentand ProfessionalUpdate

The policy position is unambiguousio teach in Scotland one must be registered with the

GTCSnd ameet and maintain the Professional Standards which are set byéGIRST,

2007, Appendix 2. and to remain registered with the GTICIS mandatoryto éengage with

the ProfessionalUpdate process | y R cdnthnit @ lifelong learning, through an ongoing

process of professional review atelvelopment (GTCS, 2021b)t became cleaduring the

interviews with teachers and with many leaders, especially those in schools, there was a poor
understanding of the roles and respsibilities for both individuals and organisations with

respect toProfessional Review and DevelopmenR() and Professional UpdatéPl). This

parallels Khadija MohammedD ¢/ { / 2dzy OAf / 2y @SYSNE GNRGAY:

descriinga common misconception regarding the role of GTCS amongst teachers

d thought GTC Scotland was there to ensure | was on track with professional
RSOSt2LIYSyid |yR G2 aLRftAOS¢ GSIOKSNE® 2 KS\)
D¢/ {020t yROAZINBUSNI BA2¢gyByR NBIdA | GA2y X
earlierd ¢Mohammed and Macmillan, 2022, p33)

Many participants often alongside statements of frustration or of feeling undervd|ue
referredto never receiving any feedback from the G6@&eir submissions for PRD and PU
illustrating they did not understand that the role of GTCS isviaidate the PRD and PU
processe®f local authoritiesand it is then the role aftaff in local authorities to implement
these processesncludingprovidingfeedback Severakteachers referred to receiving little

or no feedback from their linenanager coaching conversatiort®adgenerallynot occured.

The need for effed¢te coaching conversations during PRD meetimgentral to policyGTCS,

2019, ®) andwas stressed by several leaders, however, satagtified alack of training for

this, even at headteacher levelSome identifiedhat whilst headteachers may have been

coached including as part of the mastelevel headship qualificationghe experience of

being coached does not necessarily prepare one to be a ao#lobut more explicit training.

5 yAQa SELISNRSYyOS 2 ¥leadesekemlified this ®WaS énly wkien | YA R
probed during his initial interview for this studyabout his experienceas a coachedid he

appear tobeginto consciouslconsider how he mightiraw ontheseexperience by using

coaching techniques with staff in his faculépmething he reported doing a year latéiona

also spoke abouti programme to build coaching capacity in staff across the Northern
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Alliance, but this had been stymied bye COVIEL9 pandemic Neverthelessthis would
only have involved a very small percentag¢hefstaff conductingPRD interviewsThat line
managerdid not necessarily have good knowledge of the CLPL opportunities avaitable
were placed poorlyo advise revieweesvas alsdrequently identified as a weakness in the
process. This is likely to contribute to why the PRD process isgroerallybeingusedby
teachersto plan and compilesequences of micrevents ino meaningful programmes of

professional learning.

Despite policy guidance promoting a transformative conception of profession&ise€sS,
2019) and desire by leaders to see PRD enacted amil to be connected with school
improvement planningthis was not the experience of many teacheA consensus and
clarity around the purpose of PRD appeared missing anastment further complicated by
iKS (GSyarzy oSdmSSyAYREINWREIT 2y R (NI yaT2NYI
JdzA RF YOS IRBYDQES a@&AISIYAO YR Y2NB Ylighlt 3SNA I §
generally promoted through improvement planning processes. For teaayershere was

an almost completedisconnect between school improvement planning and PRIbe
demands of theprofessional learning recording procesmphasisedthe impression of
scrutiny, accountabilityand a managerial conception of professionalism, evestiirds were
possiblynever looked aby anyone A culture of compliancehereprofessional learning and

its recordingwas seen to bl (i A O | viaR beidgfpfo@oteavith little benefit for anyone
(GroundwaterSmith & Mockler, 2010, p57Therecordingprocess was frequently described
asWOf dnyNPEYR (i A ¥ 2 EIQ @dizlifgidzNddecessary bureaucraugth little or

no apparent gain in professional grow#mnd used time which could otherwisée spert on
improving teaching and learning for pupil$hisis exacerbated by Scottish teachers having
relatively little noncontact time forthings such aPRD(OECD, 2022and the PRD process
and professional learning more generdilging pushed down priotidswhen time idimited.
Despite it happening rarelyeviewees should be seeking feedback from their reviewer,
usually their linemanager, preferably as part of an open and trusting coaching conversation.
This is set out in the GT@8idance on Roles and Responsibilities, and Myths and Legends
about PROGTCS, n.dl). However, dack of awarenessf the content, or use oguchpolicy

documents was widespreathd is discussed next.
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6.3.3 When everything is a priority, nothing is a priority

There was a clear lack afvareness andnterest in national policy documents from the
teacher participants The most striking example of this was a complete lack of awareness of
the National Model of Professional Learniwdich at least half of the leaders considered to

be an important document for teachets be using.On the whole teachers wished to focus

on their teaching andither did not seenational policy documents as directly relevant to this

or being time poor, did noprioritise reading such documents sufficiently to allow for
meaningful engagementThere was also evidence that teachers had a narrow conception of
what a policy documenis, and somedid not even consider documents such as the GTCS
professional standards to be policylhis may be a result of the interpretation process, as
described by Emma, whe macrolevel policy becomes invisible at the midewel and just
becomes things for teachers to do. There was also a lack of awareness of policy as a discourse
rather than a thing/Adams, 2016; Ball et al., 2012Jthough the focus in the interviews on

the use of policy documents is likely to have influenced the way both leaders and teachers

referred to policy.

That teachers did not engage wiiolicy documentsmay be becausemany teachers
associate policynore with accountabilityand scrutinyrather than with supporting teaching
and learning along withthe overload ofcompeting policy initiativesesulting inteachers
effectively ignoring then to focuson their main priority and that which they can control, the
teaching in their classroom Despite the National Improvement Framewo(Bcottish
Government, 2021a)eingdesigned to set policy priorities, both tl@ECD (2021, p9and

Muir (2022, p76)dentified an overly complex policy landscape in Scottish education and that
FGOSYLIWGAY3 (2 YI yl 3S diak$ha éhergyand capdcity yf eacRe®&Y | Y R &
and school leade¢eOECD, 2021, pQ9Yogether with the high clag®ntact time of Scottish
teachers(OECD, 2022, p351)is provides a poor national context f@ngagement with
policy and forthe provision of, and participation in, coherent highality programmes of

professional learning.

Likely exacerbated by the lack of time to properly engage with national policy, practitioners
look to those immediately above them in the still strongly hierarchical structures in Scottish
education to interpret policy and provide guidance and suppdtartley (1986 escribed

several decades previoustsommunication only between contiguous layers in the hierarchy
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and thisappears to largely remajsuch as when Bruce stated that frequently people look to
those in the level above in the management hierarchy to interpret and filter policy into a
form relevant for their context.School leaders, as was also reported by @CO2021,
p98), saw part of their role as interpreting policy and protecting their staff from policy
incoherence and overloadHowever, here waswidespread concern about the capacity of
the organisations in the medevel to interpret and filter policy, and wherthis occursit

might reinforce hegemonic relations and not best meet the needs of teachers.

