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Introduction
This report investigates the experiential learn-
ing of advisers, teacher educators and senior
managers in schools who are responsible for
devising Continuing Professional Development
(CPD) programmes in Information and
Communications Technology (ICT).

Whether they are funded by a company, a uni-
versity, a region or independently, they are all
termed ‘advisers’ for the sake of brevity in this
study. The role of these ICT advisers is chang-
ing considerably in the UK, which may have
significant impact on what kind of ICT pro-
grammes advisers are able to offer in the
future.

In these circumstances the type of ICT CPD
that is provided for the advisers themselves is
crucial if they are to be at the core of the
transformation and personalisation agenda in
schools, particularly as the £45 billion Building
Schools for the Future (BSF) agenda begins to
have an impact on the ways in which schools
as learning institutions operate. For example,
the impact of this programme will depend on
the collaborative and flexible vision of those
who teach the education workforce about the
potential of ICT in teaching and learning.

Two hundred and fifty self-elected members
from Naace, the MirandaNet Fellowship and
ITTE who currently run ICT CPD programmes
participated in this study. Between them these
organisations represent a significant number
of the UK’s leading advisers who have joined a

professional organisation as a means of fur-
thering their professional ICT knowledge.

This report, funded by the Centre for
Excellence in Work-Based Learning for
Education Professionals (WLE) at the Institute
of Education, University of London, builds on
previous MirandaNet studies into attitudes to
online training of members of these three pro-
fessional organisations (Preston, Cox et al.
2000), the MirandaNet evaluation of the
national NOF ICT CPD programme for the TDA
(Preston 2004), and a recent Naace study
funded by Becta (Davies and Adam 2007).
Another influential study emphasised the need
for ICT CPD programmes to acknowledge
teachers’ belief systems and the potential con-
flicts for teachers whose practice is located
within existing traditional frameworks
(Pickering, Daly and Pachler 2007).

Two further studies, yet to be published, have
provided more data through re-analysis of the
NOF data in the light of Guskey’s five critical
levels for the evaluation of professional devel-
opment: participants’ reactions; participants’
learning; organizational support and change;
participants’ use of new knowledge and skills;
and, students’ learning outcomes five critical
levels for the evaluation of professional devel-
opment in general (Guskey 2002; Davis and
Preston 2007a in press; Davis, Preston et al.
2007b in press). These studies show that the
most effective impact on the ecology of the
classroom was achieved by those NOF
providers whose advisers took a learner-cen-
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tred approach, with some support for school
advisers to deploy the ICT CPD within the
training. In this decentralised model, the local
advisers are clearly essential to the success of
ICT CPD in schools. This suggests that the
quality of their training is a key driver in trans-
formation and personalisation of learning for
students.

The research aims to provide a better under-
standing of what ICT training these advisers
have had in the past, how these advisers like
to learn, what they consider to be motivating
and effective in their experience of ICT CPD,
and how they see the future of ICT CPD for
advisers. In particular, the report examines
the role of professional organisations as ‘com-
munities of practice’ (Lave and Wenger 1999)
in furthering professional learning about digi-
tal technologies.

The methodology includes the analysis of just
over one hundred and fifty web-based ques-
tionnaires and fifty critical incidents. In the
last stage of data collection at the Naace con-
ference, a group of about fifty advisers, who
had seen presentations by colleagues about
different aspects of ICT CPD, were asked to
come to a collaborative judgement about how
ICT CPD should look in the future.

The findings
The results are grouped under five headings:
current qualifications in ICT; the motivating
factors which led to a sustained involvement
in ICT CPD; the pedagogical models that have
provided the most fulfilling learning experi-
ence and had most impact on practice; the
importance of a collegiality in learning about
ICT vision; and the design of ICT CPD pro-
grammes that will prepare these advisers for
the future when ICT will support learning in
the majority of schools.

Firstly, in terms of CPD provision, the findings
echo earlier studies because it is still the case
that only about one third of all respondents
had a post-graduate qualification that included
a component of ICT. One third of all respon-
dents had undertaken no ICT training in the
previous three years and some 10% had
never received any such ICT training.

However, there may be a trend to redress this
balance because just over half of respondents
had received some formal ICT training during
the previous year. Also 95% of these respon-
dents report that this recent ICT CPD has had
an impact on their individual learning and
75% report an impact on their institution.
These statistics suggest that that course
designs for this group are improving, with par-
ticular mention of the MTeach postgraduate
qualification.

However, barriers still remain to registering for
formal courses: finding time to reflect and
adequate resources. Only three respondents
stated that time and space had been allocated
for their own ICT CPD. Although take-up of
formal ICT CPD is not high, a majority were
convinced that the most effective CPD is
autonomous and self-directed, as well as an
integral aspect of personal and professional
growth.

Amongst these expert advisers there is the
self-expectation of continuous learning to
maintain professional credibility. Some profes-
sionals thought that postgraduate study was
vital as a way to provide a space for critical
reflection away from the demands of deliver-
ing programmes for teachers. But many
realised that this privilege emphasised a fun-
damental difference between those who work
in schools, and advisers who typically work in
other kinds of organisations that allocate time
for ICT CPD. There was recognition amongst
these advisers that the demands that ICT CPD
places on time come at a cost – which needs
to be acknowledged.

Secondly, in terms of motivation, the most fre-
quently cited factor that re-occurred was a
work-related demand. A sense of professional-
ism was also a strong motivator and a few
advisers were taking the formal routes of MAs
or PhDs to progress their career. Recognition
or referral by third parties sometimes acted as
a spur to finding time to take a formal course.
In other cases it was an inspirational individ-
ual, often a speaker in conference, who had
triggered a commitment to formal learning.

In terms of motives for using ICT, equipping
learners to be independent featured promi-
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nently (48%) as did international collabora-
tions (19%). A continuous thread throughout
the critical incidents was the reference to pro-
fessional collaboration as a key motivation for
pursuing professional development.

There was significant agreement, thirdly, on
the success of those pedagogical models that
sustained learning momentum, because they
focused from the start on the intrinsic motiva-
tions of the advisers and on what the advisers
felt they needed to know. The advisers
thought that academic courses that simply
seek to transmit externally agreed information
and skills did not have much impact on learn-
ers or systems.

Activities that were considered to be effective
were longer than one-day courses, required a
sustained level of commitment from the learn-
ers and included professional collaboration
and impact on the workplace. Work-based
learning, rather than skills-based or academic
courses, was deemed most useful by 41%.
Some advisers commented on the authenticity
of work-based learning compared with an aca-
demic approach. Yet very few respondents
made any link to supporting vocational learn-
ing – a key strand of the new 14-19 curricu-
lum.

A sense of collegiality in learning, the fourth
focus in the report, was a strong thread and
subtext that ran through the majority of the
critical incidents in learning. This kind of social
networking was widely seen as both support-
ing professionalism and ensuring that advisers
could keep up with new developments in tech-
nology and professional knowledge.

One element of collegiality that was men-
tioned was the opportunity to present to other
colleagues in conference. The learning
emerged from the preparation of a coherent
presentation and the feedback. National and
international exchanges by teachers, including
workshops and visits to the local schools, were
recommended by those advisers who had had
this experience.

Attending a course or a conference was a
more conventional route to making social con-
nections, where advisers learnt from peers in

a ‘community of practice’ setting. The power
of networking was seen as one of the most
beneficial aspects of attending a conference.
There was some evidence that learning was
taking place in online courses as well and in
the online facilities of the professional organi-
sations.

In terms of ICT CPD needed for the future,
the fifth consideration, there was a split in
opinion in the questionnaire responses with
Naace members identifying learning platforms
as the priority while ITTE and MirandaNet
members pinpointed a need for work-based
courses and applied research. What appeared
in the critical incidents, however, from Naace
members was a new understanding of about
learning in communities of practice. Also the
potential of virtual learning environments
(VLEs) to sustain collaboration across physical
boundaries which had been closed until
recently. Development of digital content was
also seen as the most appropriate area to
develop in order to enrich 21st century skills.
This endorses the development of the Naace
ICT knowledge base which is currently being
piloted.

Some tensions could be traced in the subtext.
One view was that attitudes towards young
learners in the present do not always match
with plans to use ICT to underpin greater per-
sonalisation of learning and more student
choice over the subject matter to be learnt.

Other tensions that were expressed highlight-
ed in a different way the gap between advo-
cating personalisation as a school and govern-
ment agenda, and the actual practice with
young learners in school, particularly around
social networking. In fact, there was consider-
able concern about how the dangers of per-
sonalisation were perceived by senior man-
agers if young people were allowed unsuper-
vised Internet access. These are aspects of
the Internet that will need to be explored by
the profession in an ICT CPD context.

Advisers participating in knowledge building
activities at the Naace conference reiterated
the key barriers to the uptake of ICT in some
schools, like teachers' lack of time, poor tech-
nical support, the lack of effective ICT CPD
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programmes and assessment methods which
do not value the impact of ICTs in learning.
However, they agreed overwhelmingly, as a
face-to-face group, that the real reason why
the take-up of ICT is still so poor in about
75% of schools is the lack of vision about how
ICT can empower and transform. In the view
of this expert group, where the vision about
personalised learning was strong, ICT was
also well used. In this context, an opinion was
expressed that advisers should run ICT CPD
programmes that developed clear ideas about
ICT vision and strategy with the professional
participants that would impact on institutions
and systems.

Recommendations
The responses have been received from a self-
selected group who could be considered at the
leading edge of ICT CPD in England and
should be seen in this context. They are all
voluntary members of communities of practice
which suggests they are themselves keen to
learn.

The first recommendations relate to the
organisation of ICT CPD. The suggestion is
that funding mechanisms for ICT CPD should
include space for reflection, and for contribut-
ing to professional knowledge bases as part of
the process. Advisers should be funded to
develop the use of Virtual Learning
Environments, and to acquire e-facilitation
skills as a means of building Communities of
Practice.

Provision should also be made to help build on
the ICT CPD elements of communities of prac-
tice that already exist. Funding would be use-
ful for ‘community of practice’ meetings, work-
ing parties and conferences that are run in an
ICT CPD mode, where the output is designed
to contribute to professional knowledge bases
used by a wider range of professionals.
Methods need to be devised to access and
select the ICT CPD funding to help advisers
identify what they need to know, and how to
gain that knowledge.

The development of work-based learning pro-
grammes is the second recommendation. This
is because it is the most relevant technique for
promoting ICT CPD that has a significant

impact of classroom practice through the
intervention of expert advisers. The encour-
agement of practice-based research devel-
oped in small groups working on different
aspects of an agreed theme as a mode of ICT
CPD is suggested. Whilst conventional aca-
demic courses, because of the financial and
time constraints, were not considered as the
most appropriate to develop 21st century
skills, the new work-based academic models
that are appearing are seen as particularly
valuable for their intellectual impact, their
rigour and for the shared sense of academic
community, as well as recognition of achieve-
ment.

