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The Research Methodology and Methods

Introduction

This research is an evaluation of the impact of CPD in higher education on teachers and their institutions and an analysis the conditions, which lead to that impact. The purpose of this section of the account is to define the kind of enquiry that is being pursued and locate the work within in a research tradition so that we may understand the nature of the knowledge being created in this enterprise. 

This is achieved by discussion in four sections. First, the purpose of this research is discussed. Second, there follows a discussion on the nature and implications of following the interpretative and naturalistic tradition, in this research. Third, the question of conducting what is essentially and evaluation is considered in relation to that tradition. Lastly, there is an outline of the specific data collection and analysis methods used in this research.

Planning and conducting the research presented several difficulties, which have constrained the options, open to the research. Planning research when delivery is uncertain is not easy. The full MA programme of credit accumulation can take any individual up to six years. Modules need to recruit students before they are delivered and this hinders detailed advanced planning. In meeting specific needs of individuals or schools, the exact nature of the programmes and planned outcomes can vary within reason. Specifically, opportunities for developing programmes that might maximise impact are often negotiated rather than completely pre-planned. The participants on such programmes are busy professionals and have limited time for participation in research. As we have seen before precise measurement of outcomes, particularly on student learning is difficult and may take some years to manifest itself (see page 49). However, lessons learned from the study have necessarily been used during the study, thus the nature of the programme being studied has changed during and as a result of the research.

These problems have steered the research towards a particular style and purpose which is outlined below.

1. A definition and purpose of research and this study.

Mortimore argues that, ‘The first major task of research is to conceptualise, observe and systematically record events and processes to do with learning. The second task is to analyse such observations in order to describe accurately their conditions, contexts and implications.... (Mortimore 1999). Bassey (Research Intelligence 35) uses Stenhouse’s definition that: -

Research entails systematic, critical and self-critical enquiry, which aims to contribute to the advancement of knowledge.  (Stenhouse cited by Bassey RI35 Summer XX:35)

In this research the spirit of enquiry has been stimulated by a genuine interest. However, it would have been easy to have made research into the impact and conditions for impact to have formed the basis for a campaign to establish the importance of the University CPD programmes. A number of steps were taken to avoid this including the use of a team of interviewers, not necessarily associated with the Universities views; the development of interim reports on data; and the verification of the descriptive validity of the accounts via practitioners and other professionals. Partly, the genuineness of the enquiry may be established by the enthusiasm by which the account is self critical of its research and data analysis methods. The account seeks to be self critical about practice and also seeks to change to improve it. 

The mission has been to be critical of the knowledge and practice of CPD both in higher education and beyond. This spirit of ‘criticality’ (following Barnett 1990, 1997,2000) is indeed part of the analysis of the role of higher education. The section on the methods we have adopted outlines the systematic approach to data collection.

Yet perhaps this is too defensive a position. Clearly, the research is essentially value laden and political in the sense of studying impact of a system one works within. This makes it no less worthy as research according to Denzin and Lincoln so long as the researcher can ‘make explicit the ‘moral and political commitments in their own contingent work’ (Carey 1989 cited by Denzin and Lincoln 2000:8). Indeed, later we shall show how undertaking this research in a naturalistic and interpretative tradition supports this kind of evaluative research.

2. A systematic naturalistic and interpretative multiple case study evaluation.

The research sits within a tradition of research variously described as ‘interpretative’ (Denzin and Lincoln 2000), ‘naturalistic’ (Robson 1993) , ‘qualitative’ (Patton 1990) or ‘anti positivist’ (Cohen and Manion 1994, 2000). Yet the work also has the characteristics of a case study (Stake in Denzin and Lincoln 2000) and an illuminative evaluation (Parlett and Hamilton 1972).

No apology is made for the apparent ecumenicalism of this approach since Punch 1998 cites Denzin and Lincoln (1994:ix) with:

"It did not take us long to discover that the 'field' of qualitative research is far from a unified set of principles promulgated by networked groups of scholars. In fact, we have discovered that the field of quantitative research is defined primarily by a series of essential tensions, contradictions and hesitations. These tensions work back and forth among competing definitions and conceptions of the field.

He goes on to say that,

"Qualitative research methods are a complex, changing and contested field- a site of multiple methodologies and research practices. 'Qualitative Research' therefore is not a single entity, but an umbrella term which encompasses enormous variety." (Punch 1998:139)

Atkinson, Delamont, and Hammersley outline seven “Traditions” of Qualitative Research including, Symbolic Interactionism, Anthropology, Sociolinguistics, Ethnomethodology, Illuminative, Democratic and Other Forms of Evaluation, Neo-Marxist Ethnography and Feminists Research (In Hammersley 1993.)

Denzin and Lincoln (2000) explain the diversity of this tradition with the statement that,

‘A complex interconnected family of terms, concepts, and assumptions surround the term qualitative research. These include the traditions associated with foundationalism, positivism, postfoundationalism, postpositivism, poststructuralism, and the many qualitative research perspectives, and/or methods, connected to cultural and interpretative studies... There are separate and detailed literatures on the many methods and approached that fall under this category of qualitative resort, such as case studies, politics and ethics, participatory enquiry, interviewing, participant observation, visual methods, and interpretative analysis.

(Denzin and Lincoln 2000:1).

Denzin and Lincoln (2000) take a historical view, which focuses upon epistemological and ontological differences in emphasis in what they call ‘seven moments’. They say that, ‘Qualitative research means something different in each of these moments’. Denzin and Lincoln. 2000:3). Their account moves from the traditional and modernist periods (1900-1950 and 1950-1970 respectively), to a period of ‘blurred genres’ (1970-1986) and a crises of representation (1986-1990). This period led to a ‘Post-modern’ period (1990-95) and a ‘Post experimental’ period 1995-2000, and ultimately to the current period, which they label ‘The future’.

These ‘moments’, for Denzin and Lincoln (2000) represent different responses to, among others things, key philosophical issues concerning the nature of knowledge and its creation, the nature of reality, and objectivity and subjectivity. Much of this, they see as an attempt to break free of positivism and develop a new, yet equally defensible research methodology,

The positivist and postpositivist traditions linger like long shadows over the qualitative research project (Denzin and Lincoln 2000: 9) 

In support of this idea they use the example of Strauss and Corbin’s grounded theory work, which they say uses the canons of positivism and postpositivism (2000:9). (This idea is followed up later in the argument for rejecting quantitative analysis techniques on page 146)

Avoiding a perceived nihilism and extreme relativist position of the postmodern moment has been a recent trend, they argue. According to Greenwood and Levin (in Denzin and Lincoln 2001) there has been a renewed interest in research which leads to action or ‘Action research’ to create ‘valid knowledge, theoretical development and social improvements’ (p87). The concern of researchers in this tradition has been on building equity, democracy, freedom and community. 