All teacher participants looked to the school improvement plan for direction, some
commenting that they expected and assumed it to refieational priorities andhe content

of documents such as the National Improvement FramewoHowever,they reported
frequently they had little or no voice in the shaping of theihool improvement plan, often
because there was inadequate time to engage propedmd they also reported that
pedagogical professional learning and improving teaching and learning for the young people
in their care was not includeaidequatelyin these plans.Thereappears to be a differenda
values and therefore in prioritieshbetween many teachers and many in school senior
leadership and elsewhere in the mekyel. It would bedangerous tahink that if teachers
have had an opportunity to inpuhio policymaking, no matter how limited, but have not
contributed that they arethen content with either the process or the product. Some
teachersmay not consider it worth spending time on such consultations if they do not think

their views will be valued or taken on board.

Poor engagement with school improvement planning processes may explain why many
participants, both teachers and leaders, saw a tension between external policy and
professionalism expectations and the professionalism of individual teachers. That PRD is
focused on the individual and potentially very separate from school improvement planning

is longstanding(Marker, 1999, p922; OECD, 2022, p3@id is an example of the
contradictions that permeate Scottish educatjorsuch aswhen curriculum policy
documentation promotes increasl teacher autonomy over local curriculumaking but this

sits within centralised and hegemonic national policymakamgountabilityand governance

structure€ | & AffdzZAaGNI GSR 08& . NUzOS Soine IBafeisGphkelLJi A 2 v
about situations, where through good leadership, some school leaders were able to help
ONAR RIS LRGSYUGALlf 0 I NNMeSdidhal leayhiRg nSedsi wekeBwellil S I OK |

integrated into wholeschool planning. However, from the responses of the teachers

264



interviewed, sympathetic and effective leadership of this type was rarek S Wala dQi 2 Y
tw5 LINRPOS&da F2N AVRABRBYIQ! yi SRAAKENA | YRR abDK$E
planning processesas reportedin chapter6.3.2,were seen to exacerbate this divide for

many teachers. There have been recent calfor a greater teacher voice in national
policymakingMuir, 2022}p LT GKAA 6 SNER26KHD G EIS 203 NK FLINGR 24
better matchWo 2 Gdzl3Q G S OKSNJ LINA2NRAGASa®

Better alignmentalready happens to some extent in some schools, such as evidenced by the
difference in professional learning behaviours between teachers in subgroups 1 and 2, see
appendix 14. A more systemicfocus on professional learning on improving classroom
practices and teachers developing their pedagogical content knowleagsd likely close

the gap between wholschool and individual teacher priorities. There was a general feeling
throughout all interviews conducted of the need to focus on feweorities and use more

of the scarce time available on activities more closely related to improving teaching and
learning. Fewer competing priorities would also give better opportunities to embed and
evaluate change rather than the widely reported expade of moving on to the next
initiative before the benefits of the previous initiative were realis@akachersn this study
experiencel tension, andesulting frustrationwhen they dd not see the external policy, or

the way itwas being enactedas béng consistent with their ability and desite provide the

best possible teaching and learning experience for the young people in their lcaterms

of their professional learning, this manifested in the strong desire of teachers for more
subjectspecific professional learning but thimeing almost completelyabsent from the
provision from schools, local authorities, RICs and Education Scotlaict was seen by
teachers to be dominated byolicy initiatives or managerial issues distant from what
mattered to their classroom practicéHowsuch tesionis negotiateddependson thequality

of leadership for professional learninte culture this promotesandthe empowerment and

agency of participantsand Inowturn to these
6.34 Empowerment agency and leadership of professiondarning

From the interviews it was evidenthere wasgeneralsupportfrom the participants in this
studyfor the concepts oteacher agency and empowerment of all education practitioners
not just in terms of professional learning bmiore generallyhowever,much of the policyn

Scottish educatiomround empowerment waseen ashetorical rather thanbeingeffective
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in practice As Ken observednuch of the policaroundempowerment relates to the system,
schools and headteachenmather than in relation to individual teacherschoing the
recommendation2 ¥ G KS h9/ 5 (KI léss énfptiadsSon BEzF dA RIH S/ B9
implementation and casensusbuilding at the system level towargsofessional leadership
focused directly on the nature of teaching, learning and the curriculum in scheblsorks

and communities. (OECD, 201%21). It was clear that being empowered meant different
things to different indiiduals and some could feel empowered in some aspects of their work
but completely disempowered in othera factor ofwhere both political and financial power
resides and the leadership culture in school$cottish education is recognised as being
highlycentralised despiteattempts to devolve powefDonaldson, 2014; Humes, 2020, 2021,
Mcllroy, 2018)often with personnel reaching senior positiotftsough conformism anthen
moving between national organisationshus reinforcingthe hegemony of theleadership
class(Bhattacharya, 2021; OECD, 20ZIh)e teachersn this studyfelt remote frommacro

leveldecisionmaking.

Dani described culture of compliance within Scottish education and there is evidehee
lack of willingness of staff to speak out about even the most serious ifglebennan, 2022)
in part due toemployment contractsvhich constran free speeciCommission on School
Reform, 2022) Against this backdrop mangacher participantsdisplayedconsiderable
agencywith respect to their individual professional learniager which they had significant
ownershipbut only occasionally in terms of thatganised by schoql#ocal authorities, RICs
or national agenciewhere they generally considered themseltedavelittle influence and
to be disempoweregdeven although some leaders descrileftbrts to ensure teachers were
better engagedin such activities Apart from during their seltorganised professional
learning, KSNBE g1 a f A (0t Steabhebh(Bashs, QEO3LRENESr thért tdaughd A &
resistancgBall et al., 2012)sometimeghrough effectively ignoring or playing {§ervice to

initiativesandfocusngtheir effortson their local priorities in the classroom

The importance of havinggood culture andthe difficulty in achieving thjsvas recognised

by all leadersbut from the teacher interviews the leadership culture in schools appeared to
be highly variable. Different cultures inevitably impacte on the ability of the teacher
participants toexhibit agencyPriestley et al., 2015)Several leadergjuestiored how highly

the leadership oprofessional learningeatured in the preparation available to aspiriagd

existing headteachers, and the capacity of the system develop and support an
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understanding oteacher learningand coaching strategies in school and system leadirs.
commentssimilar to those made about a lack of capacity in the systesupport staff with
the skills to leadyood coaching conversations during PRDncerns were expresseabout
the capacity to support teachers use enquiry approaches irr thefessional learning.
Whilst many school leaders may experience enquiry approaches duomasjers-level
headship coursedurther support is likely needeébr them to facilitate the enquiries of
others. This is likety contribute significantlyto why so few of the teacher participants were
using enquiry as part of their professional learniniglore explicit trainingeducation in

facilitatingenquiry approaches in professional learnagpears to baeeded.

