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[ MAIN FINDINGS

1 Schools and teachers have enthusiastically received the Professional
Development Pilot Projects (PDPP). The participation rate achieved has
been impressive: almost a quarter of all registered teachers and two-thirds of
the schools in Wales. There is some gender imbalance: male teachers are
proportionately under-represented overall and especially on Bursaries and
Visits and Exchanges (V & E), and female teachers are under-represented on
International Visits and Exchanges (IV). Secondary school teachers are
under-represented overall, but the proportion of secondary schools with at
least one participant is higher than that of primary schools. Teachers with
21+ years of experience are under-represented amongst participants.

2 There is considerable variation in the take-up of PDPP opportunities between
local education authorities (LEAS).

3 The range of PDPP projects is comprehensive and is wide enough to
accommodate the aspirations of the vast majority of teachers and schools.
The only addition suggested by schools was a category somewhere between
a Whole School Initiative (WSI) and the Individually Initiated Activities (IIAS)
which would facilitate developments involving a group of teachers within a
school. Each of the seven projects is effective in promoting the philosophy of
Continuing Professional Development (CPD).

4 In most cases, General Teaching Council Wales (GTCW) funding enabled
professional development activities to take place which would not have taken
place otherwise. These activities reflected the priorities of individual teachers
and individual schools. Teachers appreciated the worth placed on them as
individuals and on their professionalism, and valued the opportunity to take
responsibility for their own professional development. They recognised that
GEST funding was necessary to take forward national initiatives and saw the
individually focused and controlled GTCW funding as complementary to this.

5 There was a very high rate of satisfaction with the administration of the
scheme and many tributes paid to the helpfulness and friendliness of GTCW
staff. The main concerns were over paperwork (report writing in particular)
and methods of payment.

6 Nearly all participants, their headteachers and their mentors (where
applicable) considered that the professional development activities had been
instrumental in enhancing professional effectiveness. The evidence of the
school visits and the participants’ reports confirmed this to a large extent but,
in a small minority of cases, for example in some of the IVs and Teacher
Sabbaticals, the professional development, as opposed to personal
development, was difficult to discern. In the case of WSI, those directly
involved in taking the initiative forward gained a great deal professionally, but
these gains were very diluted for the majority of staff in secondary schools.

7 The great majority of those consulted considered that the PDPP had been of
considerable benefit to schools and that they would over the medium term
contribute to the raising of standards. There was, indeed, evidence of
immediate gains in many schools, for example: better planning, clearer
progression in the work, more effective use of Information Communication
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Technology (ICT), more exciting teaching and learning materials, more varied
and interesting learning experiences and improved pupil behaviour. There
was also planning taking place that would take a little longer to bear fruit.

There were some PDPP activities which had not led, and were not likely to
lead, to any significant gain to the school. These activities were too general,
lacked focus, and had woolly objectives with a resulting lack of clarity
regarding the intended outcomes.

The activities which were most effective in facilitating positive change in
schools:

were related to a school development plan, departmental action dan or
post-inspection plan;

had been discussed thoroughly with the headteacher and colleagues who
were affected beforehand;

had clear objectives, a sharp focus and well-defined outcomes; and
were subject to detailed feedback and discussion post-activity.

The activities which were least effective in this respect were those where the
emphasis was on personal development and where the benefit to schools
was described in general, rather than specific, terms.

The Bursaries and Visits and Exchanges provided very good value for money
in terms of both enhancing the professional skills, knowledge and
understanding of the participants and of securing improvements in schools.
Most of the networks also provide good value for money. The WSI, while, in
most cases, being an effective agent for school improvement are less
effective (especially in secondary schools) in ensuring the professional
development of all teachers in the school. The majority of activities in the
other three categories bring very worthwhile benefits, but some of the
activities are poorly conceived and are of dubious worth in terms of
professional development and school improvement. These categories
together with WSI require tighter quality assurance criteria and adherence to
these criteria before it can be confidently said that they provide value for
money.

The quality of the final reports varies considerably. The best are
appropriately reflective and analytic, indicate clearly the benefits to the
teacher and to the school and specify the follow-up action that has ensued.
The least effective are sketchy or ramblingly descriptive and lacking in
analysis and reflection.

Some of the issues identified above have been addressed, to a greater or
lesser extent, within the Phase 3 Projects.
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In August 2002, the Tribal PPI Group as appointed by the General Teaching
Council for Wales (GTCW) to undertake an evaluation of the seven Phase 2
Professional Development Pilot Projects (PDPP) being offered to teachers in
Wales with funding provided by the Welsh Assembly Government.

The seven projects were the:

Professional Development Bursary (Bursaries);
Visit and Exchange Fund (V and E);

The International Visit and Exchange (IV and E);
Teacher Research Scholarship (TRS);

The Teacher Sabbaticals (TS);

The Professional Networks (PN); and

The Whole School Initiative (WSI).