Thirdly, support is recommended for profes-
sional communities of practice that should be
allowed to administer funds for practice-based
projects proposed by members, which will
result in contributions to the professional
knowledge base. This increases ownership of
the results and also permits some manage-
ment of the topics.

A fourth recommendation is about the kind of
multimodal skills required, ICT CPD pro-
grammes should be designed to develop 21st
century skills to include learning about the use
of Learning Platforms, Building Communities
of Practice and Developing Digital Content.
Activities should be more than one-day or
short courses and require a sustained level of
commitment from participants.

In terms of ICT CPD programmes the fifth rec-
ommendation is that the design should focus
on intrinsic motivation and build in factors that
contribute to a sense of internal locus of con-
trol and promote growth. As part of this devel-
opment, advisers who have the either the
skills or the outreach responsibility to organise
visits between schools both nationally and
internationally should be supported, in terms
of time and expenses, of as part of an ICT
CPD programme both for themselves and for
the teachers.

Finally, there is a need for a significant
rethinking of the way in which advisers are
assessed, which includes recognition of the
multimodal skills that they are acquiring, and
which also investigates a route to accredit col-
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laborative learning in groups, institutions,
regions and exchanges.

Suggestions for further research
Some early suggestions for further work-
based research with advisers that emerge
from this study are to investigate:
• the range of ICT CPD programmes currently
on offer;

• the different roles of UK advisers, the
diverse funding methods and the kinds of
professional who should be encouraged to
follow particular kind of ICT CPD pro-
gramme;

• effective ways to fund adequate ICT CPD
programmes for advisers;

• new thinking on accreditation for advisers
to test and to develop for others;

• vision building and ‘code of conduct’ activi-
ties involving young learners as well as
advisers;

• investigation of the attitudes of those ICT
advisers who do not typically sign up for ICT
training or CPD and do not join communities
of practice, in order to consider how they
might be engaged in ICT CPD;

• studies of what an ICT adviser needs to
know and where to find the information;

• methods for building and sustaining a pro-
fessional knowledge base;

• effective ways of working online with advis-
ers and by advisers.
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1.1 Introduction
Over the last decade, the development of
Continuing Professional Development (CPD)
programmes for teachers in the UK has been
influenced by such global commentators as
Sachs, who advocates the emergence of an
activist teaching profession (2003). In Sachs’
view a confident, active professional will share
evidence about change in teaching and learn-
ing and contribute to policies that embrace
innovation.

This report focuses on the Information and
Communication Technology (ICT) CPD of UK
advisers, teacher educators and staff trainers
who are in turn responsible for teachers’ pro-
grammes in Information and Communication
Technology (ICT). This mixed group of educa-
tors will be referred to as advisers throughout
the report for simplicity. Their subject,
Information and Communication Technology
(ICT), impacts more widely on the operation
of a school than other subject specialisms. ICT
across the curriculum is important as a sup-
port for subject learning in general and as a
means of increasing opportunities for inde-
pendent learning. In the management of the
school, digital technology not only provides
tools for efficient administration, but also as a
collaborative means of building resources and
shared knowledge.

These advisers are expected to take charge of
their learning in response to significant
changes in the ways in which society now
communicates. For example, socio-cultural

theorists are amassing evidence that mass
multimodal forms of communication in pic-
tures, sound and animation are now more
common in popular communication than tradi-
tional reading and writing modes (Kress,
1996; Kress, 2001; Kress, 2001).

A key factor in the global move towards multi-
modal communication has been the significant
growth of access to digital technologies
through broadband services amongst privi-
leged groups of learners all over the world in
industry and in the home, which has out-
stripped what many schools can offer to learn-
ers (Cuthell, 2002; Facer, 2003; Downes,
2004; Sutherland, 2004). However, so far both
UK national and international ICT training pro-
grammes designed for teachers and advisers
have had limited success.

Despite £5 billion of expenditure on digital
technologies since the National Grid for
Learning was introduced in 1997, Becta are
suggesting that only about 15%-20% of
schools can be said to be using ICT effectively
(Richardson, 2007). These statistics are extro-
plated from a 2004 report which explored the
concept of the e-enabled school. This research
estimated that 11% of schools were already e-
enabled -40% were on their way and had
plans in place to progress to this status, 36%
were on their way but had no plans as to how
they were going to progress and 13% had not
really started. (Price Waterhouse Cooper,
2004). However, this extrapolation does not
take account of the significant changes that

Chapter One
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have taken place in digital technology and in
teacher training since 2004 which would
demand a new model of e-enablement.

The literature indicates that the main cause is
the significant lack of ICT CPD for advisers,
teacher educators and staff trainers who have
been designing and running the programmes
for teachers although they have had little, if
any, appropriate training themselves. Some of
the elements of ICT usage missing from many
of these programmes have been ICT and ped-
agogy, the full multimodal scope of digital
communications and understanding of e-
learning issues and applications. In addition,
the assessment processes emphasize linear
approaches to knowledge and promote read-
ing and writing as the dominant means of
communicating information (Leask, 2002;
Preston, 2004; Preston, 2004).

The aim of the study was to provide a better
understanding of what training these advisers
have had in the past, how these advisers like
to learn, what they consider to be motivating
and effective in their experience of ICT CPD,
and how they see the future of ICT CPD for
advisers. In particular, the report examines
the role of professional organisations in fur-
thering professional learning and influence on
policy that is evidence-based.

The views of members of three key profes-
sional organisations in the UK are investigated
in this report: Naace, ITTE and the
MirandaNet Fellowship. Between them these
organisations represent a significant number
of UK teacher advisers who have joined a pro-
fessional organisation as a means of further-
ing their professional ICT knowledge.

In professional terms the Naace organisation
focuses on ICT, which can be seen as both
cross curricular and a curriculum subject in its
own right. Teaching and learning styles are a
key interest of the membership, which ranges
from classroom teachers to advisers. ITTE is
the professional organisation for teacher edu-
cators in ICT in the universities. The
MirandaNet Fellowship concentrates on ICT
across the curriculum and the transformation-
al aspects of ICT in teaching and learning,
with particular reference to leading-edge tech-

nologies and practice-based research.

This membership is the most diverse as the
organisation gives equal status in debate to
teachers and senior managers in schools,
advisers and teacher educators, researchers,
policy makers and teacher trainers employed
by companies. Naace with 2,400 members is
UK-based, whereas ITTE has about 100 mem-
bers with a few from overseas and MirandaNet
with about 800 members is an international
organisation.

1.2 The research questions
Five questions were framed to interrogate the
data. Each one was designed to enrich under-
standing of how advisers prefer to learn.

What ICT CPD qualifications have been
achieved already and at what level?

What were the motivating factors that sus-
tained this involvement in ICT CPD?

Which kinds of pedagogical model have pro-
vided the most fulfilling learning experience
and have had most impact on practice?

How important has collegiality been in learn-
ing about ICT?

What kind of ICT CPD will prepare advisers
and teacher educators for the future?

These questions cover the past and the pres-
ent, as well as asking what kind of future for
ICT CPD is envisaged by the participants.

1.3 The rationale: professional
concerns
This research has been conducted in the belief
that ICT does have the potential to change the
prevailing concepts of education and schooling
if teachers are properly prepared for the 21st
century. In the right circumstances, this
preparation should provide the relevant skills
and understanding requisite of the new con-
ceptual frameworks, made possible by new
technologies (Pachler, 1999). In the same
belief that the digital technology can change
teaching and learning, the UK Government
has invested in the National Grid for Learning
(NGfL) programme which began in 1998. This
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was a pump-priming programme to launch
technology in schools, and make it ubiquitous.
In these propitious circumstances, well-
trained advisers and teacher educators with
vision are vital to achieving the government
aim of personalising and transforming educa-
tion.

There are two reasons why this group of pro-
fessionals, the advisers of teachers, have not
been able to operate as effectively as they
would like. One reason is the limited provision
of ICT CPD programmes for these leaders of
the ICT community. Too often money is spent
on hardware and software not ICT CPD. The
second reason is the traditional pedagogical
approach usually deployed in ICT CPD pro-
grammes, which has influenced the way in
which the role of digital technologies in learn-
ing is perceived.

In the first instance the study explores the evi-
dence since 2000, when the majority of advis-
ers in Naace, ITTE and MirandaNet were indi-
cating that they were under-trained for the
job, or not trained at all. Similar results have
been published by Naace, the professional
organisation that represents the advisers in
England (Naace/Becta 2007). However, this
report details the shortcomings in the ICT CPD
national training programmes with evidence
from a series of Naace focus groups. The
report indicates that most ICT CPD pro-
grammes are not motivating for advisers and
do not impact on their professional role as fol-
lows:

It is clear that individual staff receive limited
recognition and find few opportunities for
accreditation…There are a large number of IT
and ICT qualifications through which members
of the school workforce could seek accredita-
tion.

These are largely skills and knowledge based,
providing little evidence of the professional’s
broader practice, let alone their values and
attitudes. They are largely examined through
written exams and projects, although the
vocational qualifications use significant evi-
dence drawn from the workplace. There are
very few schemes that even remotely give an
indication of a professional’s e-maturity. The

EPICT Licence for teachers does emphasise
pedagogy, giving a good picture of the most
important elements of practice for a teacher,
but only implicitly examines their values and
attitudes.

Apart from basic skills courses (like ECDL and
New CLAiT), the only course that really
addresses the needs of teaching assistants
(TAs) is ITQ. Although designed for a broad
audience, it can be tailored through selection
of modules and customised assessments. Prior
learning is taken into account by mapping
existing qualifications to the ITQ. The ITQ is
fairly new and has had limited impact on most
schools, although it should provide a flexible
and relevant path to accreditation for teaching
assistants and administrative staff (P. 13).

The important point in this Naace/Becta report
is the absence of programmes that deal with
the advisers’ values and attitudes.
Increasingly advisers are faced with giving
advice on socio-cultural issues that arise in the
deployment of digital technologies: social
mores, ethics and citizenship. Programmes
which raise these questions are lacking here.

The same report is also critical of modes of
assessment that are available for advisers par-
ticularly in the field of witnessed accredita-
tions which means that a senior colleague or
another person familiar with specific compe-
tences being examined witnesses that the
candidate has achieved the standard required
under the various competences:

Our research only revealed one significant set
of accreditations that involved witnessed evi-
dence: NVQs. These involve a somewhat com-
plex hierarchy of witnesses and verifiers,
which, while effective for accreditations recog-
nised, by the National Qualifications
Framework, are likely to be unwieldy and
expensive for recognition of workplace e-
maturity. Further, the types of competence
recognised are more narrowly defined than
the description of e-maturity given earlier (P.
14).