In passing, it is germane to mention that Greenwood and Levine focus their account under the title restructuring the ‘Relationship between Universities and Society’. They call for critical enquiry and action being led by the Universities in the tradition of Humboldt (1767-1835). Similarly, Kinchloe and McLaren (in Denzin and Lincoln 2001) call for ‘empowering individuals to struggle for a better world’. They quote Horkheimer (1972) saying ‘critical theory and research are never satisfied with merely increasing knowledge’ (in Denzin and Lincoln 2000:291). These accounts therefore have parallels in the work of Barnett (discussed on page 92) and reflect a central theme of this work in terms of building ‘criticality’ for school improvement.

Naturalistic and Interpretative Research

Punch (1998) lists the characteristics of  ‘qualitative research’ as working with ‘case studies’ and within ‘bounded systems’. This reflects a concern for what he calls ‘the unit of analysis’ and the preservation of ‘wholeness, unity and integrity’ of the data. Multiple sources of data collection are used. This form of research, for Punch, leads to generalisation being made through conceptualisation and by developing propositions. These points are developed later, particularly in regard to the notion of ‘the case’.

Denzin and Lincoln describe interpretative research as, capturing the individual's point of view, examining the constraints of everyday life, and securing rich descriptions. They argue that ‘The qualitative researcher may take on many and gendered images’ and use the terms ‘bricoleur’ and ‘quiltmaker’ to describe the naturalistic researcher (Denzin and Lincoln 2001)

This roughly describes and defines the research here. Clearly, this is a case study of one University, albeit in parts, an illustration or comparison with others. The system is bounded, although this seems fairly loose, and the unit of analysis, the University programme is a large one. However, no additional benefit would be gained by involving more than one university programme, since the nature of the APU programme is in itself a key defining factor. 

An attempt has been made to retain the wholeness of the data by concentrating on the stories of individuals attending APU and collecting a variety of pertinent data, including that derived from interviews, their work and interviews with stakeholders. 

Robson (1993) summarising the work of Lincoln and Guba (1985) outlines 14 characteristics of ‘naturalistic enquiry. These are shown in table XX, which illustrates how this research fits within that tradition.

Table XX Characteristics of this research in relation to Robson’s Criteria for Qualitative Research

Robson Characteristic
Characteristic of This Research

In a natural setting
The setting of programmes centred upon APU. Wherever possible cohorts of students in natural groups are retained as ‘case studies within the case study’. (See page 135)

The use of the Human instrument
The enquirers and the teacher /students are the primary data gatherers and sources. Semi structured interviews and observation are used. Values and perceptions are a central focus. (See page 119)

Use of tacit knowledge
The feelings and perceptions of teachers are central to the research.

Use of Qualitative methods
The data collected is through semi-structured interviews concerning the perceptions and meaning of the participants. Observation and documentary analysis support the data collection.(See page 135)

Purposive sampling.
The students who were selected to be interviewed were chosen because they were on modules, which were typical of the programmes the institution was trying to develop.(See page 135)

Inductive data analysis
The analytical framework emerged from the first data collection and was tested and developed through progressive focusing.(See page 147)

Grounded theory
The theoretical notions largely developed from the data. (See page 147)

Emergent design
The research design developed over the period of the research, taking opportunities to study new contexts and using progressive focusing on key ideas that emerged from the data. (Page 147)

Negotiated outcomes
Wherever possible the outcomes of the research were discussed and verified by the participants.

Case study reporting.
Where possible, each cohort/module has been reported as a ‘case study’ within the case study of APU programmes. (see page XX)

Ideograph interpretation
The data has been interpreted and reported at the level of the sub case (i.e. module/cohort). Overall the reporting is about the case of key APU modules. Findings are therefore limited to what is possible in the best of circumstances. No claims are made as to the overall impact of HE programmes elsewhere. 

Tentative application (generalisation)
The research seeks to find some lessons concerning the impact of programmes under certain conditions found at APU. It is envisaged that these lessons can be related to by other institutions, in similar circumstances striving to maximise ‘impact’.

Focus-determined boundaries
The research is bounded by the focus on the impact of APU programmes and sub sets are bounded by the cohort/module. These are presented as case studies within the case study.

Special criteria for trustworthiness (equivalent to reliability, validity and objectivity)
The trustworthiness of the report is based upon:

The quality of the systematic data collection and analysis,

The use of triangulation between interviews and student products.

The process of reporting back to participants to assess ecological and face validity,

The experience and skill of the researcher. (See page xx)

Adapted from Robson’s (1993: 61) adaptation of Lincoln and Guba 1985: 39-45

Anti Positivism

The research rejects the notion of positivism in this case. Positivism implies control over variables. Punch argues that the quantitative researcher uses terms such as “Variables”, “Factors which affect”, and “correlates”. Positivist research seeks a high degree of predictability and a search for general laws. (Cohen and Manion 1994). 

However, we prefer not to use the negative term anti positivism, since this form of research stands as a form in its own right in its relationship to the kind of knowledge it creates and its judgements about what is true. Huber (1995 cited by Denzin and Lincoln 2000) calls for alternative methods of evaluating research within this tradition and includes verisimilitude, emotionality, personal responsibility, an ethic of caring, political praxis, using multivoiced texts and engaging in dialogues with subjects.

The qualitative researcher, according to Punch (1998) uses the terms “discover”, “seek to understand”, “explore a process” and “describe the experiences”.

This work is securely in this category of research. We seek to discover and illuminate the perceptions of the impact of HE programmes on teachers and their institutions and to understand some of the main factors that may lead to these outcomes. We seek to explore ‘variables’ in terms of the conditions that affect ‘impact’. The perceptions revealed by the participants are the focus of the research, in all their complexity, layering and contradictions. In exploring ‘impact’ we seek to explore the values and attitudes of teachers towards the CPD in higher education.