The evaluation was expected to recognise that projects:

were pilots, which would be amended subject to evaluation;

would reflect the definition of CPD arrived at by GTCW i.e. that it should
support the personal and professional development of teacher.

The brief of the evaluation was to identify the following:

the impact of individually focused and controlled professional development
activity on a teacher’s professional effectiveness;

the actual or anticipated impact of participants’ involvement on their
schools, including the impact on raising standards over the short, medium
and longer term;

the relative impact and effectiveness of individually identified and
controlled professional development activity by comparison with school
and LEA controlled and funded activity, for example GEST; and

the effectiveness and value of the Council's seven PDPPs, in relation to
promotion of the philosophy of Continuing Professional Development
(CPD), take-up of funding opportunities and administration of projects.

In carrying out this brief, the evaluation team have used the following
methodological/research techniques:

a questionnaire survey of PDPP participants, headteachers/line
managers, TRS and TS mentors and PN co-ordinators;

face-to-face interviews with PDPP participants and headteachers/line
managers;

reading and analysis of the reports of PDPP participants; and
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consideration of the outcomes of other evaluations and research on the
development of CPD in the teaching profession in the UK.

Further information on each of these is provided in the paragraphs that follow.
Questionnaires were developed jointly with GTCW for circulation to:

all PDPP participants (including 2,784 teachers undertaking individual
PDPPs, 1,143 teachers involved in PN and 127 schools undertaking WSI);

463 of their headteachers and/or line managers;
88 mentors of those participants undertaking TRS and TS; and
139 PN Co-ordinators.

The response rate for these categories was 71% for PDPP participants, 42%
for headteachers/line managers, 73% for mentors and 55% for PN Co-
ordinators. Tribal PPI collated the responses and the results have been
analysed by the Project Directors.

Members of the evaluation team carried out face-to-face interviews during
visits to 113 schools (66 primary, 41 secondary, 2 special schools, | nursery
and 3 ‘other’ visits): representing 8.3% of schools from which participants
were drawn. This sample was chosen taking into account the:

age, experience, seniority, phase, specialism and gender of the
participants;

location, size, status and medium of instruction of the participants’ schools
and of WSI schools; and

nature of the PN.

These interviews were held with headteachers and/or line managers in each
of the schools visited and with PDPP patrticipants (138 bursary, 41 V and E,
211V and E, 23 TRS, 7 TS, 96 involved in PNs and 200 involved in WSI). In
order to assist consistency in interviewing the evaluation team used common
aide-memoires drawn up by the Project Directors.

Reports were read and analysed from 1,670 teachers undertaking bursaries,
378 involved in V and E, 168 participating in IV and E, 183 TRS holders and
14 teachers who undertook TS. In the case of PN, 653 reports were
considered from teachers involved in the network and 83 from PN Co-
ordinators. PPI received 331 WSI reports for analysis from 121 schools.

The evaluation team were required to use the evidence collected from the
above sources to produce interim and final reports that outlined the:

number of participants in each pilot including a statistical analysis of the
breakdown in relation to phase, location, gender, language, age, length of
service and grade of staff;



nature and quality of activities undertaken in each PDPP. This element
should include analysis and a grouping of activities;

nature, extent and sustainability of benefits that individual teachers have
gained from participating in the PDPP;

nature, extent and sustainability of benefits for the school of teachers
participating in the PDPP;

comparisons which can be made with outcomes from other means of
undertaking CPD, e.g. GEST;

strengths and weaknesses of the pilot projects (including the
administration of the projects) including references to the degree and
manner in which the administration of the projects promotes equal
opportunities issues, sustainability and social inclusion.



[2

THE PARTICIPANTS AND THEIR ACTIVITIES

21

2.2

2.3

24

25

2.6

2.7

2.8

The quantitative analysis that follows is based upon information supplied by
the Council on teachers who participated in the Phase 2 of the GTCW
Professional Pilot Projects. This chapter seeks to identify the main
characteristics of the participants and their activities and the salient issues
that arise; a detailed statistical analysis is given in Appendix 1.

The total number of applicants (3,927) in the individually initiated activities
(HA), (2,784) and the networks (1,143) far exceeds the number of applications
(1471) for the Phase 1 projects. In addition, assuming that every teacher in
the school was involved, there are an estimated 3,847 teachers from 127
schools who participated in the WSI activities. The number of teachers who
have withdrawn from the IIA and network schemes or not completed their
activity is relatively small at 228. In all, therefore, 7,774 teachers have
benefited to some extent from the Phase 2 funding. This represents almost a
quarter of the total number of teachers registered with GTCW in March 2002.