The Naace/Becta report also criticises other
forms of accreditation that are too cumber-
some:
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The research that has been completed sug-
gests that there is no light-touch recognition
scheme, based on professional practice in the
workplace and evidence of personal values, in
addition to accreditation of knowledge and
skills, available to the school workforce. For
such a scheme to be viable financially, within
reach of a wide range of professionals and still
retain rigour and credibility, it is likely to be
largely based on validated witness-based evi-
dence. Again, there is no such scheme avail-
able and no models from which to draw les-
sons beyond the experience of NVQs (P. 14).

Finally the Naace/Becta report concludes that
there has not been enough consideration of
appropriate programmes and accreditation
pathways for advisers:

Most teachers and advisers involved had
developed their e-maturity in an ad hoc way,
receiving little direct recognition for their
efforts, although it may have been integral to
their general career development. Although a
large number of ICT accreditations exist,
these largely relate to skills or have a business
or technological emphasis not necessarily rep-
resentative of the school context. Some
exceptions exist, notably ITQ and EPICT, but
there is no single light touch scheme based on
workplace experience and focusing on profes-
sional impact. Staff and schools would find it
helpful if some such form of recognition exist-
ed, especially if it was available to all school
staff equally so that it became a collegiate
development process (P. 16).

There is a clear direction indicated towards a
more collegiate approach to learning for advis-
ers in the ICT field in this report.

The opportunities for advisers to engage in a
funded personal ICT CPD programme over the
last ten years that are mentioned in the Naace
report have been reduced, because many
advisers are no longer employed by the local
education authorities providing the funding.

These advisers work independently, or as
trainers in companies where ICT CPD is not
high on the funding agenda. Government bur-
saries are not usually available to this group

although increasingly most advisers outside
universities will be independent or maintained
by interested companies.

This growing group of independent advisers
are sometimes able to extract funding to
attend the conferences and workshops of
these professional organisations, although
they do not qualify for bursaries for formal
training. In many cases conferences become
their only route to learning. However, funding
to attend conferences is also under increasing
threat.

During this investigation evidence mounted
that this group of professionals is faced with
another threat. The advisers are undergoing a
sudden reduction in numbers because of the
implementation of the Every Child Matters
agenda. Budgets that were once used to
employ strategic advisers in ICT in the regions
are now being absorbed into cross department
initiatives under this new remit. Significant
levels of redundancy have been observed
amongst the advisers who still work for local
authorities, particularly in London (Allen,
2007).

This means that the professionals available to
develop ICT CPD strategy at local, regional
and national level are decreasing – at the
same time as the UK Department for
Education and Skills (DfES) and Becta, the
implementation agency for ICT in schools, are
engaged in extending the use of digital tech-
nologies for transformational learning in
schools.

This may mean that staff trainers in schools
need to be better supported if the advisory
force is significantly reduced.

The second challenge is the pedagogical
approach of the courses that most advisers
have available to them, if they are permitted
to pursue ICT CPD programmes at all. In a
small-scale study, Pickering concludes that
from teachers’ point of view:

The process of many of the current CPD
courses, no matter how interactive or evi-
dence based they are - and these are rare
according to the 20 teachers in the study - is
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essentially a deductive and directive one.
(Pickering, 2007, p.195)

What is ironic is that although the profession
is mandated by policy makers to transform the
way in which they teach, they are being
taught ICT themselves in traditional class-
rooms, which are teacher-centred. In such a
fast moving subject area some of a traditional
ICT syllabus content often is out of date
before the course starts. Another problem is
that assessment in these learning situations is
largely by a written essay or a multi-choice
test which does not allow the adviser to
demonstrate their multimodal literacy (Preston
and Danby, 2004).

Since the national grass roots criticism of this
UK training programme, which was planned in
1998, innovators in ICT CPD have been
reassessing the ways in which teachers might
learn best. This research is published at a time
when teacher educators have responded to
these criticisms and, according to Kearns, are
better prepared to work through these issues
with the ICT professionals.

Developments in pedagogy, school curricula,
teacher professionalism and in the public
administration of education lead one to
believe that significant improvements are now
within our grasp (Kearns, 2007, p.24).

This evidence, which was based on the opin-
ions of the professionals, is intended to add to
the informed debate in the UK between advis-
ers, policy makers, universities, local authori-
ties and leading training companies about the
range and quality of national ICT CPD pro-
grammes that should be available for the lead-
ers of the ICT community that influence the
schools.

1.4 The literature
This literature study draws an three existing
approaches to ICT CPD. These approaches are
outlined in Pachler’s framework for teachers’
learning: behaviourism, constructivism and
social interactionism (Pachler, 2002). In the
first section the traditional functionalist model
is linked to behaviourist learning principles.
The second section presents the constructivist
approach, which is at the root of practice-

based research. The third model is the social
interactionalist model, which marries well with
the principles of communities of practice
(CoP). A new example of this learning occurs
when mature CoP aims to develop collabora-
tive evidence online. This theory is called
braided learning (Preston, 2007 in press).

1.4.1 Behaviourism and functionalist
classrooms
In a historical typology of educational models
presented by Askew and Carnell (1998), the
term ‘functionalist’ model is used to describe
the traditional teacher-centred model, which is
summatively assessed by external examiners.
In this model, objective knowledge and skills,
which are deemed to be useful and practical in
society, are imparted to passive groups of
learners. The curriculum and the assessment
reinforce social and cultural norms rather than
allowing the participants to apply the knowl-
edge they may already have on the subject.
The kinds of short courses that are designed
to familiarise teachers with a piece of software
or a curriculum package fall into this mould.
Such examples as the UK National
Opportunities Fund (NoF) Programme, the
International and the European Computer
Driving Certificate and the Royal Society of
Arts CLAIT schemes, are perceived by many
teachers and advisers as a way of developing
ICT competence and classroom performance.
When these are combined with an end-of-
course certificate they are considered to be
the standard for ICT CPD.

Although behavourist theory is too harsh a
judgement on the pedagogical underpinnings
of the computer skills course some elements
are present. Pachler’s concerns about this kind
of learning centre on small sequential learning
steps and a drill and practice approach to
learning that exemplify behaviourism. Pachler
also relates the behaviourist learning theory to
the reductive ICT curricula for UK teachers in
training that was introduced in 1998. Pachler
is concerned about the concentration in this
syllabus on computer skills in such great depth
and comprehensiveness, without a similar
emphasis on how these new tools might
enhance learning (Pachler 1999).

Some of the failures of ICT CPD in the UK can
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be traced to this step-by-step curriculum that
detrimentally influenced the needs analysis for
the ICT training for UK teachers from 1999-
2002. This programme was known as NOF,
due to its source of charitable funding ‘New
Opportunities Fund’. NOF training stimulated
development of consortia of alternative train-
ing providers that were subject to accredita-
tion by the Teacher Training Agency (TTA, cur-
rently the Training Development Agency).
Private investment was essential for the initial
phase because consortia were paid as teach-
ers were trained. Some providers also aimed
to export their services abroad following
deployment in Britain.

An evaluation of this national initiative provid-
ed an opportunity to investigate the profes-
sional development process which noted sev-
eral rounds of evaluation were resulting in
improvements in the training of teachers
towards the end of the initiative. However, one
reason why this national programme was per-
ceived as being largely ineffective was
because the balance between teaching about
skills and pedagogy had not been understood
by the teacher educators and trainers (Leask
2002). Another problem was that there were
simply not enough trained teacher educators
with sufficient understanding of the potential
of ICT to implement the ICT CPD programmes
as they were conceived by the designers
(Preston 2004).

Now that the NOF ICT teacher training contro-
versy has subsided, a further analysis of the
data gathered through the NoF initiative has
been undertaken to inform the understanding
of ICT CPD and to identify the characteristics
of effective ICT teacher training. This analysis
has three main purposes: to inform the design
of ICT-related teacher training, to inform the
evaluation of ICT-related teacher training, and
to improve theoretical understanding of the
process. A re-examination uncovers the com-
plexity of such professional development.
Multiple sources of evidence are provided on
the effectiveness of contrasting approaches to
ICT-related teacher training.

This data was analyzed including a national
survey of 496 trainees and experts’ reports on
16 of the 47 training providers using Guskey’s

five critical levels for the evaluation of profes-
sional development in general. These are par-
ticipants’ reactions, participants’ learning,
organizational support and change, partici-
pants’ use of new knowledge and skills and
students’ learning outcomes (Guskey 2002).

This first analysis showed Guskey’s levels to
be robust for ICT-related teacher training,
including a significant correlation between the
experts’ views and those of teachers who had
undergone training. The evidence confirms
the value of an ecological perspective (Davis
and Preston 2007 in press). The most effective
training supports change with ICT in macro
and micro ecologies, including the classroom,
the school, and training provider’s region.
What becomes clear from the reanalysis is
that ICT-related teacher training using an
‘information transfer’ approach is not appro-
priate, despite its success in commercial train-
ing (Davis, Preston et al. 2007 in press). This
conclusion leads on to the next section that
looks at learning models underlying ICT CPD.

1.4.2 Constructivism and practice-based
research
Pachler’s explanation of constructivism, which
encourages learning by doing, marries well
with Brookfield’s six principles for effective
practice in facilitating adult learning. These
principles give an indication of what a con-
structivist model might look like in practice:

participation in learning is voluntary; effective
practice is characterised by a respect among
participants for each others’ self worth; facili-
tation is collaborative; action and reflection
are placed at the heart of effective facilitation
(action in a sense of exploring a wholly new
way of interpreting one’s own work, personal
relationships or political allegiances); facilita-
tion aims to foster in adults a spirit of critical
reflection; the aim of facilitation is the nurtur-
ing of self directed, empowered adults
(Brookfield, 1986, p.9-11).

Work-based learning is a well-established con-
structivist process that emphasises a teacher’s
need to take action and to reflect on practice.
In this model the teachers, who are the learn-
ers, are invited to become researchers in their
own classroom. This activity helps teachers to
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understand the learning process and engage
in meta-thinking about the topic. In the con-
text of teachers’ learning, the iterative cycle of
practice-based research: Do, Review, Learn,
Apply (Somekh, 1995) encourages teachers to
explore, rather than learning correct answers
for a test. This process can stimulate profes-
sionals to reflect on their practice and make
changes in their local environment after inter-
action with others. Formative assessment is
part of this iterative process as teachers build
a case study. This process can be empowering
for a professional because teachers undertake
a research challenge that they have identified
in their own educational setting.

In this process the teachers gain ownership of
their own learning by negotiating the subject
of their classroom-based research study with
their tutors. Usually the context for the whole
group is a generic topic like e-learning or the
use of interactive whiteboards that requires
some input from the tutor. In practice-based
research, the discussion between the tutor
and the teacher is focused on what the
teacher would like to change in their class-
rooms and how digital technologies might be
used to do this. Their students are sometimes
involved in the research as well. This peda-
gogical approach provides evidence of good
classroom practice from the grassroots as well
as celebrating what the teachers know and
can do (Elliott, 1991; James, 1996;
Whitehead, 2006; Whitehead, 2006).