Pre-structuring or Grounding the Data

For Punch, the design of research becomes a debate about using prespecified research questions versus unfolding questions as the research develops; Tightly structured design versus loosely structured design; and, prestructured data versus data not pre-structured;

The qualitative researcher, according to Punch prefers and works in a context where unfolding and loosely designed research is carried out, which deals with data which is revealed. He supports this by reference to Huberman with:

"The conventional image of field research is one that keeps pre-structured designs to a minimum. Many social anthropologists and social phenomenologists consider social processes to be too complex, too relative, too elusive, or too exotic to be approached with explicit conceptual frames or standard instruments. They prefer a more loosely structured, emergent, inductively 'grounded' approach to gathering data: the conceptual framework should emerge from the field in the course of the study; the important questions will become clear only gradually; meaningful settings and actors cannot be selected prior to fieldwork; instruments, if any, should be derived from the properties of the setting and its actors' views of them  (1994:17) (Punch (p23) Citing Miles and Huberman 1994: 16)

While the description of the approach taken by this research matches the revealing and unfolding nature of the quest, some of Punch’s ideas here are simplistic. Even if it were possible, the view that conceptual frames will not affect the structuring of knowledge created by research is simplistic since the very essence of a participant observer is participation, and we cannot avoid using prior knowledge. Hence this research began by exploring the conceptual frameworks that have already been constructed. Yet there has been a large degree of building of frameworks, made easier perhaps by the fact that few solid frameworks dealing with the impact and conditions in higher education programmes already exist. (This was discussed earlier) Through progressive focusing and systematic analyse the conceptual framework for types of impact and conditions has been developed. Clearly though, in the case of conditions that lead to impact, there has been considerable influence of prior conceptual frameworks.

Values in Research

Despite his ecumenical view, Punch argues that values plays a significant part in research, and they need to be exposed and taken into account,

"At this point, at a minimum, we should admit that values do play a significant part in inquiry, to do our best in each case to expose and explicate them... and finally, to take them into account to whatever extent we can. Such a course is infinitely to be preferred to continuing self-delusion that methodology can and does protect one from their unwelcome incursions (Punch citing Lincoln and Guba 1985:186)

This is surprising since the positivist tradition must hold onto the view that the universal law is value free

The Research as Case Study 

The research has been described as a case study of one the MA programme for teachers in one institution. (see page 7). Stake argues that,

The case is a ‘bounded system’. In the social sciences and human services, the case has working parts; it is purposive; it often has a self. It is an integrated system....the child, the hospital as case, the agency as case. Functional or dysfunctional, rational or irrational, the case is a system. (Stake in Denzin and Lincoln 2000:436)

Adelman, Jenkins and Kemmis, raise doubts about boundedness with,

.it is not possible to treat an innovative programme as a bounded system isolated from its host institution. In short the boundaries are no longer given: they have become problematic. Adelman, G, Jenkins, D and Kemmis, In Bell, J, Bush, T, Fox, A, Goodey, Goulding, S (1984:95)

Goode and Hatt (1952) observe that is not easy to say where the case ends yet argue that ‘boundedness and behaviour pattern are useful concepts (Stake in Denzin and Lincoln 2000:436). In this research that looks at ‘conditions’ that may lead to impact, it would seem obvious that some of the conditions may well operate at a national or system level. Equally within the case of programmes at APU, there are discrete sub cases, of specific modules, delivered to specific cohorts, and occasionally based within specific schools. In these sub cases, within the larger case of APU programmes, there could well be major differences in impact and conditions.

This phenomenon is not unknown in the research literature. Stenhouse (in Burgess 1984) tackles the problem of ‘multi-site case study based upon condensed fieldwork’ (1984:214). 

Ruddock explains that,

‘As I understand the term case study is an interpretative presentation and discussion of the case, resting upon the evidence gathered during fieldwork. It is constructed at the culmination of a period of fieldwork and is a public presentation of the case. It is a subjective statement, which the author is prepared to defend. I was not ready to produce case studies of each dissemination event; I was more concerned to produce such a study of the dissemination programme overall. What I needed was a theoretically parsimonious condensation (Stenhouse 1978) of the data I collected around each event- a case record (without some condensation, the accumulation of the data over time could be overwhelming and physically unmanageable). The case record then, was a cautiously edited selection of the full data available, the selection depending on the fieldworkers judgement as to what was likely to be of interest an value as evidence. (Ruddock 1984: 202)

Hence, for Ruddock and Stenhouse, the sub cases become ‘case records’, yet they are not full records of the data but edited selective accounts. Ruddock explains that,

‘Stenhouse was uneasy with case studies that offer no evidence other than that cited by the writer in support of his interpretation: as a reader he had no means of judging the reasonableness of the interpretation except in terms of his own experience.’ (Ruddock 1984: 207)

However, Reid (1978:29) argues against producing ‘copious recorded data’

‘Not only is the possibility of reinterpretation not really on, since the researcher always has more knowledge than can be committed to paper, but it begs the question as to why the author should have bothered to present an interpretation at all if it not superior to another, or if the whole job can be done by any reader from the limited data presented. In any case, research has never been only about the collection of data and it is always about interpretation, presentation and communication.’ (in Ruddock 1984: 208)

It might be argued that calling edited interpretations case records and collections of records ‘case studies’ is little more than semantics. Stake refers ‘cases within cases’ (Stake in Denzin 2000:447) and gives the example of selecting schools and individual homes to research computer use. He also says,

‘a researcher may examine a number of cases in order to investigate a phenomenon, population or general condition. I call this collective case study. It is instrumental study extended to several cases. Individual cases in the collection may or may not be known in advance to manifest some common characteristic. They may be similar or dissimilar, redundancy and variety are important. They are chosen because it is believed that understanding them will lead to better understanding, perhaps better theorising, about a still larger collection of cases. (Stake in Denzin and Lincoln 2000:437)

Hence, in the collective case study of APU programme, there are selected several case study accounts of individuals (using case here in the sense used in medicine or law), as well as several case studies of modules run with cohorts in specific locations (schools and LEAs) and under specific conditions. This was planned to reveal both differences and similarities in impact and conditions.

The qualities of case study research are outlined by Punch (1998) and Bassey (1999) and their main qualities are shown in table xx

Table XX Bassey's Conceptualisation of Case Study in Relation to this Research

Bassey’s Conceptualisation
Response from this research

Bounded by space and time
The research is bounded by APU programmes 1998-00. Differences between module cohorts have been retained as cases in space and time (see page 140)



Interesting aspects of educational activity, institution or system
APU credit bearing programmes in the Education sector

Mainly in its natural context, with respect for persons.
The natural context of semi-structured interviews within school settings. Anonymity for participants ensured. Feedback to check trustworthiness. (See page 145)

Informs judgements of policy makers
Informing direction of CPD in HE at APU and possibly beyond.

Explores significant features

Creates plausible interpretations

Trustworthy

Worthwhile argument

Relates to relevant research

Conveyed convincingly

Provides an audit trail to validate or challenge arguments.
These criteria met by the quality of the thesis. These are also the characteristics of naturalistic enquiry (see page xx)

Huberman and Miles (1994) suggest that ‘cases are expected to represent some population of cases’ (cited by Stake in Denzin and Lincoln 2000:447), a view supported by Adelman, Jenkins and Kemmis (in Bell et al 1984:94). Stake says that in the selection of cases ‘the primary criterion should be opportunity to learn (Stake in Denzin and Lincoln 2000:447). 