The IIA gplicants were drawn from 960 schools - approximately half the
schools in Wales. A sector analysis shows that there were applicants from
83% of secondary schools; 44% of primary schools and 48% of special
schools.

A total of 689 schools — over one-third of the total in Wales - participated in
139 networks. Again the highest percentage participation rate was from
secondary schools (69%) compared with 30% of primary schools and 32% of
special schools.

Of the 127 schools (6% of the total in Wales) involved n Whole School
Initiatives, the majority, 76, are primary schools. This compares with 43
secondary schools and 6 special schools. However, as a percentage of the
total number of schools in each category, primary schools are again under-
represented: 5% compared with 19% and 14% respectively of secondary and
special schools.

Thus, in each broad category, while primary teachers are very well
represented amongst participants, primary schools are proportionately
under-represented.

In all, teachers from 1,220 schools — 63% of the total — have participated in
Phase 2 professional development activities. This is a significantly high
proportion for a pilot scheme and, taken with the estimate of the total number
of teachers involved in paragraph 2.2 above, indicates that these
opportunities have been received enthusiastically by teachers in Wales.

Applicants by gender (See Tables 3to 5)

Of the applicants for the IlIAs, 80% were female and 20% male. The
corresponding figures for the networks were 71% and 29% respectively.
These figures compare with 73% female and 27% male teachers registered
with the GTCW. There is thus a slight proportional under-representation of
male teachers on the IlIAs. A more detailed analysis shows that this under-
representation applies largely to the Bursaries and the Visits & Exchanges;
male teachers are actually proportionately over-represented on the
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International Visits. Males are under-represented in each phase for the llAs,
and slightly under-represented in the primary and secondary sectors in the
networks; they are proportionately over-represented in the special sector, but
too much should not be read into this as the numbers involved are low.

Applicants by Phase (See Tables 6 and 7)

Secondary school teachers are under-represented amongst both the IIA and
network applicants, with 28% and 33% of the respective total applications
compared with 40% of the total on the GTCW register. An analysis by
category of activity for the former shows that the greatest under-
representation (19%) is in the V & E category followed by bursaries (27%);
for International Visits secondary teachers are slightly over-represented
(45%).

Applicants by Years Service (See Tables 8to 11)

A comparison of the number of years service of applicants with information on
the current GTCW register indicates that the proportion of lIA applicants with:

0-5 years experience reflects closely the proportion of teachers with this
length of experience in the total teacher population;

6-20 years experience exceeds the proportion of teachers with this length
of experience in the total teacher population; and

21+ years experience is well below the proportion of teachers with this
length of experience in the total teacher population.

A similar comparison for Network applicants shows a slightly different pattern.
The proportion of applicants with:

0-5 years experience is below the proportion of teachers with this length of
experience in the total teacher population;

6-20 years experience well exceeds the proportion of teachers with this
length of experience in the total teacher population; and

21+ years experience is well below the proportion of teachers with this
length of experience in the total teacher population.

Most applicants for Sabbaticals had 21-30 years experience.

A high percentage of IIA and network applicants have been in their schools
for 10 years or less (68% & 67% respectively), with most (46% & 47%
respectively) having spent 5 years or less in their current post. This may be a
reflection of the average time that teachers stay at a school. Sabbatical
applicants tend to have been at their school for a longer period of time.

Applicants by Role (See Tables 12 to 14)

An analysis of the percentage of IIA and network applicants of different status
within the participating schools shows that heads of department/curriculum
leaders have overtaken those on the standard national scale as being the
most numerous category. There is a slightly different pattern for primary and
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secondary schools, with a higher proportion of applications from senior
management in the former. This is likely to result from the fact that almost all
deputy head teachers and many head teachers in this sector are also
responsible for a class. Only a small number of supply teachers, 32 in all,
(around 1%), took advantage of the projects.

Applicants by LEA (See Tables 15 and 16)

A comparison of the percentage of teachers undertaking the IlA activities from
each LEA in Wales with the percentage of teachers from each LEA on the
GTCW register shows that teachers from Bridgend, Vale of Glamorgan,
Rhondda Cynon Taf, Merthyr Tydfil, Caerphilly and Cardiff are well
represented, and that teachers from Gwynedd, Flintshire, Pembrokeshire and
Newport are under-represented.

A similar comparison for teachers involved in networks gives Wrexham,
Swansea, Neath / Port Talbot and Newport as the well represented LEAs and
Conwy, Pembrokeshire, Bridgend, Monmouthshire and Cardiff as the under-
represented LEAS.

Pembrokeshire stands out as being well below the ‘norm’ for both IlAs and
networks. Representation from Gwynedd, Conwy and Ceredigion is also
below par, while representation from Merthyr Tydfil and Caerphilly is above
par, for both categories. For most other authorities the trend is for good
representation in one category to be counterbalanced by lower participation in
the other.