A further factor affecting the leadership of professional learpimigich perhaps explains why
many inservice daysre used poorly with a lack of transformatieellaborative enquiry
occurring is thelack ofprior experienceof this for many in schoand system leadership
roles. If teachers are to benefit from improved professional learngxperiencesit is
importantthat professional learning in how teetter organise and facilitaté is provided for
thosein systemleadershiproles and seniorand middleleadership rolesn schools Part of
this isabout relinquishing control, to avoid the tendencyo micromanag, andto trust that
teacherswill use their professional learning timan activities beneficial to improving their
teaching something several leers acknowledged was hard to .dolf good coaching
conversationsare occurring during PRD there isgood use of collagte time in schoolsf
all teachers have genuine opportunity to input to school improvement planning processes
and to have a feeling of influence on theseen if decision do not go their wagndsome
ownership in the resultghere islikely to be a good professional learning cultareda very
highlikelihood that professional learning time will be used very effectivélyeachers have
more ownership of th& professional learningime, they are likely to use a greater

proportion for subjectspecific professional learningcluding collaborating with peers
6.35 Subjectspecificprofessional learning

The desire for more subjesipecific professional learningasstrongin teacher interviews
and for a few of the leaders interviewed. Thissonates with other research in the area
(Education Scotland, 2021d, 2022a; Farmer & Childs, 2022)chersaw the need for well
organised and facilitated local authority or RIC subject networks to allow between school

collaboration The need for teachers to develop good curriculum, subject, and pedagogical
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content knowledge early in their careers and maintain this throughout their careers, even
when they might develop interests in other aspects of education, also came through strongly
in most leader interviewsespeciallyfor those with more senior roke The mesoelevelwas
considered tonot have the necessarycapacityto support subjectspecific professional
learning in terms of people as well as other resowsceMany hopel that the new lead
teacher post§SNCT, 202Xpuldfill this gap.

The policy documents analysed say very little about the contémirofessional learning

however,in How Good Is Our Sch@dEducation Scotland, 201%yhich steers thdocus of

evaluation and inspectiorand therefore the accountability pressureswhich permeate

through the systemWurriculumtandWgarning teaching and assessmént | NB 2y f & (¢ 2
fifteen sectionscompared tomanyon leadership and management issueSeveral leadefs

using the hindsight of experienclut also referring to the recently published review of CfE

(OECD, 202]1)commentedthat many of the problemsidentified stemmed from CfE
documentationhaving not placedsufficient emphasis osubjectspecific knowledge and
pedagogyand that teachershad not been supportedvith adequate professional learning
andteaching resourcefor effective curriculum development and implementatiofeachers

very much agreednd also describeda lack of capacity in the medevelto provide the

support desired and neededOwingto this many teachersdescribedturning to subject
associationssociaimedia,; Y R 2 4 KSNJ & 2 dzND S dor rdodrivfd@hkifisibjedt K S W& &

specific support Thisresulted in very ad hogrovision

It appears thatfor the introduction of CfHi K |-ciirriclilum development rests on teacher
developmenrd (Stenhouse, 1975had been forgottenat a systemlevel but this may be
beginning to beecognisednce more particularly by the seni@ystemleaders interviewed
James referred to teachers needinggag of tool€as a starting point to allow them to focus
onimproving the teaching and learning of young peopléis is similar t@8ryk et al.'§2010
p50) Wet of tool<ior teacherswithin their instructional guidancessential support for school
improvement. However, all participants saw this amissing orincomplete especially
compared tothe comprehensivesuite of subjectsupport described by obb et al(2018)
Thissuiteincludes conferences taive access to subject expednd tochallenge the status
quo, instructional coaching from subject expertsetween school subject networks,
collegiate time facilitated by subject coachespertly written instructional materials and

interventions for struggling pupils.The Wellcome CPD Challenge has also shomat
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supporting teachers increase the proportion of subjspecific professional learning resulted
in improvements in all measuréseonardi et al., 2023, includings y Ay ONBIF 4SS Ay W
enquiry project? o0& (SIFOKSNB YR Al A& G2 GKA&a G2LRAO

6.36 Enquiry

Collaborative aquiry-based professional learning can take many forfidennedy, 2014
p693 but practitioner enquiry is central to the GTG&ndard for CLRIGTCS, 2021and
appears in the inner ring of thidational Model ofrofessional Learninghere it also states

i K S N& ethicalprerogative to taking an enquiry starcgEducation Scotland, 2019a)s
describedin chapter 3.2, it is not appropriate forall professional learning to be enquiry
based but despiteits prominent promotion for there to be no evidence of any of the teacher
participants undertaking, or being supported to undertake, practitioner enquiries or
adopting enquiry as stand€ochrarSmith & Lytle, 1999%uggess a serious policypractice

misalignment

Many teacherswere evaluating their practicand the outcomes of pupilsdentifyingareas
for improvement, and working to address thesicluding by seeking appropriate
professional learningout none were usingormal cycles of enquiry to do thisr recognised
any of their currentactivities asnquiry. Recententrants to teachingnay be more familiar
with enquiry from their initial teacher education and use of the revised GTG8spional
standards,but this was not the case fdhe experienced teachear studied and there is a
dangerthat new teachers enteringchoolswithout a culture of enquiry may quicklye

socialisedinto their surroundingsand abandon enquiry approachesThere wasa little

evidence of attempts to usermal strategiessuch awersions ofvhat might be calletesson
study, but according to the teacher participanisvolved,none of theseappeared to have

been implementedrery successfully.

/| 2t €1 02N 0ADBS LINI OUAGAZ2ZYSNKLINRFSaAA2Y I § SYlj
professional learningn improving their classroom practices and could therefore include the
significant subjeespecific element desired by many teachers and allow them to better tailor
professional learning to their needs. Howeuerconduct collaborative enquiries teachers,

need:

1 Time to collaborate with appropriate colleagues.
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i Time to seltevaluate to identify areas to be addressed beforedesignng,
experimentng, reflecinguponand evaluaing interventions.

9 Access to research literature, appropriate data, and knowledgeable others.

1 Access toa suitable range of mickevel professional learning events to flexibly
address identified needs, such asading, video, live online events,-person
workshops and conferences, networks, or knowledgeable others such as
instructional coachesandmore extensive formal programmes where required.

1 Time and opportunities to share findings with a wider audience to ensure more
systemic benefi{Gilchrist, 2018; Groundwate&mith & Mockler, 2010)

Unfortunately,the current culture in many schools, despite the wishes and effortaafy

of the leader participants, does not appear to support this.

There could be significant benefits to individual teachers, pupil outcomes and system
outcomes if the additional 90 minutes of naontact time announced by the Scottish
National PartfHepburn, 2022a; Scottish Government, 2022c, 2022d; Scottish National Party,
2021) together with input from appropriate lead teachers in schools and rHesgel
(Hepburn, 2022b; Scottish Government, 2019f; SNCT, 20809 used to support more
STFSOGADBS O2tftl 062N GABS SyljdzAi NBE IkhowlSdge I i 0 dzA
If enquiries are rooted in the priorities of the teachers and in improving the outcarfrtegir
pupils, then it would alsdikely promotethe collaborative, sustained, and subjespecific
professional learnindocused on improving pedagogyesired bythe teachersinterviewed
However, teacherslo not seem to understand this, to have sufficient support from school
leadership andhe wider mesclevel to do this, or sufficient courage and confidence to use
their voice to significantly influence decisiamaking; similar to teachers working in a system
promoting compliance as described bGroundwaterSmith and Mockler (2010)
GroundwaterSmith and Mockler advocate enquibased professional learning as a means
to give teachers a voiceUnfortunately, it appears few teachers are being given good
opportunities to develop that voice and to exhibit the transformative professionalism and