In this research, individual cases represent individuals on APU and HEI programmes. School/LEA programme cases represent school and LEA cases within APU programmes and HEI programmes. The collective case study of APU programmes as a whole represents HEI programmes, and particularly those that are similar. The opportunity to learn from the individual cases outlined and the cohort cases

The advancement of knowledge. 

The research meets Bassey’s criteria of advancing knowledge through explore existing knowledge in the literature review and to produce a different perspective through the collection of empirical data. Indeed, little has been written about the impact of CPD programmes in higher education since, as it was shown in part one rather more concern has been spent on school based and practice based professional development in the recent past (see pages 40-49). Hence a major goal of this research is to develop knowledge of the impact of CPD when it is associated with master’s criteria on MA programmes.

According to Punch (1998) the functions of all empirical research are description,explanation, theory verification, and theory generation (Punch 1998:28)

Punch describes research as “empirical”, defining this as looking at that which is    “Observable”- collecting “real world evidence” in the form of “information” or “data”. He then outlines “the function of science is to develop explanations in the form of universal laws”(Punch 1998 p28).

In this, Punch becomes rather too positivist and follows a more scientific route (see page xx). This research will not establish ‘universal laws’, since we are dealing with a hugely subjective and socially constructed set of perceptions of teachers on the impact and conditions that lead to that impact in this work. However, the research does seek to describe and explain, the theoretical concepts that exist in this area, and there are few fully worked theories which may be verified by this research. The research does seek to theorise and hence, partake in some ‘theory generation’. However the research recognises the tentativeness of this pursuit within a changing socially constructed world.

The nature of truth and reality in this research.

It has already been shown, in the work of Lincon and Guba (cited by Robson 1993) and Bassey (1999) on page XX, that this form of naturalistic research uses different criteria for truthfulness in portaryaying reality. Reality is found in  the stories told by the teachers who have given us accounts of the impact of their studies and the conditions that led to that impact. Clearly much of this is socially constructed ‘truth’. Yet we accept that if the actors say that is the way it is then it is. More particularly we realise that these are the stories told by those who engage in programmes of higher education (as opposed from those who do not). The research is no less valid however, if we seek to illuminate those stories.

Trustworthiness, objectivity, reliability and validity of the knowledge

Much of the discussion concerning the choice of research methodology rests upon the debate about objectivity. For the researcher, particularly those working in a scientific tradition, the goal is to discover a set of universal laws or truths that will enable us to predict behaviour. As Eisner suggests,

“Objectivity is one of the most cherished ideals of the educational research community.” (Eisner 1993 p49)

In defining objectivity, Eisner considers a variety of different views including ‘to diminish or eliminate bias’, to be ‘fair’ or open to all sides of the argument, to reference to ‘the method’ or procedure for acquiring information, and ‘to see things how they are’. He argues that,

“We want to be objective in our views, objective in our methods, and above all have objective knowledge. To use the vernacular, we want to see and to tell it like it is.” (Eisner in Hammersley 1994:49)

Eisner refers to Newell’s classification (Newell 1986 cited in Eisner in Hammersley 1994) for ‘ontological objectivity’ and ‘procedural objectivity’.

He categorises ontological objectivity as:-

seeing things the way they are

perceiving them as they are

understanding them as they are

not using fantasy, ideology, or desire but what is really there.

Representation as is really there

Being a mirror to nature (following Rorty 1979 cited in Eisner in Hammersley 1994:50)

The difference between knowledge and belief
While Eisner’s definitions are sound they raise important concerns about whether research can be as objective as some researchers believe, particularly in education. Indeed, Eisner raises these issues with,

“I hope to pursuade readers that ontological objectivity cannot, in principle, provide what we hope for, and procedural objectivity offers less than we think..” (Eisner in Hammersley 1994:50)

He then lists five objections:

1. Practical problems: e.g. the tendency to study only that which can be measured.

This objection relates well to this study. It is very difficult to research the impact of CPD in HE and there is considerable pressure to study what can be measured, or to look at the research as opting for what is easy practically to achieve and to retain ontological objectivity. I wonder if it couldn’t be possible to loosen the requirement for objectivity slightly to reveal some new truths or possibilities. I would see this as being through a naturalistic, interpretative approach rather than through a scientific one. However, this raises issues about how far and under what conditions can I bend the rules for objectivity.

2. The circular argument

Eisner argues that, here is no measure of how our views match with reality except through using research. The argument is circular with the researcher saying,

E.g.

What is it like?
I will research it?

Is it really like this?

I don’t know,
I will research it?

Is it really like this?

In this research we seek to answer the question what is the impact of CPD in HE and what conditions lead to that impact. Our only test for ontological validity is does it broadly fit with what we know already, to reverse Eisner’s circle. Our justification for this is surely only that the participants will see it as a report of what they understand to be true.

3. The false assumption that it is true if we can control events. 

Eisner argues that,

“Some argue that a true view of events allows us to predict or control events. When we are able to do this, our view of reality may be said to correspond with reality itself. But our ability to predict or control events does not entitle us to conclude that the views we hold about the world correspond to the world as it really is.”” (Eisner in Hammersley 1994:51)

and he quotes Popper’s (1959) view that:

“we can never verify a truth of a claim we can only refute it, and even refutation cannot be certain.” (Eisner in Hammersley 1994:52)

4. Perception and Perceptual Frameworks

Eisner refers to Kant, and concludes that all research is framed by perception and perceptual frameworks. He argues, as Kant has done that, “percepts without frameworks are empty, and frameworks without percepts are blind.” Hence, the constructions revealed by research necessarily influence us through socialisation, education and human discourse. As Eisner says, “An empty mind sees nothing” .” (Eisner in Hammersley 1994:52).