Cardiff, with 25 (20% of the total), had by far the highest number of WSis,
followed by Swansea and Vale of Glamorgan with 11 each, and Caerphilly
and Gwynedd with 9 each. The only LEA with no WSI was Pembrokeshire.

Areas of Activity (See Tables 17 and 18)

The bursaries, with 70% of the total, attracted most applicants within the ll1As,
followed by Visits and Exchanges with 16%; 7% applied for International
Visits, 6% for Teacher Research Scholarships and 0.5% for Sabbaticals.
Merthyr Tydfil, Carmarthenshire and Ceredigion are well above the norm for
International Visits; Cardiff, Swansea and Neath / Port Talbot for Teacher
Research Scholarships; and Blaenau Gwent for Visits and Exchanges.

An analysis of the areas participants chose for their activities shows that the
most popular areas for:

lIAs were ICT, English, Early Years, SEN and Management Studies;

Networks were Transition and Liaison, English, ICT, SEN and Science;
and

WSIs were Transition and Liaision; Assessment, Recording and
Reporting; English; Teaching and Learning; and Behaviour Management.

All the main subject areas are included within the 11As, with English being the
most popular. Vocational courses are under-represented.
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The evaluation pro-forma and questionnaires sought information from
participants, headteachers, line-managers network co-ordinators and
participants’ mentors on the Sabbatical and Teacher Research activities on:

the administration of the schemes;

the planning of the activities;

the benefits to participants;

the benefits to participants’ schools;

opportunities for disseminating the outcomes of the activities; and
suggestions for improvements to the schemes.

The responses to the seven schemes are very similar and few significant
differences emerge from the various sources of information. To avoid
repetition, the following account is therefore a distillation of the main findings,
which refers to individual schemes or sources only where relevant. The full
statistical analysis is given in Appendix 2.

Administration of the scheme (See Tables 1 - 3)

There are exceptionally high levels of satisfaction with the general
administration of the scheme. Over 95% reported they found the application
process easy or very easy. Very nearly all stated their application had been
processed within a reasonable timescale. Some, mostly network co-
ordinators, felt that more time to submit their application would have been
useful. A very small number (less than 5%) of those returning their pro-
formas complained of the excessive paperwork associated with the scheme
and referred specifically to the requirement to complete a report at the end of
the activity.

The planning of the activities (See Tables 4 - 11)

Just over three-quarters of the IIA respondents indicated that their decision to
undertake an activity was partly the result of a professional development
discussion or cycle. Around 95% of both IIA and network participants stated
that it was easy or very easy (in the vast majority of cases very easy) to
secure agreement and support from their headteacher. In nearly 90% of the
lIAs, headteachers testified that the objectives of the activity had been
discussed and agreed with them, a figure that should have been 100% given
that all application forms have to be signed by the headteacher.

In virtually all IIA cases, the activities were linked with one or more of the
following:

participant’s personal action plan (77% of respondents);
a school development plan (62% of respondents);

a departmental action plan (28% of respondents); and
an action plan on an aspect of school improvement.

Links with the school development plan were more frequent in primary
schools than in secondary schools and links with a departmental action plan
more prevalent in the latter.
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86% of the WSIs were related to the School Development Plan and 26% were
a follow-up to an Estyn report. Though the former figure is high, a figure
closer to 100% might have been expected.

Benefits to participants (See Table 12)

This is discussed fully in the following chapter. It is sufficient to note here that
virtually all participants, heads, co-ordinators and Teacher Research mentors
considered the activities to be effective or very effective in improving teachers’
professional skills, knowledge and understanding. A slightly higher
percentage of lIA participants (67%) than Network participants (60%) selected
‘very effective’. The highest percentage of very effective responses (77%)
was in relation to WSI, but these comparisons need to be treated with
considerable caution, as the A and network responses quoted are from
participants, while the WSI responses are from headteachers or co-
ordinators.

Benefits to schools (See Table 13 - 15)

This is also discussed fully in the following chapter.  Again, virtually all
respondees considered the activities were, or had the potential to be, effective
or very effective in improving provision and raising standards. Many
commented that it was too early to see improvements in standards.

95% of network participants and co-ordinators claimed that their activity had
been effective or very effective in strengthening collaboration between
schools and in spreading good practice, with over two-thirds regarding it as
very effective in this respect.

Opportunities to share the outcomes (See Table 16)

Around 90% of those responding to this question indicated that there either
had been, or would be, opportunities for the teacher to give feedback to staff
and colleagues and, in a few instances, also to governors. In the main,
feedback was given through whole staff meetings (largely primary schools)
departmental meetings (largely secondary schools) and INSET days. Where
the activity had been very specific in nature, feedback tended to be limited to
colleagues in the same area of expertise, for example, early years teachers
and support staff. A small number indicated the desire for wider
dissemination outside their own school.