agency to then feel genuinely empowered in their work
6.3.7 Teacher voice

¢S OKSNAE NP3 SRdzOIF GAz2yQa 3INBFrGSad aasSdz odzi
collected from participantthati S OKSNE Q ©@2A0Sa | NB y?2
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policymaking, certainly at national level but also even at school level where a lack of
opportunity and time prevent many from engaging fully with school improvement planning
processes. A stronger teacher voice, drawing on their experiences in the olasaral
knowledge of the learner voices iequired in policymaking at macilevel, mesdevel and
micro-level ifpolicy-practicemisalignment is to be addressed. Without this, many teachers
will continue to experience frustration and to demonstrate agemegstly through the
omicro-practice of resistan@qBall et al., 2012, p63ndthrough engagemenin professional
learning activities outwitthose available formally within the education system. If enguiry
based professional learning were better supported in schools this would build te&hers
confidence and give them the tools to use their voice and to communicate their knowledge,
experiences and learning within their immediate commuaitgdyY 2 N3 gA RSt 83X (2 @K
FYR GKS Wg2 NI BountwaterSitiEaddNMoskER(20508Such a situation

will enable teachers to better demonstrate the transformative professionalism promulgated
in much of the Scottish professional learning policy guidance and which has been shown to
be impactful on pupil outcomesThis then raises the question of hamquiry approaches

might be integrated into a more balanced professional learning provision.
6.3.8 Pathways of professional learning

2 KSy RAaOdzaaAy 3 (KS W2 LI AGvdkey(1995)statext dEhareisl INR F S & 3
no ¥ne right answeddr Wne best wayRather, there are a multitude of way| adapted to
the complex and dynamic characteristics of specific conféextsd LJWitis wiewdwashared

by all participants;however,they also shared the view that the provision of professional
learning currently available to many teachéssot suitable for their needs and contexiis.
was widely acknowledged th#ttere was a reasonable provisiondifferent forms offormal
leadaship professional learningnd whilst not wishing to see this diminishéabre wasalso

a need to enhancéormal professional learning opportunities for classroom teachdise
privileged positionof leadershipprofessional learnings perhaps becaughose in positions

of power in the systenhave themselves followed leadershipathways gained personal
benefit from suchprofessional learningand thus project this on others whalace greater
priority on pedagogical professional learninglowever, effectiveschoolleadership has also
been shown tde a significandriver forschool improvementwhichincludesimprovingthe

professional learningnd capacity of teachef8ryk et al., 20100197, but this likely requires
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agreaterfocus onsupportingschool leadersnore effectivelylead thelearning of the adults

in their schoal

Many teachers spoke about the need to collaborate with and learn from colleagues, including
through formal subject network arrangements. Some spoke passionately about the benefits
of more informal professional learning, bthat this was generally underecognised and
undervaluedas described byraut (2012) and Evans (2019) All teacherssought more
subjectspecific professional learninggeveralleaders acknowledgeds also reported by the
OECQ¥2021, p13, that CfEcurriculum developments had diminished th@e of knowledge,

and thatthe importance of subjects and therefore of subjesgecific professional learning
together withthe capacity to provide thjhad been lost frommesclevel organisations.In

their 8year study of improving mathematicsteaching Cobb et al. (2018)dentified

components of a coherergnd effectiveprogramme:

1 Professional learning
o0 Conferences and stimulus evemfizving accest® knowledgeable others
o0 Instructional coaching bsubjectpedagogical experts
0 In-schoolcollaborative timefacilitated bysubject pedagogical experts
0 Teacher network#o facilitate between school collaboration
9 Instructioral materials and assessments developed by groups of curriculum and
pedagogical experts

1  Supplementary supports for currently struggling students

This encompassethe sorts of supports identified by teachers when describing ideal
professional learningrovision and whatvas describedby a leaderas providing teachers

gAGK GKS WwWol 3 2 &ndisasitanOwittitee rép@ts K202 pad

Campbell and Harris (2028p512). Such a programmis likely to be at the transformative

SYR 2F YSyySmiade¥z LB ONMNHgy2 § | 2 2F ¢AYLISNI S«
professional learningand ould facilitate cycles ofpractitioner enquiry helping embed

enquiry as stance A programmeof this type may be most impactful during times of

significant curriculum developmenhowever,due tostaff turnover, and the needo ensure
sustainedmprovementas described by thOECH2011, p74)it could nevertheless play an

important part of the ongoing core professional learning available to teachers
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Some teachers and leaders spoke about the reeflexibleprofessional learning pathways
or loops which allowed participants taccessprofessional learning odifferent topicsto
address patrticular needsllow teachers talevelop expertise in particular specialisrasd
which might be suitable for teacher at different career stagdsor example, thee could
includeprofessional learning opedagogical content knowledge péarticular subject topics,
on more generic pedagogy such as diagnostic assessmentore generatopics such as
digital skillsor specific additional support needs, or on leadershifp enable teachers to
transfer learningas readily as possibieto classroom practicehavingprofessional learning
as closely linked to thesubject and contexas possiblavas seen as important by teachers
which is consistent witht least 50% of professional learningingsubjectspecific(Institute

of Physics, 2020b; Leonardi et al., 202Zhesedifferent professional learning pathways
might dso be combined intdarger programmesincludingmasters-level pathways which
might prove more attractive to many teachers than those available curremiyilst such
programmes mighbe seen toprovide coherent programmes there is a danger that these
coud6S I -R¥a¢0Q) az2fdziaz2y WRERyGnnd & Wholésshod K S NA
programmesmany teacherdad alreadyexperienced.To provide these pathways menu

of professional learningctivities would have to bereadily and flexibly available and
responsiveto teacher®) Yy S SeReéherscould exhibit agency inputting together a
combination of micreevents and more substantiattivitiesto meettheir requirements The
increased familiaritand use of onlingblendedand hybriddelivery, following the COVHR9

pandemiccould facilitate this flexibility antelp providegoodequity of acess

The different approach toprofessional learning exhibited by the teachersSubgroup 1

compared to Subgroup, Zeeappendix14, was largely due to them having readily available
professional learning pathways whidboth matched, but also helped to shape, their
professional learning needsTheseK I R | AA3IYATFAOFIY(d SYLKI ara z
pedagogical content knowledg&hulman, 1986, 1980y foundation, transformation and

connection knowledgéRowland, 2013 A YLIR2 NI I y i | aLISOG daseads || (St
illustrated in figurel6 on p91 It wasalso clear that teachers in Subgroup 1 Inad a greater

say and involvement isome oftheir inrschool professional learnirggtivitiesand this had

had a positive impact on theaissessment dis effectiveness.Subgroup 2 & vy Svigwsii A @S

of in-school professional learning tended to be dugtofessional learning being too distant

from their classroom contextt being cascaded to themm too little time by those who had

benefited from richer experiensbut had not necessarily been providedth the support
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necessary te¢ascadegrofessional learning to colleaguakere beinglittle or no followup, it
being made available at the wrong point in a school or curricdl@mnual cycleandthere
beingaOdzft G dzNB 2F LINRPFSaaAizyl -RXSkdgrce/ 3 6 SAyYy 3T |

Thewidely varying experience2 ¥ G S OKSNA I YR &2 YvBolebcBoblRS NB 2
professionalearning programmes illustratesdhthe succesr failure of such programmes
perhapsdepends within reasonjess on thespecificcontent and format of the programme

but more onensuring that the rationale for the programme is well explaineaderstood

and agreedby paticipants It is importantthat programmes addressimprovement areas

Ot 2as8 G2 S OKSandarebufitichtly NERiEaS allbuNdahérd tdtSilor

them to their needs together with timdéor enactment experimentationand reflection as

described byClarke and Hollingsworth (2002for initiatives tohave longterm impactand

become embeddeds habit,t is necessary to providame for practice and followup before

new initiatives are introducedA culture whereenquiryasstance is the nornis more likely

to provide the conditions where this is possible.