5. Limitations inherent in representation

Eisner uses the argument that all representation involves the use of symbols, in for instance language, writing, and art. He argues that “The medium is part of the message”  (Eisner in Hammersley 1994:52)

This is a strong objection for the claims for ontological objectivity made by positivist and post positivist researchers. This research, following the naturalistic tradition, will use different rules for trustworthiness, reliability and objectivity. This includes that the research can be seen to be the accounts broadly told by the participants by the participants themselves. Details of how this is achieved appear on page 147
Limitations for Procedural Objectivity

Eisner argues that even procedural objectivity leaves some doubts with:

Yet consensus achieved through procedural objectivity provides no purchase on reality. It merely demonstrates that people can agree: we hope for good reason, but what constitutes good reasons as contrasted with poor ones is a matter of consensus. That might be all we can have, but we ought to recognise it for what it is.” (Eisner in Hammersley 1994:53)

Eisner explains this with greater erudition with:

“I believe that we are better served by recognising that whatever we think we know is a function of a transaction between the qualities of the world we cannot know in their pure, non-mediated form, and the frames of reference, personal skills, and individual histories we bring to them. These histories are, of course, a contribution of the culture in which we live, both social culture and or more narrowly defined personal culture. What we see and understand is not given by what Dewey (1938) called ‘objective conditions’; they are taken by us. What we are able to take depends upon both the features of the world-out-there, a world we cannot directly know, and what we bring to it. It is in the transaction between objective conditions and personal frames of reference that we make sense. The sense we make is what constitutes experience.” (Eisner in Hammersley 1994:53)

He argues that “…knowledge is always constructed relative to a framework, to a form of representation, to a cultural code, and to a personal biography.” (Eisner in Hammersley 1994:54)

And that,

“We can retain truth as a regulative ideal as long as what we regard it to be depends upon shared frameworks for perception and understanding, and that truth in the literal sense, is relevant only to literal statements.” (Eisner in Hammersley 1994:55)

The arguments put forward by Eisner are compelling. The adoption of a naturalistic and interpretative design attempts to portray the world through the descriptions of the actors, in this case the teachers who attend the CPD programmes, their colleagues and their managers. Indeed, the perceptions of the programme leaders are also important. (see page xx). It has already been discussed that the perceptions of those involved in CPD in Higher Education have not been revealed by research (see page 19-49)

Reliability and Validity

In the pursuit of Bassey’s, genuine enquiry one would expect that the research findings would be correct, sound, cogent, conclusive, reasoned, logical, relevant, pertinent, consistent’ and unimpeachable. Following the argument by Bassey (1999) and Robson (1997), previously outlined on pages 25-28, in this kind of naturalistic, interpretative and illuminative research the measures of reliability are different from those of a more positivistic and scientific tradition.

 The term ‘reliable’ in traditional scientific research, suggests that if the research were to be repeated the same results would occur and the results would be consistent. (After James and McCormick 1988:188). Although it may be possible to repeat this research within Anglia Polytechnic University, conditions may change and therefore results may well be different. Clearly changing the case, and looking at other Universities may well result in different answers. This raises the issue of generalisation discussed below.

Rather, the key question is surely is the question of validity. Hammersley distinguishes between descriptive validity and explanatory validity. One test would be whether the research is seen to be an accurate portrayal by the actors taking part in the CPD programmes. Other judgements might be used concerning the face validity, that is does the story look as though it reports what it purports to be reporting (after McCormick and James). Hence the research has a form of validity testing through sharing findings with key informants and stakeholders (see page 147).

Other factors add to evidence of trustworthiness in the training and experience of the researchers (see page xx) and in their involvment in the programme and research. Hence, working in the field of CPD, school improvement, and research and evaluation for over 20 years, being Head of Continuing Professional Development, and being the leader of both school improvement modules, becomes a quality of the research, rather than a negative factor, according to Denzin and Lincoln (2000). Indeed, these factors ensure that the portrayal of values discussed on page 118, are more likely to be accurate, and meet the demands of evaluation outlined by Oldroyd and Hall (1987) (see later on page 129).

In conclusion, the test of the trustworthiness of this research should be:
· The systematic care of the research procedures;

· The results of feeding back the case study reports;

· The experience, skill and knowledge of the researcher;
Generalisation from this case study and the importance of context.

After having extolled the virtues and uniqueness of the case, one may question the extent to which we are likely to be able to generalise from a study of one higher education CPD programme. Our hope is not that we will able to provide predictive rules for we have rejected such a notion in choosing a naturalistic and interpretative paradigm. However, we want at least what Bassey has called ‘fuzzy generalisation’ to be made. That is that not only other practitioners who are aware of the field see some truth, they can also relate to the case study account since it is broadly recognisable. They may then be able to make up their own minds about a course of action. Bassey in Bell et al al 1987, Bassey 1998)

The purpose of this research is to describe the impact of CPD in higher education on credit and award bearing courses (see page 8). The research seeks to explain how that impact occurs, particularly through seeking to find the conditions, which maximise impact.  The role of this research is to illuminate and uncover the perceptions of the teachers, who have attended the programmes themselves. Partly, the research seeks to verify what little theory that already exists, however, since little is currently known, at least the first stages of theory generation may be attempted. At least that is the aspiration of the research.

Punch (1988) describes a hierarchy that characterises different research, illustrating three levels explanatory theory, empirical generalisations and discrete facts. This suggests that the research should seek to at least make some empirical generalisation from this research, if not attempt the start of some explanatory theorising. Bassey (1998) quotes Simons (1997) who asserts that,

‘We need to embrace the paradoxes inherent in the people, events and sites we study and explore rather than try to resolve the tensions embedded in them. ...  Paradox for me is the point of case study.  Living with paradox is crucial to understanding.  The tension between the study of the unique and the need to generalise is necessary to reveal both the unique and the universal and the unity of that understanding.  To live with ambiguity, to challenge certainty, to creatively encounter, is to arrive, eventually, at ‘seeing’ anew.  (pp237-238)’

3 Illuminative Evaluation as Research

The imperative for the research to have some practical application discussed in the Introduction and Context (page 8) and the choice of methodology discussed on page xx,  means that this research has some of the characteristics of some forms of evaluation. Patton says, ‘I use the term evaluation quite broadly to include any effort to increase human effectiveness through systematic data based enquiry (Patton 1990:11) and later refers to Argyris et al 1985 work in determining that  ‘Evaluation is applied research, or type of  ‘action science’. According to Patton, 

The practice of evaluation involves the systematic collection of information about the activities, characteristics and outcomes of programs, personnel and products for use by specific people to reduce uncertainties, improve effectiveness, and make decisions with regard to what those programs, personnel or products are doing and affecting. (Patton 1982:15)

However, Greene makes reference to the political nature and the emphasis on values in evaluative research.

‘Social programme evaluation is a field of applied social inquiry distinguished by its explicit value dimension of its knowledge claims, by the overt political character of its contexts, and by the inevitable pluralism and polyvocality of its actor.’ (in Denzin and Lincoln 2000:981)

Patton 1982  (cited by Robson 1993:175) sums up the key purpose of this research conducted by a practitioner striving to find out about and maximise the impact of credit bearing programmes in HE. Clearly a key characteristic is that this research serves this practical purpose. If we are able to identify the key conditions that lead to impact we could develop both policy and practice to maximise the impact of accredited programmes.