The practice-based process is often known
globally by its original name ‘action research’
(Schön, 1983). However, there is an academic
perception that ‘action research’ can isolate
teachers because they are only asked to
reflect on activities in on their own classroom.
In the ‘action research’ model, theorists com-
plain that teachers are not required to engage
critically with any of the literature. Practice-
based research ensures that the teachers are
aware of the literature and practice in their
area (Lamb, 2003; Whitehead, 2006;
Saunders, 2002).

1.4.3 Social Interactionism and
Communities of Practice
Social interactionism adds the importance of
the location of human learning within a socio-

cultural environment to the idea of learners
constructing their own knowledge and under-
standing. These notions began with Vygotsky
and continue with Wenger’s ideas about com-
munities of practice (CoPs). In many current
CPD models, teachers in isolation learn about
national ICT curriculum, management or
examination policies and schemes of work. In
a ‘community of practice’ (CoP), on the other
hand, the constructs of the individual are inte-
grated with the constructs of the group.
Learning is thus characterized as a process of
participation and engagement in shared activi-
ties involving the acquisition, and ultimately
the transformation, of both the organizing
conceptual theories and the patterns of dis-
course used by particular communities that
are seeking to learn collaboratively (Resnick,
1997). Students thereby progress from ‘legiti-
mate peripheral participation’ to gradually
assuming a more central role as actors and
competent participants in their communities of
practice over time (Lave, 1991).
The first time that the phrase ‘community of
practice’ was used to pinpoint this phenome-
non was by Wenger in 1992. ‘Community’,
Wenger explains, is a way of talking about the
social configurations by which enterprises are
defined and where participation is recognis-
able as competence. Wenger identifies the
components of a CoP as meaning, practice,
identity and community, which are social
processes. ‘Meaning’ refers to the way in
which human beings talk individually and col-
lectively about their changing experiences of
life and the world in order to understand, and
even to transform, what is happening.

‘Practice’ is the composite term for ways of
talking about shared historical and social
resources, frameworks and perspectives that
can sustain mutual engagement in action.
‘Identity’ defines a way of talking about how
learning changes and who the participants
are. Identity also creates personal histories of
becoming in the context of the community in
question (Wenger, 1998). Wenger presents
seven principles which define CoP activities:
designing for evolution, opening a dialogue
between inside and outside institutions, invit-
ing different levels of participation, developing
both public and private community spaces,
focusing on value, combining familiarity with
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excitement, creating a rhythm for the commu-
nity. The members of Naace, ITTE and
MirandaNet all foster this kind of activity in
varying proportions that qualifies them as
CoPs.

In addition, each of these communities can
now claim the kind of online presence that
Wenger began to explore in 2002. In
‘Cultivating Communities of Practice’ he
relates these seven principles to the particular
challenges of distributed communities relying
on digital technology for some of their cohe-
sion (Wenger, 2002; Wenger, 2004). Wenger
identifies CoPs within a business as vital to
adaptive knowledge-intensive organisations
that seek to be truly global.

Wenger has acknowledged that new technolo-
gies such as the Internet have helped to
extend the reach of human interactions
beyond the geographical limitations of tradi-
tional local communities. On the other hand
he points out that the increase in flow of infor-
mation does not obviate the need for commu-
nity. In fact, it expands the possibilities for
community and calls for new kinds of commu-
nities based on shared practice. As an exam-
ple he points towards development agencies
that now see their role as conveners of such
communities, rather than as providers of
knowledge. Most of all in the context of digital
technologies, Wenger emphasizes the knowl-
edge building among practitioners that is facil-
itated by online access of all the members.

A study of MirandaNet practice presents some
evidence of this phenomenon as a strong
online learning element appears amongst e-
mature professionals. The new practice was
identified when MirandaNet was invited to
help the General Teaching Council train e-facil-
itators to moderate national debates between
teachers. Members of MirandaNet mentored
the trainee e-facilitators in the GTC and
shared the e-facilitation of the forums. The
professionals from each of these CoPs congre-
gated informally online over time, returning
continually for group confirmation of success
or the need for adjustment. In this case the
formal, external accreditation was not central
to the members’ aims, even though they all
achieved the award. The practice-based need

for community building was a greater motiva-
tor than the academic award. The knowledge
gained from this e-facilitation pilot was fed
back into the knowledge base and into the
practice of both CoPs. This is a different prac-
tice from Wenger’s notion of a CoP, which is
an internal arrangement in a business to gain
advantage over other businesses.

What distinguishes the online activity in this
CoP pilot from conventional debate between
course members is that the course or module
was not only part of a long-term process of
individual ICT CPD, but also a factor in the
learning of the group and progress of their
practice. The two CoPs also generated the
course designers, tutors and mentors for the
next stage of CoPs development. These and
the participants all became expert leaders and
mentors in the evolution of the CoPs at the
end of the module.
The MirandaNet online facilities not only offer
opportunities for teachers to talk to each other
in a formal ICT CPD programme, but they also
provide the means to exchange information
and build knowledge by publishing their case
studies in the MN e-journal. This is a different
approach to learning from the traditional
model, in which the case study is marked by
the tutor and is kept in a filing cabinet for five
years or so after the course.

1.4.4 Braided Learning and active pro-
fessionals
An new aspect of social interactionism is
emerging as advisers and their CoPs become
e-mature. This is a collaborative, community-
focused and voluntary process, in contrast to
focusing on the learning progress of individual
learners towards accreditation on a course.

Called ‘braided learning’, this is a concept that
has emerged from the observation of online
learning in MirandaNet. This extension of
social internationism appears in the context of
social software. MirandaNet’ s history over a
decade reveals a three dimensional process of
learning and practice which entails coming to
understand and participate in a creative, pro-
gressive ‘braiding’ of text, opinions, and ideas.

These processes reveal how learning by pro-
fessionals, for the purpose of strengthening
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both the profession and individual under-
standing, unfolds in the online context. This
has been observed in situations where CoP
members become active professionals on their
learning programme and develop shared evi-
dence at local national and international lev-
els. This process links with Sachs’ presentation
of the active professional (2003).

There are three identifiable stages in the
process that professionals in MirandaNet
adopt and practise in their professional,
online, learning. In the first stage the commu-
nity engages in creating a braided text online
that supports diversity and change of opin-
ions. Some members act as e-facilitators or
braiders who help to shape the argument,
provide interim summaries and change the
direction of the discussion (Holmes, 2001;
Preston, 2002; Cuthell, 2005). These are
stored along with forum discussions and
teachers case studies in the MirandaNet
Braided E-journal (Preston, 2000 - 2006).

In the second stage, braiders demonstrate
meta-learning by constructing braided arte-
facts, which re-interpret the online debate in
different styles for different audiences, e.g.
newsletters for their local communities and
reports for their school senior management
team. In the third stage, accomplished fellows
take the initiative to set up working parties to
explore a subject in more depth. At this point
the participants become active professionals,
using collaborative knowledge to build new
theories and policies that will impact on their
profession in the longer term
(Haythornthwaite, 2007 in press; Preston,
2007 in press).

At this level the knowledge building demon-
strates a high level of voluntary and informal
Continuing Professional Development (CPD)
activity where members decide what they
need to know and publish information freely
for others online. This activity is not motivated
by the need to gain an accreditation or meet a
deadline for an assignment and is not orches-
trated by a tutor. The topics for sharing
emerge spontaneously from the membership
when a current subject enthuses them. By
choosing their subjects, the teachers’ identity
begins to form as active professionals (Sachs,

2003) who are building their own ICT CPD
agendas and influence educational policy by
publishing evidence.

This kind of online voluntary and spontaneous
activity accords with Wenger’s distinction
between a course of training and the develop-
ment of a learning architecture within a CoP.
His point is that the primary purpose is of a
CoP is not to design and deliver courses, but
rather to develop the learning potential of an
organisation. Towards this end a learning
architecture combines an infrastructure of
engagement, imagination and alignment in
learning (Wenger, 1998).

1.5 The methodological perspective
In this section the elements of the methodolo-
gy are explained: complete member research
roles, the three methods used in the research
design, and details of the data collection.

1.5.1 The roles of the researchers
Each of the researchers for this study is also a
member of two or three of these CoPs. This
methodological approach is justified by a
reading of Membership Roles in Field Research
by Adler and Adler, who identify three stages
of engagement for the researcher in investi-
gating group processes: peripheral member-
ship, active membership and complete mem-
bership (Adler and Adler, 1987). Interestingly
Adler and Adler do not advocate the objectivi-
ty of the outsider as the best way of gaining
rich insights into the activities of groups, but
instead the complete member stance. This
refers to the situation where the researchers’
decision to become a member of the group
precedes the research.

The fact that the researcher shares the inter-
est and commitment of the group is an impor-
tant aspect of their ability to know how to
research profound questions and judge the
quality of the answers. This membership
stance which must be clear to all the stake-
holders from the outset often helps to define
the significance of immediate events in a long-
term context.
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1.5.2 The research design
Three kinds of evidence have been collected
in this mixed-methods study: questionnaire
responses, the participants’ relation of critical
incidents in their learning about ICT, and ICT
advisers’ expert conclusions based on the evi-
dence from a Naace conference strand on ICT
CPD. This section also discusses the perspec-
tive of the researchers who are also members
of these communities of practice.

1.5.3 Structured questionnaire
The first method, questionnaire responses,
provides evidence collected using a traditional
quantitative strategy for data collection, struc-
tured questionnaires. Two detailed accounts,
amongst the many, about how to gather infor-
mation in this established way are provided by
Cohen, Manion and Morrison, and Brown and
Dowling (Brown and Dowling, 1998; Cohen et
al, 2000). Working in this traditional way pro-
vided some useful base line data to triangulate
with the other evidence.

The questionnaire used a Lickert-type scale to
measure changes in impact and attitude,
together with a range of open, structured or
semi-structured questions, and is in five sec-
tions. The first section consisted of two ques-
tions, to identify the amount and type of train-
ing experienced by respondents – their ICT
CPD history. The first question asked how
much formal training in ICT had been
received, with a range from no formal training,
through to a full-time course, with the open
response of ‘Other’. The second question
focused on the date that the last training had
been received, with a range from the previous
year (2006), to ‘Never’.

The second section, to identify the type of ICT
CPD that had been undertaken, consisted of
three questions: the level of qualification (if
any); the type of course, whether skills and
packages, practice-based or academic; and an
evaluation of the most effective type, in terms
of transfer to the workplace.

This element was further explored in the third
section, which asked respondents to evaluate
the impact of the CPD on practice, and as an
ICT strategist. A five-point Lickert-type scale
was used, with a range of responses from

‘Invaluable’ to ‘Of no impact’.
The fourth section of the questionnaire exam-
ined the effects of a Community of Practice on
members: the impact on understanding and
use of ICT (using a five-point Lickert-type
scale); the type of service that members
found most useful; what most inspired mem-
bers about the use of ICT in Education, and
the most beneficial aspect of being a member
of a Community of Practice.