Chapters 5 and 6 have set out and discussed the findings of thiswsttitdgome common
themes emergingacross all three data sourceslhe final chaptedraws these together
before making some recommendations fimproving teacher professional learning in

Scotland
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Chapter 7  Conclusions andnplications

In this chaptel give an overview of the main themes which have emerged fronsttroy

before making recommendatiorend reflecting on the study as a whole.
71 Conclusions
Policy-practice misalignment

The data from all thresources now allowse to givean answer for @search question 3,
How well do actual teacher professional learning experiences align with qlibich is
arguablyat the core of this study The comparison of data from the three sources illustsate
significant misalignmentln many ways the transformative professionalism promoted at the
macralevel through policies like the GTCS professional stand@@€S, 2021a, 2021H)e
National Model ofProfessional Learnin@gducation Scotland, 2019a&spects of Curriculum

for Excellence and the empowerment agenda, matches well with the desires of the teacher
participants to focus on and improve their classroom practices, the quality of instruction, and
the outcomes of their pupils. However, muchtfire mesalevel pulls in different directions
and neither supportswell the macrolevel aims for transformativesystem change nor
Sl OKS NA tnprBvBraehsiiihe ifisUudtloral corein the microlevel. This is largely
becausescrutiny and accountality pressures, even if perceived rather than real, and
managerial conceptions of professionalism doméatite mesclevel through the influence

of policies like the sekvaluation and inspection frameworldow Good Is Our School?
together withthe Wo -8 k O jinfpiraefxationof the National Improvemenframework
Professional Review and DevelopméRRDand ProfessionalUpdate (PU) The way many

in the mesealevel readily adopted the more managerial McCormac recommendations whilst
simultaneously failing to implement the more transformative Donaldson recommendations
in the 2010sas discusseith chapter 2.3ijsa good example of the conservativism and inertia
to truly enact transformative change in the melswel despite the rhetorical language in
which much policy is couchedThe mixed messages about teacher professionalism in
national policy guidance mean that it is easy for this to be interpreted and implemented in
different ways by different actoris the meselevel,andby teactersin the microlevel, thus
allowing managerial rather than transformative conceptiongrofessionalisnto dominate

implementationof macrolevelpolicy into practice
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Despitethe aim of theNational Improvement Framewotto provide focus and colience

see chaptes2.3.2and 5.1.4thereare too manysimultaneous policy initiative@uir, 2022

p76; OECD, 202199. Ractitioners are time poofOECD, 2023125 whichlikely results

in anunhelpfulelement of ran@mness in the policieBeing addressedt any given time in
anyparticular settinghus reducing system cohence Policy misalignment within schools is
alsolikely compounded by the frequeht reported disconnect between the operation of
school improvement planning and PRD processes. This has the effect of reducing the voice
of teachers resulting in influees being dominant in the direction towards classroeand
teachesrather than from teachers to the wider system, representedh®ylargersize of the

arrowstowards the micraevelcompared to those awafyom it in figure19.
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Figurel9: A model showing the influences on the instructional core in the rdevel of the

education systemadapted fromBryk et al. (2010, pp 481)
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Too often in Scottish education there appears to be a tension between a drive towards
autonomy and local decisieamaking andthe questfor overall system coherenceHigh
performing education systereppear to be able tavoid such tensions and ttemonstrate

good alignment of policy and practicgith the macrcelevel and mesdevel supporing
effective practice in the micrevel of the classroom and the nathevel of the instructioal
core(Crehan, 2016; Oates, 2017; Schmidt & Prawat, 2008 data from the teachers and
leaders in this study indicate th#ere isinsufficient focus on improvinthe supportfrom

the mesaclevelto the microlevelandthe nanolevelinstructional or pedagogicalore and

which, in the views of manyshould be the main focus of the education system
L siaBout instruction, stupid

In their account of improvingraeducation systenBryk et al. (2010ddapted a phrase from

. At f  Jpresidghtiafbid QAR AR &1 St &2 dzii A ¢ (pdb)NBniphasigeyhat & G dzLJA
without a focus on improving thday-to-day teachingand learning practices of teachers
neither the learning outcomes of individuplpils nor the performance othe education
systemare likely to improve The influences orieachersand their working contextare
complex, however, athe coreis the instruction of learners through an interplay between
the teacher, pupils and subject matter being taught and hopefully legraeghown in figure

19. Unfortunately the current situation in Scottish education means that initiaiixerload
(Muir, 2022, p76)excessive accountability and performativity press&sapira et al., 2023,
p42), compliance culture@Bhattacharya, 2021and mixed messages and expectations about
teacher professionalism distract from such a focus despite the ihtmttions displayed by

all participants in this studyThe need for more professional learning to foeused more
directly on improving pedagogy was a strong theme common to all teachers and many
leaders interviewed. Teacher participants stated a strong desirenfoe subjectspecific
professional learning and reported that on average 46% of their professional learning is
already subjeespecfic. This supportthe callsfrom some quartergor a greater emphasis

on subjectspecificprofessional learningvhich isclosely related to the working context of

teacherg(Institute of Physics, 2020b; Leonardi et al., 2022)
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Leadership and ownership girofessional learning

¢ KS TFTANRBRG G @éncifes forefeditdPpmetbsSianBaining seetable 1on p46,

are that it should befocused on valued student outcomes arihve worthwhile content.
Both featured highly irthe views ofteachers in this studyhen discussingvorthwhile
professionalearning andoverlap withtheir desire for greater subjeedpecific professional
learningdiscussed aboveDespite thesdwo principles featuringn the design ocommon
whole-school professional learning programmeshe extremely different reactiors of
teaches to theseg together with the views expressed by some of the leaders interviewed
showtheir successnay beless about theispecificcontent andmode of deliverybut more
about how such programmes aled andfacilitated, includingwhether theyare Ynposed2 >
how they areintroduced toparticipants and how much ownershipnd voiceparticipants
havein their direction. This is likely to apply teome extent toall modes ofprofessional
learning. For sustained, transformative professional learning to becormommalised it is
essential thosdeading professional learningcognise their role as teacher educators and
have the knowledge and skills to ensure there are supportive professional learning
environments and culture¢Kraft & Papay, 2014) This requires traimg/education for

leaders of professional learning, includingcollaborative enquiry and coachiagproaches
Balance ofprofessional learning modes

To meet the diverse professional learningeds of teachersas well as delivering on wider
policy asks across the system through transformative chaadmlance of professional
learning from transmissive to transformative as describedK®nnedy (2014)s likely
required, with the modesusedtailored to the purpose of the professional learninigowever,
the data gathered fronthe teacherdn this studydemonstrates the almost complete absence
of transformative modes of professional learning as illustrated in figOreRany evidence

of enquiryas stanceas described b ochranSmithandLytle (1999)