Alkin, (In Murphy and Torrance 1987) discusses ‘Evaluation as Research’ and outlines some key characteristics that underpin utility of evaluative research, including attention to appropriate goals, technical credibility, report comprehensibility, report timeliness, the scope of recommendations, and effective evaluator-subject relationships.

Robson (1993) argues for utility, feasibility, propriety and technical adequacy. The tensions in evaluation between technical quality and utility are clearly stated for this kind of research and the emphasis upon utility and action is arguably stronger for practical research such as this. 

Lincoln and Guba (1985 cited by  Greene in Denzin and Lincoln 2000:991) suggest that for naturalistic evaluation, the criteria of credibility, applicability, dependability, and confirmability, should replace the criteria for traditional evaluation of internal validity, external validity, reliability and neutrality.

Greene distinguishes four contemporary approaches to evaluation (Table XX). While having similarities with all four types, in rejecting postpositivism this research becomes more typical of what Greene calls ‘interpretivism and constructivism.

Robson, following House (1978) lists eleven types of evaluation. In retaining the qualitative methodology and inductive analysis and naturalistic enquiry this research best fits the notion of ‘Illuminative evaluation’, first proposed by Parlett and Hamilton in 1972 (reprinted in Murphy and Torrance 1987). The key aspects of this approach involve working in the complexity of the ‘learning milieu’, ‘observing, enquiring, and seeking to explain’, the impact of CPD in higher education and the conditions that lead to that impact. Connecting changes in the learning milieu with intellectual experiences of students is one of the chief concerns of all illuminative evaluation (Parlett and Hamilton 1972 reprinted in Murphy and Torrance 1987)

The advocacy for HEI programmes potentially inherent in the evaluative research design is not a problem for Greene. He adds that,

.... advocacy as the promotion of some interests over others is unavoidable in contemporary social program evaluations. There are just too many stakeholders with too many varied interests for any single evaluation to address all their concerns fairly and justly.

(Greene in Denzin and Lincoln 2000:991) 

Hence, this naturalistic, evaluative, case study of one HEI programme attempts to articulate the perceptions of teachers, headteachers, LEA personnel and lecturers of the impact and conditions that lead to that impact. This contrasts with more positivist methodologies discussed in the review of current literature on impact (see page 19-37).

The Evaluation of Continuing Professional Development Provision (CPD).

The evaluation of in-service provision is a specialised field of evaluation. It is reputed to be less well developed and rather difficult, and perhaps impossible, as we have seen in the discussion earlier (pages 19-37). CPD for teachers should impact upon the learning of their pupils, yet the measurement of learning is still not a precise science and such impact may take some time to have a noticeable effect. Clearly, evaluation at the end of a CPD programme provides a limited view of ‘impact’ and virtually no measure of the duration of impact. There is also the problem of defining the outcomes and impact on teachers and their students (see page xx). Measuring ‘impact’ and the issue of establishing base lines to measure improvement against is also problematic (see page 35), In addition there is the major problem of isolating key contributory factors.

Oldroyd and Hall (1987) make clear that,

‘Good quality evaluation reports depend on clear evaluation questions, authentic information rather than impres​sion and clear conclusions based on explicit criteria and linked to specific recommendations’.  

They go on to specify eight criteria for effective evaluation of INSET on the scale of an LEA, and they are: -

1. evaluations should ideally, include both internal and external elements;
2. internal evaluators need good training;
3. training should be provided in the management of evaluation;
4. an evaluation should have a clear initial brief;
5. evaluators should seek multiple sources of evidence and not rely on self-report alone;
6. INSET evaluation should focus on the link between INSET and teacher attitudes and behaviour; 
7. from a school and college standpoint, INSET evaluation should assess the match between INSET provision and curriculum and staff development needs which they themselves have identified;
8. the needs assessment process is so critical that it also should be reviewed during INSET evaluation.
Fundamentally, their approach is at least instrumentalist and managerialist, focusing as it does on whether inset meets clearly articulated needs, which as we have discussed are problematic in any case (see page 35). However, there is some sense in resting upon the training and experience of the evaluator.

Steadman, Eraut, Fielding and Horton (1992), as outlined on page 32 assessed inset effectiveness by noting:

· The closeness of fit between development aims (school group and individual) and identified inset needs;

· whether observed INSET activities related to outcomes;

· Whether events achieved their intended aims;

· The range of actual outcomes and how these related to subsequent events.

(Steadman, Eraut, Fielding and Horton 1992:vi)

There is much here that is reminiscent of Stake’s (Stake 1967) concern for a link between antecedents (and particularly aims), processes and outcomes (as discussed on page 124).
We have already shown, on page 36 in the literature review the approach adopted by Joyce and Showers (1988) who state that the outcomes expected of training are:

The knowledge or awareness of educational theories and practices, new curriculums, or academic content.

Changes in attitude E.g. towards 



self (role perception changes), 


children such as minorities, disabled, or the gifted, 


academic content i.e. attitudes towards science or E2L.

The development of skill

The transfer of training to normal classroom work.

(Joyce and Showers 1988)

Many of the definitions and learning outcomes of professional development require largely subjective measures of effectiveness in the form of for instance assessments of motivation or awareness. Joyce and Showers (1988) take a different view and seek to measure what they call ‘Effect Size’ on pupil learning. They argue that through assessing pupil learning and producing marks as a set of curves of distribution (or bell curves) it is possible to note both mean scores for groups and standard deviations from the mean. Thus testing the same group after a period of staff development will show ‘the effect’ of training, as an improvement of mean scores and standard deviations. Alternatively comparisons could be made with control groups.

The method has the quality of measuring student learning. However, Joyce and Showers have used the method extensively to measure training programmes of a set of specific teaching and learning models. One may assume that the assessment is directly related to the intended outcomes of the teaching models (although no details appear in either Joyce or Showers 1988 or Joyce, Calhoun and Hopkins 1999). It is easy to demonstrate, and Joyce does) that if you want a class to memorise the curriculum content better, then you should teach he teacher to use mnemonics, and then measure how much more the children have memorised. It is not clear (and Joyce does not demonstrate) how more complex understanding of concepts or how more subjective assessment of, for instance ‘creativity’ is carried out. Furthermore, assessment of non-classroom based professional development, such as management training cannot be assessed so easily by this method. Joyce argues however, that if school improvement is getting all pupils to pass the examination, then his model demonstrates clearly the effect size of the contribution of his training. 