The final section consisted of two questions
designed to determine the numbers who had
participated in an Action Research ICT pro-
gramme, and those who had run one, and a
matrix to enable respondents to select what
they thought were the most appropriate forms
of ICT CPD to develop 21st Century Skills.

1.5.4 Critical incidents
The second method was chosen to provide a
more qualitative insight into the ways in which
the expert members of these CoPs were think-
ing about their ICT CPD by asking questions
that were not expected to lead to structured
replies. These questions were expected to
trigger memories of critical incidents
(Flanagan, 1949) and critical events (Wragg,
1994) in the professional lives of Naace mem-
bers.

The two questions given to the ICT experts
were intended to develop free association with
critical incidents that they considered to be
important:

What experience in the last year is most mem-
orable, for helping you develop professionally?

What drove you to find the necessary time
and effort to engage in this effective profes-
sional development experience, or did it just
happen through serendipity?

Participants either wrote their responses or
video recorded them in a private room at the
conference. The latter data collection method
was designed so that performance factors
such as tone of voice and gesticulation could
be used as evidence of strength of conviction
in the narration of these incidents that had
made an impression.
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These narratives were used to typify or illumi-
nate the advisers’ views about ICT CPD pro-
grammes that had been offered to them, or
ones that they had designed for themselves.
Of course in analysis care must be taken in
generalising from such single events.

However, as one set of evidence in this report
comes from a quantitative questionnaire, it is
possible to relax notions about reliability in
this part of the analysis in order to understand
the importance of these critical incidents or
events. This critical events or incidents
methodology was chosen particularly because
of the researchers’ keen interest in the factors
that were motivating these experts to learn.

Choosing to belong to a professional CoP
already suggests a high level of motivation to
learn with colleagues amongst all the respon-
dents. The fact that these three CoPs provide
a motivating learning opportunity for ICT pro-
fessionals in the UK has already been estab-
lished. Even in 2000, when the MirandaNet
Fellowship was the only one of the three with
an active online presence, this element of
MirandaNet working was highly rated as a
means of learning by members (Preston,
2000). What has changed since the turn of the
century is that online learning is now better
established in both of the other organisations.
This was one of the themes that was, there-
fore, highlighted in the analysis.

More online learning in the profession has not
only been as a result of better broadband
access. It is also because digital communica-
tion is more ubiquitous in the global society.
However, it is still the case that levels of moti-
vation must be high in order to master this
complicated and constantly evolving new
means of communication.

In relating their critical incidents, members of
CoPs are demonstrating the kind of intrinsic
motivation to learn that is evident when peo-
ple engage in an activity for its own sake,
without some obvious external incentive pres-
ent. Traditionally, extrinsic motivation has
been used to motivate employees, whether in
terms of tangible rewards (promotion, addi-
tional payments, passing threshold criteria) or
such intangible rewards as a good Ofsted

report. In contrast, this methodology was
used to elicit responses about their ICT CPD
experiences and the ways in which time has
been found for the involvement which reflect
the individuals’ intrinsic motivation (Bandura,
1986, 1997). These considerations about
intrinsic and extrinsic motivation will be impor-
tant where governments are involved in fund-
ing compulsory training programmes.
The critical event element of the research has
also been designed to uncover the individual
factors that facilitate professional develop-
ment, in order to examine the concept of
locus of control. This psychological theory
originally distinguished between two types of
people - internals, who attribute events to
their own control, and externals, who attribute
events in their life to external circumstances
(Rotter, 1966).

In essence, individuals with a strong internal
locus of control believe that they are responsi-
ble for their own destiny, whereas those with a
strong external locus of control shift responsi-
bility to others – people, institutions or struc-
tures. Understanding concepts of intrinsic
motivation and internal locus of control are
critical to the success of Continuing
Professional Development. This becomes clear
in a study of Maslow’s concept of self-actuali-
sation, the top level of his hierarchy of Human
Needs Theory (Maslow, 1970). This hierarchy
of concepts moves from physiological, through
safety and security, social, to self actualisation
– Maslow describes these as being an intrinsic
growth of what is already in the organism, or
what constitutes the organism, and that self-
actualisation is growth-motivated, rather than
compensating for a deficiency.

The hypothesis is that the key to successful
ICT CPD programmes is a focus on intrinsic
motivation and to build in factors that con-
tribute to a sense of internal locus of control
and promote growth, rather than emphasising
a deficit model. In this case, Maslow’s theory
suggests that the participants in CPD will feel
empowered to take charge of the process
themselves. Looking for evidence of self-actu-
alisation was a strong focus of the analysis.

Using grounded theory methods, the research
questions were used as a guide to extract key
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themes (Glaser, 1967; Charmaz, 2000). During
the analysis of these critical incidents, the evi-
dence was collated under these themes. The
quotations were used to illustrate the points
with the authentic voice of individual advisers
who have contributed to the sum of knowl-
edge about what might work for others.

1.5.5 Building knowledge collaboratively
The two previous methods of data collection,
structured questionnaires and unstructured
answers to questions, are related to investi-
gating the views of individuals communicating
from their own space. Neither of these two
previous methods, on the other hand,
acknowledges the way in which knowledge
changes constantly in a CoP, which is connect-
ed both face to face and, increasingly, online.

Emergent activity theories are beginning to
address some of the issues of reporting an
amorphous and constantly changing human
enterprise (Engestrom, 1999; Engestrom et al,
1999; Jewitt, 2007). Some effort was made to
address the issues of transience in the third
method, which was devised especially for this
study in order to explore further what impact
membership of a CoP might have on knowl-
edge and on appropriate action.
The methodology was devised to elicit the
most up to date evidence possible from one of
the ‘communities of practice’ as a group,
Naace.

The hypothesis was that the learning process-
es that had been observed in the online activi-
ties of the three professional organisations,
Braided Learning, might also be observed
within the group in conference.
This approach was possible because the
researchers in this project were also organis-
ing the ICT CPD strand of the Naace confer-
ence in February 2007. Educators involved in
ICT from all levels were invited to talk with the
delegates about their ICT CPD experience.
Policy makers, teachers and adviser members
of MirandaNet and ITTE were also invited to
speak, so that a full range of ICT CPD expert-
ise was covered within the wider UK communi-
ty of leaders.

The speakers and the delegates were all
encouraged to see themselves as practice-

based researchers from the start, trying to dis-
cover what kind of ICT CPD members would
welcome. Questions were planned by the
speakers for the end of each session. Some of
the data from the delegates was collected
using electronic voting systems, which meant
that the whole audience could see how others
were voting. This was helpful in creating a
sense of collegiality and engagement with the
content of the session.

Some of the delegates were expected to fol-
low the ICT CPD strand throughout. There
were two final group sessions. One of these
sessions was designed to elicit a collaborative
view from the group in the ICT strand. This
was not a conventional conference evaluation,
but an effort to see what group view of ICT
CPD had been formed after an intensive peri-
od of sharing knowledge with the speakers. In
this session they planned questions for the
government policy makers, which raised ques-
tions about ICT CPD policy for advisers nation-
ally.

1.6 The data collection
During February 2007 members of the ITTE,
MirandaNet and Naace Communities of
Practice were asked to complete an online
questionnaire investigating continuing profes-
sional development (CPD) in ICT.
The invitation to complete questionnaires was
sent to all members of each institutional list-
serv. A total of 153 responses were received:
83 from Naace, 13 from ITTE and 57 from
MirandaNet. The following table shows the
profiles of the respondents.

Academic 23

Administrator 1

Adviser 20

Consultant 4

Industry 9

Inspector 1

IT Support 1

Local Authority 23

Teacher (including senior managers) 71

n = 153

Table 1: All Survey Respondents

The majority of the respondents in the sur-
veys of all three communities of practice were
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teachers (and school senior managers) –
46%. Of the others: academics – 15%, educa-
tionalists who worked for local authorities –
15%, and independent advisers – 13%.

The rate of completion in relationship to mem-
bership numbers varied from 2.37% (Naace)
through 18.6% (ITTE) to almost 23%
(MirandaNet). The data from this question-
naire provided a quantitative underpinning for
the elements extracted from the critical inci-
dents.

The collection of critical incidents also took
place between December 2006 and February
2007 Naace, ITTE and MirandaNet members
were invited online and face to face at confer-
ences to reflect on their CPD experiences of
the previous year, and to identify what they
considered to be ‘critical incidents’. 47
responses were received, some of which were
extremely detailed. Another 15 conference
delegates video recorded their responses dur-
ing the conference in February in a private
room set aside for the purpose. This was well
supported by technicians, so that the advisers
were comfortable using this facility, which was
based on the ‘Big Brother’ booths, which are
used for confidential monologues to camera
by participants.

The collection of collegiate viewpoints was
carefully orchestrated. The four hundred and
fifty delegates at the conference had the
choice of three strands: ICT CPD, ICT in the
curriculum and Virtual Learning Environments.
Some delegates chose to swap between ses-
sions, whilst others only attended the ICT CPD
strand. Within each strand the delegates had
a choice of three sessions in each period.
About one hundred delegates joined the
strand at some point. An average of twenty-
five delegates were in each of the fifteen ses-
sions.

Overall a core group of thirty attended the
final plenaries, although many more had con-
tributed to the data collection during the
breakout sessions. The conclusions were dis-
seminated to all the delegates who attended
the final plenary, to discuss their findings with
the policy makers from government agencies.
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The findings are presented in three parts: the
quantitative survey, the qualitative responses,
and the collaborative response from the Naace
conference.

2.1 Survey of advisers’ experience of
ICT CPD

2.1.1 The Past: Professional
Development in Leading-Edge
Communities

Below is a table that shows how much formal
training in ICT the participating advisers had
received.

How much formal training in ICT have you received?

Naace MirandaNet ITTE All

No formal training 1 8 3 13

2 days or less 3 5 2 10

3 days – 9 months 39 15 3 57

CPD over 1/2/3 years 19 9 2 31

Full-time course over

1/2/3 years 12 11 1 24

Other (Please specify) 9 1 1 18

Table 2: Amount of training

Items listed under ‘Other’ included:
Naace: IT PGCE in 1989; Learning on the job
– competencies; MA in Computers in
Education; Mix of all the above spread over 15
years; Mixture including ongoing OU study;
Over my working career; Part time MSc - 2
years; RSA Dip in ICT for Teachers and
Trainers; Self supported study plus formal
training; Self-taught since 1983 (old BBC

days);
ITTE & MirandaNet: All of the above; All self
taught, and now train others; Cisco Instructor
20 days over 2 years; FE college; I’ve been
learning ICT since childhood; ICT Adviser self
taught; Just in time learning; Lifelong learn-
ing; Not happy with training; years spent;
Study individually new technologies as I need.
Of these three communities of practice the
most frequent response for continuous profes-
sional development falls in the category ‘3
days – 9 months’ – 37% of the total. 12% of
all respondents had undertaken no formal ICT
CPD training: 17% of the ITTE and
MirandaNet communities.