Such a stark imbalance is consistent with the pgtigctice misalignmendliscussed above
but alsoalack of capacity of the medevel to support, facilitate and influence professional
learning appropriately Rather than being a facilitatothe mesclevel, with its frequent
promotion of manageriatonceptions ofprofessionalismcan actually become barrier to

the realisation of effective professional learning.
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implementation implementation
managerial transformative
professionalism professionalism

Figure 20: Comparison of teacher professional learning experiences with modes of

professional learning and conceptions of professionalism
Meso-level capacityand drivers

The limited capacity in the medevel to support the range of professional learning activities
desired by teachers, especially subjspecific professional learningyas mentioned by
many participants in the study. This is likely compounded by various drivers, including
scrutiny and accountability functions, absorbing available time and energy which might
otherwise be used for more productive endeavo(@ECD, 2021099, such asmproved
support for the instructional core in the mictevel and nandevel in schoolssillustrated

in figure 19

Learning ffom the participantsand literature figure 2 illustrates how various drivers in the
mesaclevel tend to promoteeither more managerial or transformative conceptions of
professionalism Due to the predominance to those driving to the left, and a lack of those
driving to the rightthe mesolevel tendscurrentlyto act as a barrier to teachers experiencing

a balance of professional learninghe influence of thélow Good Is Our Schooi®pection
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Figure 4: How drivers in thenesclevel influence professionalism and professional learning

framework(Education Scotland, 2015)e frequently reported disconnect between school
improvement planning and PRD, itself often implemented in a managerial manner, the
manner of the implementation of the National Improvement Framework as analysed in
chapter 5.1.4, and the widely reported poor use of@rvice days and collegiate time, all

resuls ina strong bias towards managerial conceptions of professionalism and the provision
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of transmissive professional learning. Transmissive modes of professional learning are of
course not necessarily a bad thing, and are appropriate for some purposes, however, their
dominance compared to more transformative modes is unlikely to resuliaimstormative
OKIFy3aS Ay SAGKSNI (S OKSNBEQ LINI Ol A OtsiaisesNJ (i K S
the question of how to encouragdriverswhich might result irmore of the collaborative
professional enquiry modes of professional learning tkenhnedyidentified as the most

transformative,see figure @n p44.
Embedding ollaborative professional enquirys stance

Although teachers in the study did not report undertaking collaborative professional enquiry,
seechapter 6.3.6its use is promoted strongly in national policy such as the GTCS professional
standards(GTCS, 2021a, 2021ahd National Model of Professional Learnifigducation
Scotland, 2019and by many of the leaders interviewed, particularly those in more senior
positions. Embedding enquiry as stanisealso likely to facilitate those other drivers directed

to the right in figure 21such as increasing teacher voice in policymakimgroving the
leadership and facilitation of professional learning, and increasing the diversity of available
professional learning pathwaydt would also likely help meet many of the desires of the
teachersinterviewed such as facilitating professional leaimhich involves collaboration

with their colleagues, a focus on the instructional core in their context, and allow for more

subjectspecific professional learning.

Theuse ofthe enquiry cycle modalescribed in figure @on p9lprovides a structte which
recognises the complexity of the process but ensures opportunities for problem
identification, professional learning inpytexperimentation, and evaluatioswre embedded
in practice The exact mode of delivergf professional learningnputs could, and arguably
should vary depending oncontext andneed and couldinclude the use ofdifferent
collaborativestrategies such as lesson study, instructional coachingteacher learning
communitieswith many of the active mechanisms identified Byms et al.(2021) and
meeting many othe principles idenfied by Timperley(2008) Within such an approach it is
necessaryfor teachers to have access to a range of professional learning -evenat
opportunities (Evans, 2019vhich, given a positive professional environmeatd culture
which promotes teacher agency, woudtboallow teachers to buildppropriate professional

learning pathways which meet their needs. These could include a mixtanéoohal and
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formal micro-eventsthrough to more extensivestructured programmes including masters
level and doctoralevel study. At all levels,riput from appropriate knowledgeable otheis
likely necessaryto help chdlenge thestatus qio andavoid the ésharing of ignorance
(Guskey 1999, p12)Thisprovidesa remit for thosewith rolesin the mesalevel, including
the facilitation ofimproved networling of colleagues in the micrlevel. Such collaborative
enquiry-based professional learnirguld then increaseteacher voicg GroundwaterSmith

& Mockler, 2010; Sachs, 2003l@s well as being transformative for both individuals and

system
Malleable modes of professional learning

In addition to encouragingollaborativeenquiry-basedprofessionalearningas described by

the modelin figure 16 on p91, progresgo agreater provision of transformative professional
learningcouldbe achieved by ensuringalleable modes of professional learnjisge figure

6 on p44 are undertaka in a manner that promotes greater transformative professionalism
and withthis greater teacher agencgnd teacher voice An examplérom my data waghe
mentoring of George to address subjectand pedagogical content knowledgieficit in a
subject with whichthe was unfamiliar Thisappeared tohavea transformative effecon his
practice as well as encouraging him to engage in additional professional learning in that

subject.

More transformativeimplementation of malleable modecouldalsobe through the support
of masteis-level courses with a strong focus on improvitigS F OKSNBE Q LISRF 32340
knowledge,and through community of practicdbased professional learnirgyuch as lesson
study, instructional coachingnd networkedlearning communitiesupported or facilitated
by thosein the mesalevelwith appropriate expertisas described bgobb et a[2018) Such
activities require good leadership and facilitatipmccess to knowledgeable otheamd
educationalresearchand, alongside other micrevents,couldform significant parts of the
professional learning pathwaymmpiled by teacherto best meet their needsAs well as
the need to prioritiseexisting time such provisionill likely require additional resourder
collaborative working, such as with peenssimilar contexts in other schooldHowever,if
embraced fully,lead teachers andhe proposed additional noncontact time provide a
mechanism to help deliver this in Scotlaf®@tottish National Party, 2021; SNCT, 2021)
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7.2 Recommendations

It can be concludedrom this study that there is some way to go for transformative
professional learning and a transformative conception of teacher professionalisbe to
embedded in the Scottish education system with the transformational impghetispromise

for both pupil outcomes and system performance. For this to become so, based on the

literature and my findings,rhakethe following recommendations
Policymakers and leaders in the maclevel and meseevel of the education system

1. National policy guidancehould be simplifiededucing the number of different
initiatives andfocusng those remaining on improving instruction in classrooms.

2. Shool staff with direct experience of teaching pupslsouldhave a much greater
input at all levels of policymaking, including at the mataeel of Scottish education
This willbetter align national priorities with teacher and pupil needs.

3. All actors in the mestevel should focugheir supporton improving instruction in
classrooms and decreasé (i-R 2J5 gefutiny and accountabilityvith instead a
greater emphasis on peand communityaccountabity.

4. More time and trainingeducation should be provided for those leading and
facilitating professional learningcludingas part of headship mastetevelcourses.
This should include a focus gmofessional enquiry and coaching approaches, to
ensure highquality professional learning is available for all teachers.