Suggestions for improvement (See Tables 17 — 19)

As can be deduced from the above analyses, suggestions for improvements
are made in the context of very high satisfaction rates for each of the
schemes. Almost all respondees ndicated that they would recommend the
scheme to other colleagues or schools. Just under two-thirds of the WSI
schools, just over three-quarters of teachers on llAs and 89% of those
involved in networks stated that the activity would not have been undertaken
without the funding from the GTCW. (The figure for networks seems high as
one-third of the networks were in existence before GTCW funding became
available). The head teachers and teachers who said it would have taken
place anyway, usually also added that the funding enabled the activity to be
undertaken earlier or more fully than would have been possible otherwise.



3.13 The main suggestions for improvement were:

introducing a category which would enable a group of teachers within their
school to work together;

reducing further the temporary financial burdens on schools and individual
teachers through more ‘up front’ and staged payments;

giving more flexibility on how funds can be allocated, especially in
Networks and WSis, to allow virement from one financial area to the other
and for a greater proportion to be spent on the resources and materials
necessary to facilitate professional development;

making more direct payments centrally from GTCW to pay for course fees,
visiting lecturers and essential equipment;

increasing the allowance for supply teachers to £150/day;
reducing the administrative burden on Network co-ordinators in particular;

cutting down on the amount of paperwork generally by reducing the
number and length of reports and the number of evaluations; reducing the
number of interim reports for WSI to one per term; removing the
requirement for 20% of the teaching staff to write reports on WSI;
removing the requirement that all the participants of Networks should
produce reports;

providing a template for reports to make them easier to write;

aligning funding to the academic year to make it easier to fit the activities
within the school development planning cycle;

funding for some activities, in particular WSIs, Networks and TSRs, over a
longer time scale to allow sufficient time for the work to be completed
successfully (at present the activities are, in effect, largely restricted to two
terms);

funding for follow-up activities to allow for progressive reinforcement and
development of the initial activity; and

an increase in the funding for bursaries and visits and exchanges.
3.14 The consultants recognise that some of these suggestions have been

implemented in the Phase 3 Pilot Projects and that some others are
impractical.
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Nature and range of activity

The Bursaries were by far the most popular category of professional
development with 1,952 applicants in all. Details of applicants by phase and
gender are given in Appendix 1, Tables 4 and 7 respectively.

With very few exceptions, the participants’ activities were directly concerned
with their current or impending roles and responsibilities. The great majority
involved various types of self-generated, small-scale study with a view to
broadening and enhancing teachers’ understanding of subject matter,
teaching skills (including planning, classroom delivery and assessment),
and/or developing leadership and management skills at a wide range of
levels. They were undertaken by a variety of means, including:

release from the classroom for periods of up to three or four days for
personal study and research;

attendance at courses/conferences/exhibitions/centres of excellence;
meetings and working with colleagues;

visits to classes in progress in their own and other schools, including
schools in another phase; and

research or visits to develop, up-date or evaluate resources for teaching
and learning.

A number of teachers in primary schools had used the support to help
establish themselves in new roles, for example:

taking up a subject co-coordinator’s role;

extending roles and responsibilities to another Key Stage following the
amalgamation of infant/nursery and junior schools; or

transferring from mainstream teaching to dealing with pupils with SEN.
For example, a teacher in a school with falling rolls was able to spend
time working alongside teachers in the attached SEN assessment unit in
preparation for her redeployment there in the ensuing academic year.

A significant minority d the activities - about a quarter - were concerned
principally with the review or production of learning resources and/or
reviewing and revising school policies/schemes of work.

A number of teachers used the support to help them pursue post-graduate
award-bearing courses, usually working towards a master’'s degree. Support
was invariably for fees and, in most cases, travelling expenses, but not
classroom release, most of the study being done in teachers’ own time. Most
teachers were pursuing studies relating directly to current responsibilities,
though a minority were concerned with impending changes of role or possible
future career developments.
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About half the bursaries were directly linked to whole-school development
plans or key issues arising from nspections, and had been supported or
promoted by headteachers to that end. The remainder were on teachers’ own
initiative, though headteachers had invariably been supportive. About two-
thirds were connected with teachers’ responsibilities for managing or co-
ordinating aspects of the curriculum and/or pupils’ welfare.

In nearly all cases, teachers in receipt of bursaries had devoted considerable
periods of their own time, well above any arising from classroom release
provided by the Bursary, in pursuit of the objectives of the activity. In some
cases schools had provided complementary support, for example arranging
classroom cover where course fees and travelling expenses had exhausted
bursary support, or charging course fees against GEST allocations while
using bursary funding to provide supply cover.