In the ‘Other’ category, however, a number of
strategies for personal professional develop-
ment emerge. Respondents describe the
learning of competencies on the job; self-sup-
ported study; everything being self-taught;
learning the how and why of computers since
childhood; just-in-time learning; studying new
technologies as the need arises.

These factors, then, may differentiate those
who are engaged with ICT on a professional
basis, and the ways in which they learn, with
conventional notions of CPD being something
that is taught and learned in designated
courses. One process is embedded in personal
and professional practice: the other is, at best,
a series of events.

Chapter Two
Key Findings
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When did you last receive any formal ICT training?

Naace MirandaNet ITTE All

2006 44 31 6 81

2005 10 4 2 16

2004 8 8

Between 1999 – 2003 10 20

In the last century 8 2 2 12

Never 3 10 3 16

Table 3: Training occurrence

Whilst the majority of respondents had
received some formal ICT training during the
previous year, 33% of all respondents’ previ-
ous ICT training had been at least three years
previously – indeed, some (10% of the total)
had never received any such training. More
interestingly, 19% of the ITTE and MirandaNet
communities had never received any formal
ICT training.

Type of ICT CPD

At what level is your highest ICT qualification?

Naace MirandaNet ITTE All

Short course 25 8 4

37

Degree 6 6 1 13

Postgraduate diploma 19 10 29

MA 5 5 3 13

PhD 0 1 1 2

Other 14 12 26

None 14 19 33

Table 4: Qualification level

Items listed under ‘Other’ included:

Naace
1 year DPSE; Certificates!; CLAIT 1; CPD -
internal and external; Don’t own one; ECDL;
ECDL + online tutoring at level 3; M.Sc.;
Module of MA; Modules within M.Ed.; MSc; No
formal ICT qualifications; No ICT qualification;
No qualifications; No recognised ICT qualifica-
tion; None; Nothing formal other than In
House; OU modules, short & year long cours-
es; RSA DipIT; RSA Teacher/Trainer Diploma
in ICT.

ITTE & MirandaNet: A couple of day courses;
B.A. Psychology M.Ed. Special Education;
Certificate; Foundation Degree; ICDL; Level 2
qualification; Msc; No Formal Qualifications;
No qualification; Non Existent; None; None;

None; None - I Came To ICT By Default; None
held; None, just half hour courses to update;
PDA - e-Pedagogy: from design to deliver;
RSA; Started MA, need to pursue Bath Spa
one.

22% of respondents had no formal ICT qualifi-
cation (27% of ITTE and MirandaNet).
However, 37% of all respondents had a post-
graduate qualification that included a compo-
nent of ICT. It is in this context, therefore,
that responses to ICT training may be inter-
preted.

The list of qualifications included in the ‘Other’
category includes a number of certificates that
recognise functional proficiency, many of
which focus on office productivity packages:
such certificates as CLAIT, ECDL, ICDL, RSA
DipIT and the RSA Teacher/Trainer Diploma in
ICT.

Have you participated in: ICT Skills and packages, practice-based or

academic courses?

Naace MirandaNet ITTE All

Skills and package courses 15 8 1 24

Practice-based courses 6 3 9

Academic 3 6 9

Mixture 52 30 9 91

No response 7 13 3 20

Table 5: Type of course undertaken

The predominant choice seems to reflect the
pragmatic responses to previous questions:
respondents select the most appropriate type
of course for their needs.

Impact of CPD

If you have done a mixture, which is the most useful for fulfilling your

job as a teacher, adviser or teacher educator?

Naace MirandaNet ITTE ITTE & MN All

Skills and package course 15 10 1 11 26

Practice-based courses 35 23 4 27 62

Academic courses 12 6 4 10 22

Table 6: Evaluation of usefulness

What is significant here is that although fewer
than 6% of the total selected Practice-based
courses as the sole type in which they had
participated, almost 41% of all respondents
selected Practice-based courses as the most
useful (presumably because of observed
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effects on participants).

2.1.2 Present: the impact of ICT CPD on
current practice

How has the knowledge you have gained impacted on your practice

as an ICT adviser, teacher of teachers or classroom teacher? Has it

been: Naace MirandaNet ITTE All

Invaluable 30 17 4 51

Valuable 37 25 5 67

Of some impact 12 6 1 19

Of little impact 2 5 7

Of no impact

( Impact of ICT CPD)

ICT CPD does have an impact, report 95% of
respondents; 82% report it as valuable or bet-
ter; 35% of the total regard it as invaluable.

How has this training impacted on your practice as an ICT strategist in

your institution? Was it: Naace MirandaNet ITTE All

Invaluable 26 12 4 42

Valuable 34 19 3 56

Of some impact 14 7 3 24

Of little impact 5 7 12

Of no impact 4 3 7

No response 0 9 3 12

(Impact of ICT CPD on practice)

75% report an impact on their institution,
68% regarding it as valuable, or better.
(Invaluable = 29%)

Membership of a Community of Practice

I find that belonging to a Community of Practice helps me to come to

terms with the value of computers and digital forms of communica-

tion. Naace MirandaNet ITTE

Strongly agree 27 30 7

Agree 47 16 4

Neutral 7 4

Disagree 2 0

Strongly disagree 0 0

No response 0 7 2

(Communities of Practice; n=153)

86% of all respondents regard Communities of
Practice as helpful in coming to terms with the
value of computers and digital forms of com-
munication. There is a slight variation
between the Naace community (89%) and
those of ITTE and MirandaNet (81%). This
strong positive response is to be expected

though, particularly as the respondents are
self-selected, which suggests that they are
ideal CoP members, keen to share knowledge.

As a member of a Community of Practice I find the most valuable

service from the community is: Naace MirandaNet ITTE All

Face-to-face meetings 18 15 3 36

The online interaction 36 19 5 60

The links with relevant companies 1 1 2

Online resources 15 10 1 26

ICT CPD 1 2 1 1

Other (Please specify) 6 1 1 8

No response 6 9 2 17

(Communities of Practice: Key affordances; n=150)

Items listed under ‘Other’ included:
Naace: A mixture of the above; All of the
above; Definitely all of the above; Easy access
to sources of information; email; email for all;
Mixture; Mixture of above; None; Regular
summary of updates; Update via newsletter.

ITTE & MirandaNet: All of the above; Online
resources; Keeps me up-to-date with what
others do; Newsletters and email discussions;
Some things can be self learnt, not all; The
network, both online & face to face.

Almost 52% of ITTE and MirandaNet respon-
dents regard the online affordances (online
interaction and resources) of their community
of practice as the most valuable, compared
with slightly over 61% of Naace members.

What most inspires me about the potential of teaching and learning

using ICT is … Naace MirandaNet ITTE All

Shared curriculum exchange

across nations and cultures 14 13 2 29

Enriched assessment

approaches 0 1 1

Equipping learners to

be independent 45 24 4 73

Using ICT packages to prepare

students for the world of work 7 0 7

Increasing democratic

participation worldwide 0 2 1 3

Other (Please specify) 10 6 4 20

No response 7 11 2 20

( Impact of ICT on teaching and learning)

Items listed under ‘Other’ included:
Naace: A mixture of the above; Both a and c;
Enhancing creativity; Enriched curriculum;
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Enriched learning opportunities; Enriched
teaching and learning; Enriching learning and
increasing aspirations; Enriching learning
experiences; Helping increase teacher confi-
dence; Pupils learning from feedback; Makes
learning more effective & engaging; Making
learning relevant; Rate of change of
approaches; Something that inspires people;
The teaching and learning.

ITTE & MirandaNet: All of the above; Allowing
learners to become teachers; Developing criti-
cal thinking & reflection; Visualisation of basic
principles, Enabling learners to be global citi-
zens; Enhancing and improving what teachers
do; Enriched LEARNING opportunities;
Enriching educational experiences; Enriching
the whole learning experience; Fun, excite-
ment, wonder use technology; Independence
and creativity; Personal development in a
social context; Preparation for life – it’s a must
have.

This question produced some interesting
responses, in that it sought to uncover the
underlying motives for people’s use of ICT.
The theme of independent learning was par-
ticularly strong, as was that of international
collaborative work. In the ‘Other’ category the
terms ‘enhancement’ and enrichment’ were
used consistently. The vocational element (the
much-vaunted panacea of relevance embed-
ded in the 14-19 curriculum) elicited less than
a 5% response. The use of ICT in assessment
appears to have made little to no impact yet,
and might be an area to consider.

As a member of a Community of Practice I find the most beneficial

aspect of membership is: Naace MirandaNet ITTE All

A greater awareness of

the uses of ICT 15 11 1 27

Gains in ICT 0 0 0 0

The opportunity to meet

like-minded individuals 17 17 7 41

Keep up with advances in ICT 39 16 1 56

Access to specialist

help and guidance 4 4 0 8

Other (Please specify) 7 4 2 13

No response 1 5 2 8

(CoP: benefits of membership)

Items listed under ‘Other’ included:
Naace: a and d; A mixture of the above; All of

the above; ALL of these; Discussions about
teaching and learning; Opportunity to look
beyond the use of ICT.

ITTE & MirandaNet: A sharing of innovative
practice; All above; All of the above; All of the
above; Being part of a creative thinking
group; Discussion & debate; I think more than
one of these options; Inter-professional ICT
contacts.

Whilst the majority of members of the Naace
CoP considered ‘keeping up with advances in
ICT’ as the key benefit, the majority of those
from the ITTE and MirandaNet CoPs consid-
ered ‘the opportunity to meet like-minded
individuals’ as the key benefit, even though
that ‘meeting’ was in most cases a virtual one.
The international community that is
MirandaNet makes face-to-face meetings the
most problematic.

Do you belong to any Communities of Practice?

Naace MirandaNet ITTE

Yes No Yes No Yes No

The questionnaire was

sent to the Naace,

ITTE and MirandaNet

Communities of Practice:

expected response

rate = 100%. 62 17 45 10 6 3

(Membership of Communities of Practice)

Given the crossover between groups and
members it was significant that none of the
Naace respondents cited ITTE or MirandaNet
as Communities of Practice to which they
belonged, whereas both ITTE and MirandaNet
members cited Naace as one of their commu-
nities. The range of communities was eclectic.
This would suggest that some educators who
are actually members of a community of prac-
tice do not yet recognise this learning term.

2.1.3 Putting things into practice
Have you participated in an Action Research (practice-based) ICT pro-

gramme? Naace MirandaNet ITTE All

Yes 34 26 8 68

No 47 23 3 73

Have you run an Action Research (practice-based) ICT programme?

Yes 19 22 8 49

No 60 27 3 90

( Practice-based Research)
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48% of all of the communities have participat-
ed in an Action Research programme: slightly
over 35% have run such a programme.