5. A significant proportion of anydditional norcontact time made available in the
future shouldbe devoted tocollaborative enquinbased professional learnimgther
than usedonlyfor preparationand marking or for administrative andgiccountability
tasks.

6. A greater proportionof professional learning, in both school collegiate time and
more individually directed timeshould be allocated towell facilitated subject
specific professional learningcluding subject networks

7. A variety of coherent formal and more informal pathways supporting professional
learning on different subject topics, different special needsd different
pedagogical strategieslrawing on expertise from within the education system and
from external sourcesshould be developed similar to the range of professional

learning in leadership already available.
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School senior leaders

1.

Improving the instructional core in classrooms should be made a greater priority and
not be compromised by processes driven by external scrutiny and accountability
agendas

School improvement planning processsisouldY I { S Y2 NB  dzad3LJ2 T
approaches allowing for a greater teacher voice in priority setting and improved
alignment with Professional Review and Developmeith the aim of buildingan
open, trusting, collaborativand supportive professional culture for all school staff

A greater proportion of collegiate and-gervice day time in schookhould be
devoted to collaborative enquirgased professional learningnd subjectspecific
professional learningvith a focus on the instructional core in classroonfdexible
scheduling arrangementshould be used to maximise the use of available tfore
collaborative enquinpbased professional learningncluding time for teachers to
embed new learning as habits in their practice

Adequate time and professional learning should be provided for those leading and

supporting the learning of colleagues in school and in netwbétaeen schools

Teachers

1. The Professional Review and Development and school improvement planning

processes should be used to ensure that the professional learning priorities of

teachers are considered and addressed appropriately.

Supporting the learning of colleagues should be considered by all as a core part of
the role of being a teacher in Scotland.

Teachers should have the courage to take opportunities wherever they are available
to demonstrate agency, to challenge cultures of compliance, to embed enquiry as

stance, and to exhibit transformative professionalism.

Thisstudyhas shown that there is significant misalignment between policy and practice as it
NBfldSa 2 GSFOKSNJ LINRPFSaaAzylft fSIFENyAy3
recommended by the®©ECD (2015, p1lhas not occurred in a mannrhich significantly

supporiss improved alignment. Ineffectiveness and inefficiencies in teacher professional

learning remain.Fullan (1991jnade this statement over thirty years ago:
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oNothing has promised so much and has been so frustratingly wasteful as the
thousands of workshops and conferences that led to no significant change in practice

when teachers returned to their classrogié 6 LJo mp U

It appears to largely apply just as well today. The whole education system needs to work
collaboratively to address this issu&his requirg a cultureshift with areconceptualization
of professional learning away from something that is predominaiiiysmissive and
providerledtowardsonewhich is more practitioneted witha greaterfocus on collaborative
enquiry-based approaches and a greatecognition of the value oinformal professional

learning activities as described Byang2019)

df the professional learning and development field is to advance meaningfully, we
need to reorder that agenda, placing informal and implicit processes in a much

higher position than they have hitherto occupéed 6 LJv n 0

For this to occuit will needto be accompanied ba redistribution of powewithin the

education system.
7.3 Contribution to knowledge

This study contributes knowledge to the field in several ways. First, it provides a snapshot of
the lived experiences of professional learnfoga group of secondary teachers from across
the north ofScotland. This includes a detailed analysis of data from a full annual cycle as well
as an analysis of the professional learning thachershave experienced through their
careers up to the point of the study. Such a snapshot of teacher professional learning is not
available elsewhere in the literaturdduch of the literature on teacher professional learning

is based on research into a particular intervention or reglizdies across the existing
literature on professional learning rather than analysirttaivteachers typically do as part of
their normal working lives.Therefore, this analysis of the lived experiences of teachers,
together with its comparison with the existing policy guidance, provides impotkas¢line
information and an insight into how policy guidance has sometimes been confounded in
practice. This study therefore should be essential readingdticymakersvishing to close

the policypractice gap wheronsidering the development of teacher professional learning

in the future.
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Second, the study includes a systematic analysis of recent national policy documents as they
relate to professional learning in Scotland. This builds on the analysis of previous documents
such as those bgennedy, Watson and their colleag{ennedy, 2007; Kennedy et al., 2012;
Watson & Fox, 2015; Watson & Michael, 201&ince the mi2010s, and following the
reportsoni S OKSNJ SRdzOlF GA2Y YR (i DoralésérNZOmand2 y RA { A
McCormac (2011garlier in the decade, there have been significant developments with the
potential to impact on how teacher professionalism and teacher professional learning
manifest themselves in practice. These include the OECD review of Curriculum for Excellence
(OECD, 2015)he development of the National Model of Professional Leargiducation
Scotland, 2019) the introduction of the National Improvement Framewo(&cottish
Government, 2016, 2021)and changes to the governance of educati¢®cottish
Government, 2017, 2019)The critical analysis in this study adds new knowledge as it not
only builds on previous analysesany ofwhich tended to focus on a single development but
considersthanks toits genre chain approach, all tmecentnational policy documents with
significant impact on teacher professional learning. Much in these midicyments, just as

the previous ones mentioned above, make references to the empowerment of schools,
headteachersand teachers and to promoting the professionalism of teachers, although as
my findings show, a managerial conception of professionalism often dominates in practice
and teachers often feel disempowered despite the rhetoric in the statements of policy. The
findings from this study also complement those in the recent reports based on extensive
reviews of Scottish educatiofCampbell & Harris, 2023; Hayward, 2023; Muir, 20aRpf

which highlight the importance of teacher professional learning and the need for a greater
teacher voice in policymaking if educational reform is to be successful. As weticly
analysing the policy documents, this study also repang analysesow this policy is being
enacted and experience@r not,in current practice.Based on this critical analysis of policy

and practiceyecommendationsare madefor consideration bythose making and enacting
policy at all levels throughout the edation system, which is particularly relevant at the time

of writing as Scotland is on the cusp of significant educational reform.

Third, during the consideration of the theoretical framework underpinning this study, the
model illustrated in figure 16 on p91 was developed. This was developed as a tool to both
describe and analyse professional learning likely to embed enquiry agsthmraws on the
conception of enquiry as stance developed GgchrarSmith and Lytle (20099nd the

concept of an experiential learning cy¢kolb, 1984and enquiry cycles as explicitly applied
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to teacher professional learnin@Korthagen & Kessels, 1999; Timperley et al., 200/He
professional learning undertaken by teachers can draw on a range of activities and modes,
and from relatively isolated micrevents(Evans, 2019%hrough to extensive programmes
(Cobb et al., 2018) However, for these stimuli to have significant impacts on outcomes,
teachers must then work through a process enabling them to enact, reflect and evaluate in a
critical, enquiring manner. Therefore, the model combines an enquiry cycle with the change
environment ofClarke and Hollingsworth (200@hich provides the ability to describe and
analyse the complexity of the professional learning processes taking place within the enquiry
cycle over a period of time. Informed Wyhulman (1986and especiallyRowland's
Knowledge Quartet (2013)at the heart of this model is professional growth in the
knowledgebase of the teacher which is focussed on improving the instructional core in
classrooms, see figure 19 @276. By integrating aspects of different models from the
literature, this model offers a more comprehensive but practical tool for understanding and
developing transformative modes of professional learning compared to thoedels
available previously. It is suitable for those researching or analysing teacher professional
learning aad professional growth and for those planning teacher professional learning,

including teachers themselves.