While accepting that this evaluative research should focus upon both hard and soft outcomes data, we are also interested in the factors that lead to such outcomes. For this type of descriptive data Stake (1967 cited by James and McCormack 1984) proposes looking at Antecedents, Processes and Outcomes. He suggests that some insights may be derived from looking at intentions and comparing them with observations of reality. Broadly this framework is used for the reporting of the case studies

4. The Data Collection and Analysis Methods

At the beginning of the research the number of students, still active on the MA programme at APU was less than 100 (excluding those in Suffolk APU centre), and in something of a decline, for a variety of reasons. During 1999-2000 numbers began to grow, as partially as a result of the research, a strategy of developing a partnership with LEAs and schools to deliver school focused CPD was developed. This increased the total numbers of students to over 120 during the course of the year. It also meant that a larger proportion of students new to MA work were recruited, providing an opportunity to look at impact at an early stage of their academic career and in school based programmes.

Data collection took place in three main phases reflecting both the development of the research and the development of the programme of CPD in Higher Education. Phase one focused upon the impact on those on the more traditional university based modules. Phase two on the growing number of teachers that undertook modules delivered in school based venues but with University staff. Phase three were modules delivered in partnership with LEAs and schools.

Phase One: Semi-Structured Interviews of University Based Students.

Tape No

School
Sector
Interviewee
Name
Interviewer
Credit



Rush Green
Primary
HT.Student
JB
IT
120



Grays
Primary
HT.Student
MJ
IT
120



Shenfield
Secondary
MM
GD
MW
120



Campion
Secondary
MM
CL-J
KC
120



Marshalls Park
Secondary
MM
MA
IT
120



Deanes
Secondary
MM
H
IT
60



St Cedd’s
Independent

J
IT
60



Howbridge
Primary
Teacher
FS
KC
60



Alec Hunter
Secondary
MM
LC
KC
120



Howbridge
Primary
Teacher
AB
KC
60



Northlands Junior
Primary
Teacher
RP
KC
60



Anne Line
Primary
Coordinator
LH
IT
180



William Read
Primary
HT.Student
HT
KC
120



Tilbury Manor
Primary
Teacher
Elaine
KC
60



Tollesbury
Primary
Teacher
NS
KC
140



William Edwards
Secondary
ST
A
IT
120



William Edwards
Secondary
Teacher
Gill 

60

Phase One of the research consisted of interviewing nineteen students representative of those at 60 credits (8 students), 120 credits (9 students) and above140 credits. These equate broadly with those students who have completed two modules, and those who are involved in their final dissertation, or who have completed it. Nine teachers were from primary schools and ten from secondary, including one from an independent school. The sample included three Headteachers, and nine middle manager or subject co-ordinators.
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Phase Two: Case Study Cohorts.

Further interviews and documentary analysis took place in three different locations of MA module delivery. Each location represents a different case, within the collective case study of progranmmes within APU. 

The cases were located at:-

1. Belfairs School Cohort 

2. St Chads/Thurrock LEA programme.

3. Thurrock LEA Programme. (To be completed)

1. Belfairs School Cohort Case Study.

The school requested a programme of school based modules focused upon the schools needs beginning with ‘Raising Achievement through Improving Teaching and Learning’. All six participants in this module were interviewed after the end. Again the module was useful to illustrate a case of meeting school needs, but in obviously a different context. The teaching team included MW (an interviewer) and IT (the researcher).

The module consists of 36 hours in workshop/seminar discussion where ‘models’ of teaching and learning are demonstrated and discussed. The student is expected to undertake 189 hours of student led study towards constructing two assignment tasks:

· A portfolio of exemplar materials and reflections on their use in the classroom,

· A 4000 word assignment based upon an action enquiry into one of the proposed models.

The module is loosely based both on the School improvement work of Joyce, Calhoun and Hopkins (1997) and where possible the earlier work of Joyce and Showers (1988). See page 21. This loose arrangement particularly concerns the classroom coaching and feedback, which although essential to the Joyce model of training has been offered but declined by the majority of participants. As the model is an expensive in tutor and teacher time and not central to the academic success of the programme, it has not been implemented.

In many ways this case represents almost idea conditions for effective inset in that the module was essentially planned by the school to meet school needs. However, the case also represents a school based cohort and one that is at the start of its MA programme, undertaking their first module. (see Dreyfuss page XX)

2. St Chads/Thurrock LEA Programme Case Study.

This module was requested and created by the LEA and for the school and called ‘An Introduction to the National Standards for Subject Leadership Standards. The module took place at the school and was therefore an opportunity to explore a school based and focused programme specifically designed to meet National standards. By its nature the module was also an opportunity to look at the outcomes of a first module for each of the participants.

The module consists of 36 hours of workshop/seminar activity and 189 hours of student led study leading towards three assessment tasks:

A portfolio of practice and reflection,

A critical evaluation of the role of subject leader in terms of raising achievement,

A presentation of an outline of the former.

The module was well selected to involve critical reflection on theory and practice, broadly in line with the ideas outlined by Barnett and other in the review of literature.

All six teachers involved on the programme were interviewed, as well as the Deputy Headteacher, who helped lead the programme, and the Headteacher.

This case illustrates a case study where needs were identified by the school and LEA for a specific cohort of aspiring middle managers. Delivery was shared between the LEA and a Deputy Head teacher in the school. Hence again, many of the characteristics of effective in service provision were apparent including clear needs identification, and planning. (see page xx). The module cohort were again studying their first module on their MAEducation pathway. 

3. Thurrock LEA Programme Case Study.

The Thurrock programme involved two modules concerned with meeting the national standards for Subject leaders and for Headship. These were taught by the same Thurrock LEA team as the programme at St Chad’s school but was open to participants from Thurrock Schools to meet a locally determined need. Four interviews were conducted.

Again the case study was selected as illustrative of different conditions of delivery, being a mixed groups, yet all focused upon a need identified by the LEA and with schools, and individuals. 

4. Phase Three: The Head Teacher Interviews

Sixteen Headteachers were interviewed, including those from each of the case study schools. These were selected with other local Headteachers, including some that had earlier worked in partnership with the University, or who were fairly local to be able to. The semi-structured interviews lasted between 30 minutes and one hour (Interview Schedule is in appendix XX). The interviews were conducted by MW, who as an ex Head Teacher and colleague were thought to be able to work with participants at their ease.