2.1.4 The Future: 21st century skills in
context
This question, on 21st Century Skills, provided
some interesting variations in response
between communities. Naace members were
split in terms of their first priority: Practice-
based courses and Learning Platforms were

rated as equally important. This is because
many of its members are in the front line in
implementing the UK government agenda to
have these adopted in schools by 2009. ITTE
and MirandaNet members, on the other hand,
clearly indicated a preference for Practice-
based courses: Learning Platforms emerged
as the third choice. Naace members’ second
choice was for developing digital content,
whereas the other group identified Applied
Research as the second most important.

If one examines aggregated choices then
Naace members clearly believe Learning
Platforms to be the priority. ITTE and Naace
members, on the other hand, identify
Practice-based courses and Applied Research
as the two critical areas. However, both
groups also feel that Communities of Practice
are important – presumably because they
form the underpinning for other key themes.
The aggregated elements can be seen in the
following table:

(Priority 1=3, Priority 2=2, Priority 3=1).

What do you think are the most appropriate forms of ICT CPD to devel-

op 21st Century Skills?

1. Practice-based courses 186

2. Communities of Practice 142

3. Using Learning Platforms 128

4. Developing digital content 99

5. Skills and package courses 91

6. Vocationally relevant courses 85

7. Applied Research 66

8. Academic Courses 45

It is particularly remarkable that all of these
communities do not see traditional academic
courses in ICT as an appropriate way of learn-
ing and developing 21st century skills.

2.2 Critical incidents that promote
professional learning
During January 2007 a number of Naace
members who were concerned about ICT CPD
were asked to reflect on their ICT CPD experi-
ences in 2006. In February 2007 the invitation
was extended to some MirandaNet members
who had taken part in an international work-
ing group. Further responses were collected
from some Naace members at the annual
Naace Conference. The introduction to the
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invitation to contribute was:

As you work in the field of ICT in Education
you will inevitably, in the last year, have
gained new knowledge, skills and understand-
ing to help you professionally.

Members were then asked to respond to two
questions.

What experience in the last year is most mem-
orable, for helping you develop professionally?

What drove you to find the necessary time
and effort to engage in this effective profes-
sional development experience, or did it just
happen through serendipity?

The answers to the two questions have been
grouped together in the next two sections.

2.2.1 Memorable professional
experiences
The table below indicates the eight themes
that were drawn from the participants’
responses. The four most frequently cited crit-
ical incidents that emerged from these eight
themes were:
• learning as a response to the needs and
demands of work;

• involvement with colleagues and network-
ing;

• participation in research (usually evidence-
based action research);

• attending a course or conference.

Of these two it is clear that the experiences
which rate much higher than all the others are
demands that are related to work and profes-
sional relationships with colleagues which are
the evidence of community of practice build-
ing. Figures have been rounded to one deci-
mal place.

Experience cited (n=53) % Response

Work-related demands 16 30.2

Involvement with colleagues & networking 11 20.8

Research 10 18.9

Attending a course or conference 9 17

Learning and using software 3 5.6

Using social software 2 3.7

Observation of colleagues 1 1.9

Writing demands 1 1.9

(What experience in the last year is most memorable, for helping you

develop professionally?)

Work-related demands
The most frequently cited content theme was
that of learning taking place because of the
demands of working on a project – the just-in-
time learning that is grounded in the realities
of managing the task. As one commented,

It turned out to be a steep learning curve for
me and I found that it took up a lot of time
but I enjoyed learning a lot of new skills and
was pleased with the finished project.

Another respondent reflected on the struc-
tures that supported the learning experience:

There were discussion forums, there was face-
to-face facilitation, but there was also a clear
structure with expectations to produce various
things (outlines, action plans etc) to dead-
lines. Reflections were facilitated both face-to-
face and online.

In these instances both of the contributors
were reflecting on the ways in which the
demands of a new task provide the personal
scaffolding to the learning. It is also significant
that the task itself, and colleagues, are all
seen as an integral part of the learning experi-
ence. Others commented on the authenticity
of this type of learning, contrasting it positive-
ly when compared with the assessment
demands of more formal learning experiences.

I, like many teachers, tend to kick back
against learning that requires heavy evidenc-
ing. In my world of work that extra burden
can be the stone that would break the camel’s
back. Engagement with the message always
comes before making time.
A passion and an interest is what drives it, but
what about key professional development ini-
tiatives that meet resistance from teachers? I
worry that the time spent can be dispropor-
tionate and I find it hard to defend. When I’ve
sat up until 2 a.m., am I actually doing the
day job any good? What is very hard is to sep-
arately categorise and evidence these strands
of learning, and asking teachers to do this is
frustrating.
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This reflection focuses on the demand to
demonstrate that learning has occurred and
the need to produce evidence to support it. If
learning is essentially personal and experien-
tial, then the significance of evidencing it is to
focus on the impact of an individual’s learning
on the institution and the learning that affects
pupils. The NVQ portfolio approach, which
insists on the documentation of every element
of learning, is often inordinately time-consum-
ing and proves a disincentive. This inevitably
affects course completion rates.

Involvement with colleagues &
networking
This second theme can, in many ways, be
construed as a continuation of the first, in that
many of the contexts for the reflections were
drawn from work. In this example the respon-
dent reflects on the ways in which an external
event – learning about the availability of a
grant – was the catalyst for collaboration and
learning.

The possibility of a grant for an innovative
project set me thinking... but it was the reac-
tion of a member of staff who flew with the
idea that set us both on a rapid update of
skills, technology and possibilities. … It has
forced us to up date our knowledge, widen
our horizons and the time constraints of the
grants are making us do it NOW.
A teacher once commented that the most
valuable part of being awarded a Best Practice
Research Scholarship was the recognition that
the award itself signified.

In this quotation, what is significant is not the
amount of the award, but the fact that it has
been awarded, that enables the professional
development. This recognition of the potential
of collaborative work is important.

My most memorable by far is the collaborative
work I have been involved in with a colleague
from a parallel organisation … (I) am con-
vinced that specifically focused collaborative
working is invaluable as professional develop-
ment. … [it has] led to an updating of my
skills, knowledge and understanding.

This is a theme that has underpinned a num-
ber of responses throughout this survey: that

professional collaboration constitutes one of
the main motivations for professional develop-
ment.

Lots of interaction with other participants, fol-
lowed by use of an online forum.

Research
Another significant element that was cited in
the reflections was the impact of involvement
in a research project (particularly evidence-
based action research). The learning that
takes place is often not necessarily directly
related to the research topic: indeed, this can
be seen as one of the specific benefits.

Carrying out research … I learnt a lot about
change management in relation to ICT and
the issues that folk were grappling with in LAs.
Also learnt a good deal about the politics with-
in education …

The recognition that reflection, a critical ele-
ment in the research process, is an important
element of CPD, emerged in a number of
responses. As one comment points out,
The research work I undertook … made me
reflect long and hard on what we did and how
effective that approach was.

A teacher reflected on the impact that involve-
ment in a research project had on the whole
school.

The effect on perceptions around the nature
of learning have been profound.

Another teacher commented on the impact of
making the connection about collaborative
learning in the classroom and online.

All of these comments reinforce the important
role that involvement in research plays in
developing both personal and institutional
learning. It is seen as an integral part of what
it is to be a professional: that teaching, and
managing a learning team, should be under-
pinned by evidence and reflective practice,
rather than simply as implementing curriculum
and organisational directives.
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Attending a course or conference
Attending a course or a conference may well
be considered a conventional CPD route, but
the elements identified as critical incidents
are, in many cases, an additional benefit of
attending, rather than being a direct benefit of
the event. Collegiality and networking is cited
by a number of respondents.

… having the chance to talk to them person-
ally about their experiences and what, is hap-
pening in their schools.

In other cases the quality of the presentation
itself proved transformative.

… the pioneering work with hand-held
devices in their primary schools. Truly mind
blowing! The best presentation I’ve seen in
the last few years. Some saw a significant
benefit as the opportunity to step outside the
normal working environment and reconsider
education from a new perspective.

The MirandaNet Etopia Workshop in Friesland
in September. Any opportunity to see practice
first hand outside one’s own immediate set-
ting is enormously enriching. By visiting
Friesland, I was able to speak to colleagues
from a variety of backgrounds (ITT, class-
room, advisery, academic etc), share and dis-
cuss good practice and innovation and visit
schools and see alternative ways of approach-
ing the curriculum, learning, classroom man-
agement, ICT and more.

These comments demonstrate the power of
networking in reinforcing learning. Indeed,
this is seen as one of the most beneficial
aspects of attending a course or conference.

As one adviser reflects, it has changed the
way I think about education, learning and my
own role in it. I have now set up an ICT
Teacher-led Development Workgroup and am
supporting other practitioners in developing
their own research using patchwork texts.

The space for reflection that academic courses
create, and the discussions with other profes-
sionals, play a powerful part in professional
development. Whether such opportunities can
comfortably be described as CPD is another

matter, however.

Learning and using software
Courses in learning and using software were
once the staple of ICT CPD courses, and much
of the accreditation associated with ICT was a
recognition of competence in the use of pro-
grams, rather than their application to tasks.
Three respondents identified learning to use
software as a significant critical element, but
in each case the learning was self-directed,
autonomous.

I had to self teach myself Dreamweaver - a
useful update for me. Reading other blogs,
getting to grips with RSS and creating blogs
for my work.

Being able to use ACTIVPrimary software by
Promethean to develop resources for teaching
and learning, and ACTIVote for assessment
for learning.

In the ‘Other’ option in a number of sections
of the Questionnaire the continuous learning
of software – whether new packages, or
updates of previous versions – was seen as a
powerful tool for learning, and an integral part
of ICT CPD.

Using social software
There were only two citations of this as a sig-
nificant experience during the previous year. It
may well be that many in the education com-
munity see education and social software as
antithetical. The respondents here were not of
that opinion and seem to value the students’
efforts in this new area.

Watching a group of students produce some
outstanding work in an extra-curricular
Moodle resource I had made for them.
Watching a *PUPIL* community of practice
which I set up, evolve into a body that started
to generate ideas of their own to the point
where they needed no staff input. In particu-
lar the development of a Forum to create a
ongoing role-playing script that 19 months
later is still a work in progress.

This comment would constitute evidence for
the Observational Learning paradigm.
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Observation of (and by) colleagues
Only one respondent cited observation of, and
by, colleagues as a significant critical experi-
ence in CPD. It may well be that this respon-
dent’s perception of the incident as critical and
positive was because it took place outside the
normal frame of work, and produced a dis-
tancing and objectivity that supported critical
reflection.

Spending a day in a school in Prague at the
MirandaNet workshop. Seeing how other edu-
cational systems work around the world. Also
receiving positive critical feedback from my
peers who responded well to my presentation
at the workshop.

Writing demands
Co-wrote a book on teaching ICT for training
teachers, due out soonish - made me do some
serious reflection and research.