Finally, figure 21 on p280 and the related discussion, conclusions and recommendations
identify drivers which if driven in the appropriate directions could result in a greater
alignment of policy and practice for teacher professional learning in ScotlAschas been
shown to be the case in high performing education systé@rehan, 2016; Oates, 2017)
better alignment of policy and practice, together with a more coherent and simplified policy
landscape, will giveonsequent benefits for the outcomes for children and young people,
teachers, and the education system as a whole. The drivers ideniifiéidure 21 are
illustrated acting in the direction in which they most frequently manifest themselves in
practice. For example, an overemphasis on accountability and scrutiny, as also reported by
Shapira et al2023) tends to result in a culture of performativity and therefore to act against
the enactment of transformative conceptions of professionalism and the provision of
transformative professional learning.  Similarly, the initiative overload reported by
participants, as also reported in th&luir report (2022 p76), fragments focus and effort
reducing the likelihood of transformative professional learning being embedded in practice
as a habit. On the other hand, embedding collaborative professional enquiry as stance

(CochrarSmith & Lytle, 2009)including the use of transformative modes of professional
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learning, such as practitioner enquiry, lesson study, and instructional coa(Bilurist,

2018; Kraft et al., 2018; Sims et al., 2Q2ibts so as to enhance transformative conceptions

of professionalism. The promotion of such modes of professional learning by those leading
professional learning and the leaders with significant influence over the professional culture
in schools is likglto facilitate teacher agency and promote teacher activiPmestley et al.,
2015; Sachs, 2003) The development of trusting cultures in schools, and within the
education system more widely, will give opportunity for a stronger teacher voice in
policymaking(GroundwaterSmith & Mockler, 2010Q)although this is something that also
needs to be actively promoted at the madevel as also recommended Muir (2022 p23

and Campbelland Harris (2023 p84). At this time of potentially significant educational
reform in Scotland, figure 21 provides a simple graphic, underpinned by the analysis of data,
to help stimulate discussion of how the different drivers might be used to address the current
imbalance inthe modes of professional learning currently experienced by teachers in

Scotland and therefore help ensure more effective educational reform.
74 Limitations, generalisability and next steps

The limitations of the study are describatdchapter4.9. Althoughthis study gathered data
about professional learning journeym only twelve physics teachers from the north of
Scotlandthe leader participanthiad a more national perspective and one which extended
beyondteachingphysics. Therefore,meaningfullessons can be learned from this study
which should be able to beconsideredmore broadly at the very least across Scottish
secondary educatiobut hopefully beyongparticularlyas my @proach ofgatheiingdata on
the lived professional learningexperiences of practitioners and compag that with

statements of policyappears to beare.

There is certainly scope for more research in this ared only across wider geographies
subjectsin the secondary sectprand other sectors of educatiorhut for example,by
gathering data frondifferent actors within the same schoahd its support communityo
explore and compare the perspectives of those different levels taards the same
professional learning activitiesnd/or how policy is enactedAll fourteen of the leaders
interviewed had previously beeschoolteachersas is commonly the case for those in
leadership positions in the medevel and for many in the macrdevel of the education

system Throughouttheir interviewsleaderswere generallyunderstandingf the complexity
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of the demands placed upon teacher$here is scope for further research involving those in
educational policymaking whbiave not come through a teaching route determine
whether this influences decisiemaking regarding matters relating teachingand teachers

and might contribute to policypractice misalignment

The MSc in Teacher Education | completed immediately prior to embarking on this PhD
contributedto me authoring or ceauthoring sevenpapers and book chapters. | will now
explore publishing paperdased on this studynot only on my findings about teacher
experiences of professional learning and ff@icy-practicealignment but also on some of

the work conducted in my preparations and literature review, suchtlas history of

professional learning policy in Scotland and models of professional leamnéhgrowth.
75 Concluding remarks

As ispresumablyinevitable for someon@indertakingdoctoral study parttime over several
years the journey has takemne along a path of personal professional growthich has
certainlyextended my professional learning roadmaip p336. Although from the outset |
had a fairly clear destination in mirtdere have been some challenges along the way, such
as me determining and becoming confiderh my approach to systematidocumentary
analysis. Despite mylong experience anthsida knowledgeof the field, here have also
been someunexpected turns andsurprises,such as the teacher participafaimost
complete lack of wareness and use of national policy documentere has been some
frustrationtoo, particularly the difficulty the automatic transcription softwanad with my
own and many participan€xccents together with the jargon ladéenguage universally used
by educationalists. Nevertheless,| have enjoyed the journey and consider it to have
generated somémportant new knowledgeand understanding about thender researched
field that isinterplay between policy and practice of teacher professional learning in
Scotlangknowledge and understanding | will certainly put to good use in my continued work

in the field

As someone who has worked Scottish education, botlas a teacheland as a teacher
educator, for nearly forty years it is easy to identgyoblems in the system. Nevertheless,
Scottish educabn has many strengths, includingational policies with many positive
features but most of all a well-qualified graduate teaching workforoghich, ascomes

through inmy data wishesto do the best for the children and young peopleSafotland. As
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with any group of humans there will be variatiarithin it, but aprofessional workforcef
this type has @reatcapacityto deliverhigh-quality education and foinnovation if allowed
to work in supportivecollaborativeandtrusting environmens without overlyheavyhanded

scrutiny or micremanagement

As | write thidn the autumn of 2023we areon the cuspof signifcant educational refornin
Scotland If the sorts of reform being proposeCampbell & Harris, 2023; Hayward, 2023;
Muir, 2022; Withers, 2023re to be realisedt is essentiathat it is founded onteacherf
input andteacher professional learnin@tenhouse, 1975) It is pleasing that this is being

recognisedn report recommendations

oMy model is designed to enhance the concept of subsidiarity in practice and, at the
same time, bring learners, teachers and practitioners closer to the strategision
makingprocess. | see the model ensuring that professional learning is more directed
at and responsive to the needs of teachers and practitioners, allowing them to
collaborate more and enhance the quality of learning and teaching and the all
important relationslip they have with all learneds@Vuir, 2022 p82

GThe educatioworkforce should be viewed holistically as a systéde resources.
The recognition, and reward, for the important work undertaken, by all in the
workforce needs to be established and retibel incareer opportunities and high
quality professional learning to support highality practice as a common

entitlement for altb Campbell & Harris, 202858

OEducation staff need time to access professional learning, to collabarateo

engage with the changes being propogegHayward, 2023p94)

The data gatheredfor research question 2 provides a unique snapshbtthe lived
experience®f professional learning for a group of teachers in Scotldritbpe the findings
from all three research questiorand myconclusions and recommendatiobased on these
are timely anctan help inform themportant debateabout the future direction ofeducation

in Scotlanchs well as make a welcome addition to the literature more broadly
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Appendices
Appendix 1

The Northern Alliance Regional Improvement Collaboratiasd the Scottish
D2OSNYYSyidQa ! Nbly wdzNIf /fla3aAFAOLGAZY

The Northern Alliance Regional Improvement Collaborative (RIC) is one ddsbtlandand
isshown as white on the following map
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