Bursaries for individual teachers are often used to supplement or complement
ongoing WSI or Network schemes in the school.

Benefits to teachers

With few exceptions, the activities have resulted in significant enhancement
of teachers’ professional competence. A small number of activities based on
attendance at training courses were considered by the teachers to be of
limited benefit because of shortcomings in the courses themselves.

Generally participants’ skills, knowledge and understanding have been
developed, extended or updated in areas that are relevant to their current or
impending roles and areas of responsibility. The great majority have
acquired significantly greater confidence to try innovative ideas in the
classroom and evaluate their own teaching, and, where they have
management or co-ordinating responsibility, to provide leadership and
support to other teachers. An often-quoted benefit is the opportunity to reflect
on current practice away from the hustle and bustle of the classroom. Many
report that they have been re-energised and reinvigorated by the experience
and that they have been motivated by feeling valued by being funded
personally for their self-identified professional development needs.

Many teachers used their bursaries in furtherance of their roles as subject co-
ordinators (in primary schools) or heads of department in secondary schools.
The activities undertaken enabled the teachers to consolidate and often
significantly extend their range of expertise through:

monitoring work in progress;

familiarising themselves more closely with the whole-school context of
their work; and

helping other teachers to innovate and evaluate the outcomes.

Where the activity was mainly concerned with the review of schemes of work
or the preparation or review of teaching units or learning packages, the
degree to which teachers’ professional competence.was enhanced depended
on the extent to which they used the time to research a range of new ideas,
materials and learning opportunities. The professional development of
teachers who had not sought to expand their horizons, but had worked mostly
within their existing areas of competence, was limited.
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Teachers who had used he bursary to help prepare themselves for new or
changed roles gained significant professional benefit. Teachers with co-
ordinating roles already in post also benefited from the non-contact time
which the bursary enabled them to have. For the latter category of teachers to
gain maximum professional benefit, it is important that their activities go
beyond the routine monitoring for which the school itself should make
provision.

In secondary schools, some teachers used the support to extend their
competence in some defined area of subject teaching, for example:

joining the ‘TALK’ project to stimulate oral activity in the classroom;
developing the application of thinking skills and accelerated learning
techniques within units of work;

participation in a professionally-organised theatre workshop dealing
with the work of an author being studied within an A-level English
literature course; and

devising a computerised system of recording and processing science
assessments.

Bursaries had enabled a number of teachers in both phases to study for post-
graduate qualifications involving part-time study over periods ranging from a
term to three or four years. Teachers felt that the study of current issues and
teaching methods, and the encounter with fresh ideas, debated with
colleagues from other schools at an often rigorous intellectual level, had led
them to face their day-to-day problems of planning and classroom teaching
with renewed vigour and confidence. They had found assignments
undertaken within the taught units, often incorporating an element of action-
research, to be a particularly valuable means of applying theoretical and
research-based concepts to the realities of classroom teaching.

The specific examples below illustrate some of the benefits to the participants.

Example 1. Extending skills and Expertise

A teacher acting as outdoor education co-ordinator in a primary school,
which had a well-established annual weekend visit to an outdoor centre
attended by nearly all of Y6, wished to extend his competence in the
teaching of autdoor activities. To this end, he enrolled for a three-day
course at another centre leading to a leadership qualification and a
significant enhancement and broadening of his skills; the Bursary paid for
course fees, travelling and supply cover. This experience enables him to
take a far greater role in teaching the activities during the forthcoming
weekend, for example leading walks and overnight canoe expeditions on a
local canal, as well as to plan and undertake outdoor activities on the
school campus, providing pupils with some skills in advance of their centre
visit. In consequence, pupils will enjoy a richer and, where appropriate,
more demanding range of activities, showing greater motivation towards
the work and reaching higher standards.




Example 2. Extending knowledge and skills; gaining in confidence;
supporting others.

A peripatetic teacher for Learning Difficulties (part of a Learning Support
Team) attended a four-day course entitled “Brain Gym” as a result of which
the knowledge, skills and teaching resources acquired have been used
with pupils, teachers and other school staff with parents/carers involved to
reinforce the programme at home. She comments, “ Undertaking the Brain
Gym course has had an impact on my professional development in that it
has extended my own knowledge and skills for use when working with
pupils with special needs. Delivery of training on Brain Gym has increased
my confidence in speaking to various sized audiences (though not relishing
this!). Additionally, as the Learning Support Team may be working in a
more advisory role in the future, this is of an advantage for me.”

Example 3: Developing leadership role; enhancing personal and
interpersonal skills; gaining in confidence.

“The grant (Bursary) has not only assisted me in my role as co-ordinator in
the two subjects in that | have a fuller picture of what is going on in each
class, but it has also given me an insight into staff confidence in the
delivery of these subjects ... My own personal skills of listening, discussing
and advising have developed significantly. | feel more confident in
assessing the children’s work and in sharing my evaluations with other
teachers.”