Interview Record


School
Sector
Interviewee

Interviewer
Status


Rainsford
Secondary
Headteacher
C
MW
Stakeholder


Edwards
Secondary
Headteacher

MW
Stakeholder


CVHS
Secondary
Headteacher
F
MW
Stakeholder


Sandon
Secondary
Headteacher

MW
Stakeholder


Moulsham
Primary
Headteacher
F
MW
Stakeholder


Writtle
Primary
Headteacher
W
MW
Stakeholde


Mildmay

Headteacher
D
MW
Stakeholde

Notes
Sandon
Secondary
HT
P
MW
Stakeholder

Notes
Epping St Johns
Secondary
HT
S
MW
Stakeholder

Notes
Boswell
Secondary
HT
A
MW
Stakeholder

Notes
Gt Waltham
Secondary
HT

MW
Stakeholder

Notes
CVHS
Secondary
HT
F
MW
Stakeholder

Notes
Highlands
Primary
HT
M
MW
Stakeholder

Notes
Boreham
Primary
HT
L
MW
Stakeholder

Notes
Woodham Ferrer
Secondary
HT
P
MW
Stakeholder

Notes
Greensward


T
MW
Stakeholder

Additional Data 

Additional data has been collected from a variety of sources including:

· Mid module and end of module evaluation comments.

· Recordings of taught sessions.

· Recordings of tutorial discussions.

· Analysis of student assignments.

Further additional data, not reported here, but collected as part of this study, includes,

Case studies of Suffolk Art Modules and Ofsted Inspection Reports

A sample of Ofsted art inspection texts were analysed and matched against the Co-ordinators attendance at Art modules in Suffolk.

Analysis through Progressive Focusing

Analysis of the data went through four distinct stages of progressive focusing based upon the data that was being collected.

Stage one: The Use of Stakes Matrix for Descriptive Data.

Stake’s matrix focuses upon Antecedents, Processes and Outcomes. This helped construct the categories of questioning in the interviews the collection of data from documentary sources and analysis of taped tutorials and sessions. Interview transcripts were read and coded manually (using coloured marker pens) according to these broad categories. Sub categories were noted under these headings.

Stage two: Expansion of the Matrix

As interviews developed over several months more details appeared under each of the three broad areas. Categories were grouped. For example, the conditions emerged as those of the teacher, the tutor, the programme, the school and the education system as a whole. Similarly, the outcomes grid developed the categories of outcome of impact on practice, on individual personal development, intellectual outcomes (e.g. more knowledgeable, evaluative) and institutional outcomes.

The focusing grid was added to through reference to the literature (see page xx). Thus, the analysis of the data combined both deductive and inductive framing.

Stage Three: Testing the Validity of the representation.

The emerging accounts were developed and presented to stakeholders and some interviewees. In the Thurrock/St Chad’s account a full written paper was developed in collaboration with stakeholders and deliverers. This process verified that the account was a true reflection and added some minor additional perspectives.  Further accounts were delivered both to other HEI providers at a UCET conference, through an IPDA conference and at BERA 2000. 

Stage  Four: refining the generalisations

The fourth phase was to refine the quite large grid of antecedents, processes and outcomes into a simple model.


The Analysis of the Data

According to Weitzman,

‘Traditionally qualitative researchers have carried out the mechanics of analysis by hand: typing up filed notes and interviews, photocopying them, ‘coding’ by marking them up with markers or pencils, cutting and pasting the marked segments onto file cards, sorting and shuffling cards, and typing up their analyses’ (Weitzman in Denzin and Lincoln 2000:804)

However, he goes on to argue that new technologies bring positive benefits for qualitative researchers and quotes Miles and Huberman’s (1994) fourteen uses of software from making notes to storage to linking, memoing, display, and report writing. While using new technology for much of the research, the analysis of the data using qualitative analysis software was rejected, after 5 days of trials of the Winmax pro software.

Weitzman argues that this software helps to Code, to produce list of codes and frequency and Produce a hierarchy of concepts.

The trial analysis after 5 days found many of the criticisms that Weitzman identifies and more.  Codes had to be identified ‘by hand’ irrespective of method. There was no better discrimination of the complexity of concepts or relationship, indeed there was a loss of involvement in the data. It was found that the complexity of the portrayal, its richness and colour was being lost to gain a count of frequency that concepts were used.

It became clear that frequency is of dubious benefit in naturalistic and illuminative qualitative research. Using the software became almost a return to a positivist or a post positivist approach. Frequency not a measure of the importance of the idea and does not make the idea more objective. Indeed, it could not be argued that, if nobody mentioned some key obvious process or condition (e.g. attending the course, listening, talking), these could not exist?

The much-vaunted conceptual hierarchy derived using Winmax pro is established by the coder not the software, which is merely a form of notekeeping. Furthermore, the assumption that links between concepts are hierarchical and linear is again a positivist, stance. If concepts relate to language and ideas they are just as likely to be overlapping, fuzzy or ‘venned’. Indeed any one concept may have many meaning and codes. 

After trailing winmax pro for five days analysis, it was decided that much was being lost in the complexity of the portrayal for the small gain of a frequency graph of how many times an idea was repeated.
















Interview Schedule





Antecedents and background.





Why did you want to do the BA/MA programme?


Why did you want to do the module?


What factors encouraged you to undertake the BA/MA programme


How important is it for you to gain the BA/MA award? (Please say why)


What other professional development activities have you undertaken in the last three years?


How has/will the school supported your learning on the programme?


How has/will the school supported putting your learning into practice?


Are there other sources of support?





Outcomes and Impact.





What has been the value of the module/programme to you and your school?


What has been the impact of the module(s) on


Your practice as a teacher/manager in education?


Your thinking about your practice?


Your beliefs and values about your practice?





What changes have happened as a result of the module?


How far do you think that you have changed as a result of the module?


(Please give examples)


What is the value of undertaking the BA/MA programme?


How far did you expect these outcomes?


How have you and the school benefited from undertaking the BA/MA programme?


What knowledge have you acquired and how have you used it?


What evidence have you collected that shows that the programme has impacted upon pupil learning?





�
Processes of Professional Development.





What has contributed most to the impact of the module?


What learning activities have been most useful?


What has been the most useful contribution made by the tutors of the modules?


What processes of professional development used on the programme had most impact on you?


How was the BA/MA programme different to other professional development that you have undertaken?


In terms of your professional development, what was the contribution of: 


The reading?


The taught/workshops/presentations?


The assignment?


The literature review?


The research/enquiry?


The tutorials?





Conditions that Support Accredited Programmes


What support from the school has been important?





The Role of Higher Education in the Professional Development of Teachers?








Please describe your image of a professionally developed teacher.


What is the ‘value added’ by the programme of professional development being delivered by a higher education institution?


What do accredited higher education programmes achieve that other professional development programmes do not?


What contribution does higher education play in the professional development of qualified teachers?


How far do teachers need generic learning outcomes of the BA/MA award? 





Additional Information


Would you like to add any additional information?
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