Example 4: Improving knowledge and skills; developing a new role;
supporting others.

A Bursary was used in one Infant School to establish and develop a
Knowledge Management Department. This new role involved exploring and
sifting through web sites to find those which would be useful to Key Stage 1
teachers and disseminating the information b relevant year groups and
curriculum post holders. Funding provided essential non-contact time for the
teacher to go into classes and add web sites to each teacher’s ‘Favourites’
list which contained useful educational resources and interactive activities.
She states ‘It has given me the opportunity to work closely with all staff
members in the classroom, experience in delivering INSET on Knowledge
Management and has improved my own knowledge and skills involving the
Internet’.




Example 5: Extending teaching repertoire; developing ICT skills;
gaining in confidence.

One teacher attended a practical course which looked at ways in which ICT
could be used to raise standards in the teaching of Textiles. As a result of
the course the teacher is now able to use a much wider range of skills in the
classroom including using a range of CD ROMs, improved presentational
skills, PowerPoint, annotation using Word and graphics programmes to
design. On a personal note she states, ‘| have gained personally as | now
feel confident to explore the use of ICT and raise standards’.

Example 6: Updating subject skills and background knowledge; boost
to confidence.

An MFL teacher attended a course conducted entirely in French, which gave
a valuable insight into current political, educational and cultural issues in
France. The benefits to the teacher included refreshment of her listening
skills and development of speaking skills. The teacher will use the
information on the current issues in France to good effect in her sixth form
teaching. She states, ‘It has given me more confidence in preparing lessons
for the sixth form’.

Example 7: Updating subject knowledge and skills; supporting others

A teacher of biology to post-16 students used funding to attend a post-16
microbiology summer school. He reports, ‘ To teach this subject effectively |
need to:

have a good, up-to-date understanding of this rapidly developing field
of science.

be aware of current safety legislation regarding the practical work in
this area.

have the opportunity to test out practical work that could be used in
lessons.

share teaching ideas and methods with other teachers.

This activity was very effective at meeting each of the above needs and has
therefore been highly relevant’. This teacher graduated nine years ago. In
the field of biotechnology, knowledge and techniques have moved on a long
way in this time and whilst reading the scientific press is useful he feels that
the only effective way to fully appreciate the present understanding of the
subject is to hear it from those involved in the research and to have the
opportunity to discuss it with them. The course attended achieved this.
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Benefits to schools and pupils

The questionnaire returns and the interviews indicate that the vast majority of
participants and their headteachers believe that bursary funded professional
development has been instrumental in improving aspects of the schools
provision and/or pupils’ learning experiences. They acknowledge that a
correspondence with improvements in standards achieved by pupils is more
difficult to establish, especially in the short term.

Many were able to associate improvements in pupils’ response and
performance in certain fields with ongoing CPD and some schools were able
to point to evidence of improving outcomes in terms of NC assessments and
examination results, to which they considered GTCW bursaries had
contributed. At this stage, however, there is more direct evidence of
improvements in teaching and other aspects of provision than in learning. It
is a reasonable hypothesis, however, that the enhanced expertise of teachers
will, over time, result in improved pupil achievement. (Testing this hypothesis
would require a longitudinal study.)

Most teachers in receipt of bursaries had been given opportunities to share
their expertise with colleagues. In primary schools, this frequently took the
form of leadership of ‘twilight’ or training-day training sessions, or the review
of schemes of work. However, few schools appear to provide regular
opportunities for teachers to monitor work in other classes or work with
colleagues to implement innovation and this sometimes inhibits the
achievement of all the potential benefits for other staff. A minority of teachers
felt, for a variety of reasons, that they had not been able to do all they would
have wished in applying their enhanced professional skills to the benefit of
the school as a whole.

The following benefits can be attributed to bursary funded professional
development:

improvements in pupils’ learning experiences and pupils’ responses in
specific subjects or aspects;

improved continuity and progression in specific subjects, especially in
primary schools;

greater understanding between primary and secondary schools;

improved and more varied teaching strategies including greater and more
effective use of ICT;

enhanced collection of resources and teaching/learning materials;
improved teacher morale and more effective teamwork;
improved links with parents and the community; and

enhanced extra-curricular activities.



4.21 The examples below illustrate some of these benefits.

Example 8: Improved and more varied teaching; improvement in
pupils’ learning experiences.

A secondary teacher of Mathematics to pupils in Key Stage 3 and 4 plus ‘A’
level classes attended an INSET on teaching and learning styles. She
realised that for all pupils in a class to learn effectively variety is not just
desirable but necessary. She wished to develop resources that take into
account auditory, visual and kinaesthetic learning for the algebra,
percentages and area topics in Year 8 to be used with middle/lower-middle
ability pupils. Her aim was increased learning and greater pupil enjoyment
of mathematics. She evaluated the materials by asking her four colleagues
to complete questionnaires on the response of pupils in their classes. She
concludes ------ “this work has benefited most of the pupils in Year 8, as over
70% were in classes that used the resources. The grant enabled me to
spend time researching more active learning techniques and | am now
looking at creating active learning resources to use in Key Stage 4.”

Example 9: Improved resources; improved pupil response; effective
teamwork; involvement of parents.

The Early Years Department of a primary school used Bursary funding to
start a Storysack initiative in the Reception Class. Nursery nurses and
teacher worked together supported by parents to exchange ideas, select
appropriate books and other items and purchase materials. As a result the
children have responded with enthusiasm, parents contribute willingly, there
has been increased dialogue between parents and teacher and enhanced
teamwork in the Early Years unit. Children talk about the books showing
increased confidence in expressing opinions and making choices and the
school has a lasting resource and is considering expanding this provision to
Nursery and Year 1.

Example 10: Improved morale: effective teamwork.

A junior school in South Wales was to amalgamate with its sister
infant/nursery school. The two schools operated in three buildings on the
same site but, prior to amalgamation, practice in each of the schools was
different. All teachers in both schools, including those about to retire,
received a bursary. Policies, schemes of work, resources were reviewed
and changes made as necessary to provide appropriate documentation for
the new amalgamated primary school. The participants formed an overview
of their subject, gained knowledge of a different Key Stage, forged good
relationships with their new colleagues and identified priorities to be
addressed by the new primary school. The initiative gave the teachers
ownership of and active involvement in making the amalgamation a positive
experience for all concerned.
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Example 11: Enhanced extra-curricular activities.

Two teachers at a primary school were keen to add drama to the range of
extra-curricular activities at their school which aims to develop the ambition
of all children whatever their interest or ability. They used Bursary funding to
attend a course which provided practical information, handouts and
catalogues relating to setting up a drama group and performance. Drama
was seen as opening up opportunity in the media previously regarded by the
children as beyond their reach. The initiative “.... is a huge confidence and
self esteem boost for the children. It is wonderful to see different children on
stage. The aspiration of all the children to take pride in their group and loss
of shyness is proving an asset to them. It is not only a good chance to
continue our developing links with the community by accessing them as
volunteers for helping with costume and sets but also as an audience.”

Example 12: Improved Primary/secondary links

The bursary holder held meetings with ‘feeder school headteachers to
ascertain their views and investigate what the comprehensive school could
do to build on the work undertaken in Years 5 and 6. A booklet was then
devised for pupils to ‘find out’” about them and to give them an opportunity to
provide two pieces of work each in English, Science and Mathematics and a
brief assessment of simple Welsh phrases and questions. These booklets
were then read by the KS2-KS3 tutor and relevant work/information passed
on to departments and included in pupil portfolios. At the end of the first
week in secondary school, pupils were asked to comment on their initial
impressions, difficulties and surprises. This will be used in future to inform
the preparation for transition of pupils in the current Year 6. Visits of primary
school teachers to the secondary school and vice versa were encouraged
and schemes of work were examined in depth.

Strengths and weaknesses

It must be stressed that in what follows the strengths far outweigh the
weaknesses and that the weaknesses are not major concerns but areas
which require some further thought to maximise the CPD element. There is no
doubt, that in terms of the professional development of teachers and the
benefits that accrue to schools, bursaries provide very good value for money.

Strengths:

recognition inherent in the very making of an award that teachers need to
grow and develop as professionals and that activities to that end are
important;

the facility for teachers to identify their own priorities for CPD;



being freed from day-to-day pressures of life in school, if only for a short
time;

the opportunity to refresh, broaden and sustain professional expertise and
to take a long-term view of the benefits arising - activities that help to
make better teachers and are not just concerned with responding to
immediate needs;

ability to give in-depth thought to reviews of schemes, policies and
resources, and to research alternatives more widely, both within and
outside the school,

the commitment shown by the vast majority of teachers to see the task
through, usually including a great deal of personal time over and above
any release from the classroom;

generally good awareness among teachers of the existence of the
scheme - receipt of materials at home appreciated; many headteachers
promoted the scheme with staff;, ease and user-friendliness of the
application process.

Weaknesses:

the CPD element is sometimes not clearly enough defined, for example,
in reviewing and revising policies and schemes of work.

where bursary-supported activities relate to an existing area of interest,
the extra dimension that the support enables is not always sufficiently
clear;

insufficient follow-up in some schools to harness a teacher’'s new found
expertise; in primary schools this is often linked to shortcomings in the
expectations of, and support for, the role of co-ordinators;

the dan