This could be grouped with work-related
demands, and yet somehow the link between
writing – the creation of meaning – and reflec-
tion, through research, is important to make.
A generation ago the production of meaning
through the process of writing was the norm
for assessing the effectiveness of CPD. Now it
is simply one element among many.

2.2.2 What are the drivers that moti-
vate professional learning?
The second question, framed to discover more
about the motivation to learn, was:

What drove you to find the necessary time
and effort to engage in this effective profes-
sional development experience, or did it just
happen through serendipity?

In the critical incidents that Naace members
related they identified the issue of time as
being the most important in their engagement
with CPD. In particular, advisers’ workload was
seen as a major inhibiting factor. This second
question invited respondents to reflect on the
motivation that enabled them to find time to
undertake ICT CPD. The two dominant themes
were those of professionalism, in which indi-
viduals felt responsible for their own CPD, and
involvement in a project that provided the
incentive to find enough time. In only three

cases did respondents state that time and
space had been allocated for CPD. Figures
have been rounded to one decimal place.

Motivation (n=47) % Response

A sense of professionalism 12 25.5

Involvement in a project 11 23.4

Undertaking M.A./PhD 5 10.6

Serendipity 5 10.6

Collaboration and collegiality 5 10.6

The intellectual challenge 3 6.4

Time and space allocated for this 3 6.4
Social networking and
knowledge sharing 3 6.4

Table 18: What drove you to find the necessary time and effort to
engage in this effective professional development experience, or did

it just happen through serendipity?

A sense of professionalism
Many of the responses reflected on the need
for motivated professionals to take charge of
their own CPD. In many cases this motivation
was related to career progression or new proj-
ects. One professional said,

Taking on new role - once committed to the
new job I had no choice but to make a go of it
(even if that did mean giving up any concept
of work-life balance!).

Another commented on the fact that CPD was
seen as a long-term undertaking:
I recognised the value of the conference in my
long term CPD and also in light of
MirandaNet’s altruistic philosophy. CPD was
also seen as part of a professional philosophy.
The firm belief of the impact that ICT can
have on the quality of teaching and the depth
of children’s learning.

Many of the professionals in these communi-
ties have expressed similar thoughts: that
there is a self-expectation of continuous learn-
ing to maintain professional credibility.

Involvement in a project
The sense of involvement as the motivator for
making time available for professional devel-
opment was seen in both the individual and
institutional contexts. At an individual level,

… once you commit to a project and have
invested a lot in it you want to see it through
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whereas in the context of an institutional CPD
framework it is seen as part of whole-school
improvement.

This was due to several years of planned ICT
development, which included staff develop-
ment in using ICT. The potential of giving
pupils greater access to learning – and,
indeed, more meaningful choices in when and
where they conducted their learning.

Undertaking M.A./PhD
Some professionals saw postgraduate study as
a way to provide a space for critical reflection
away from the demands of the classroom.

I wanted to think about my practice. I needed
to have more ownership of what I was doing.

The need for greater objectivity through the
distancing that participation in such study pro-
vides is often obliquely referred to as a reason
for teachers not to engage in significant CPD.

I’ve got so much to do I just don’t have time
for it.

However, it is the link between professional
practice, development and personal growth
that is important.
I made sure my area of research was so
embedded in personal and professional priori-
ties that I was always working / researching
/reflecting at the same time. The MEd. gave
me a group of colleagues who are a strong
part of my friendship/professional colleague
group.

In some cases an external stimulus is needed
as a catalyst. One respondent comments that:

Seeing Stephen Heppell at BETT 2001 drove
me to find the time and effort. I enrolled there
and then on an MEd and am about 10 days off
handing in my dissertation. A 5-year journey
that has taught me a lot about pedagogy –
and my own work styles!

The impact of personal learning upon one’s
understanding of what learning entails, here
feeds through into professional practice.

Serendipity
In some cases serendipity provides the means
of finding time for professional development.

As is often the case I happened upon this
experience as part of looking for information
about something else.

Recognition or referral by third parties also
acts as a spur to finding time.

My involvement was serendipitous to the
extent that I had not actively sought to
become involved, but was rather 'referred' by
a third party who knew of me and the work
we do at our school. Having been invited, I
found no difficulty in making time for the
preparation, arrangements etc for the trip.

Collaboration and collegiality
The dynamics of collaborative work often
result in individuals being able to make time
for activities in which they may not otherwise
have engaged.

The driver within this group of respondents
was of the belief that the sharing of good
practice is essential for the improvement of
teaching and learning and that things can
always be improved. At the same time there is
a recognition that such professional develop-
ment, and the demands that it places on time,
comes at a cost.

The collaborative working grew out of identi-
fied need, and a recognition that working
together would enhance the final outcome.
The impact on our professional development
almost came as a surprise. The time and effort
to make this work and meet some impossible
deadlines along the way has been (as always!)
considerable, in terms of extra hours during
evenings and weekends.

This last comment is the key to successful
CPD – and learning. It is also the philosophy
of successful schools.

The intellectual challenge
This comment is representative of many who
contribute to active knowledge making online:

I firmly believe that personal investment of
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time is necessary and whilst aiding others
WITHIN the community of practice one's own
self-esteem and reputation grows with it too.
That's why I try to actively contribute to any
mailing lists of which I am a member. This is
more the case in ICT than in any other subject
as the subject evolves so quickly.

Time and space were allocated for this
Only three respondents stated that time and
space had been allocated for their own ICT
CPD. It was given sufficient time and status as
a 'proper project'. One reflected on the need
for time and space to be made available to
teachers.

What we need are opportunities for reflective
thinking: a formal follow-up of action research
does not always follow. We need opportunities
for double-loop thinking – penny drop
moments – where practitioners have a seed
change in their attitudes and approaches.
Many teachers learned themselves in very tra-
ditional ways; they find action research and
reflective practice threatening. It’s a struggle
– work-life balance; family; cynicism;
entrenched views – all come into play. Those
studying for a qualification accept and
embrace these ways of working, but as a part
of professional development it is a sad truth
that many see this type of learning as a step
(burden?) too far.

The cost involved in pursuing postgraduate
study produced this reflection:

The City Learning Centre that I work in has
paid for me to do the course as part of my
professional development – I probably would
not have taken it up otherwise. If I knew then
how useful it would be, and enjoyable (even
though I drive my family and friends mad
when working on assignments) I may have
paid to do it myself. But support financially is
a big issue.

This was one of the fundamental distinctions
between those who worked in schools, and
those in other organisations. The possibilities
in schools for time and space to be given for
CPD within the working day were often limited
to ‘necessary’ one-day CPD training events.

Social networking and knowledge
sharing
This comment about social networking relates
to the need for professional development to
support professionalism; to keep up with new
developments in technology and knowledge.

To keep up and walk the talk, but also I was
becoming convinced that social networking is
quite a breakthrough in knowledge sharing...

2.3 Community of Practice knowl-
edge building

The active professionals
The aim of this research approach was to see
if the Naace CoP members could reach a con-
sensus after they had listened to the evidence
from those practitioners who had different
perspectives on ICT CPD. The programme
speakers concentrated on achievements
observed in the use of practice-based research
for whole school CPD. Richard Millwood
opened the theme by talking about the prac-
tice-based ICT CPD models from Ultraversity.
Niel McLean (Becta), talked about multimodal-
ity and Vanessa Pittard (Becta), looked at the
research that has been published about effec-
tive ICT CPD that highlighted the impact of
practice-based research. Tim Tarrant talked
about Effective Models for ICT CPD with
examples from UK teachers who joined him.
Byron Evans, Adviser, explained how teachers’
communities have been developed in Northern
Ireland based on project work. Several senior
managers and teachers presented practice-
based models that seem to be working in
schools: John Cuthell and Dai Thomas on ICT
CPD – The MirandaNet Model; David Litchfield
on Managing Information, Managing Change;
Jane Finch, Primary adviser, There’s more to
IT than just ‘getting someone in’; Mark
Bennison, Vice Principal at Westminster
Academy, on Developing a Global Citizenship
and Enterprise Agenda through ICT-
Underpinned CPD; and, Michael Smith, the
Professional Development Coordinator, Forest
School, Snaresbrook, who described his own
CPD journey in ICT to bring out strategic
issues and offer an opportunity for future
thinking. The final presentation was about
Roger Broadie’s project for Naace, Practically
Transforming Learning, which offers teachers
a web space where they can go for instant
information on running leading-edge practice
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based projects. This knowledge base is being
built by members to provide a resource for
those members who want to engage in ‘just in
time’ learning (Preston, 2007). The speakers
were all asked to discuss issues with their
audience instead of just delivering informa-
tion.

In the first plenary the participating advisers
reiterated the key barriers to the uptake of
ICT in some schools like teachers' lack of time,
poor technical support, the lack of effective
ICT CPD programmes and assessment which
does not value the impact of ICTs in learning.
However, what they agreed overwhelmingly
was that the real reason why the take up of
ICT and results are still so poor in about 75%
of schools was the lack of vision about how
ICT can empower and transform. In their
view, where in a school the vision about per-
sonalised learning was strong, ICT was also
well used. Communities of practice for profes-
sionals were seen as a key way of changing
attitudes about learning. Although this discus-
sion was rooted in the challenges of ICT CPD
for teachers and schools the advisers felt that
many of their own problems were represent-
ed.

The Naace members of the ICT CPD plenary
were then invited to devise a question for the
government agents who were consulting
about national ICT policy. The question that
the ICT CPD group decided on was intended
to draw attention to their own lack of training
opportunities:
In which ways is the government planning to
support communities of practice such as
Naace, ITTE and MirandaNet who could, with
the right support over time, develop practice-
based approaches to ICT development as well
as mentoring colleagues and developing
resources?

Representatives of Becta, the government
agency responsible for this area of policy,
promised to take the views of the members
back to colleagues to consider how support
could be offered. This provided evidence that
these advisers might have some influence
over ICT CPD policy in the future.

www.wlecentre.ac.uk • 25

ISSN 1753-0385



In this chapter the findings are discussed in
the light of the literature, of the wider ICT
CPD stage and of an unknown future. The
challenge for advisers in ICT is that prophesy-
ing what is going to happen in the future is
more important than relying on what has hap-
pened in the past. This is what makes the task
of ICT CPD programme designers so problem-
atic and demands a rethink on how the work-
force is supported as they grapple with issues
for which there is no precedent. This conclud-
ing chapter puts the immediate concerns
about present ICT CPD programmes in a wider
context that addresses potential strategies for
the future.

This chapter is divided into four sections: the
discussion of the findings, the recommenda-
tions that follow from the evidence of advisers
who are members of communities of practice,
some early suggestions of more detailed
research that might provide deeper under-
standings about ICT CPD programmes for
advisers and, finally, some recommendations
about the ways in which ICT CPD programmes
might be developed to embrace change.

3.1 The discussion
In this first section the discussion about advis-
ers’ views on ICT CPD programmes falls into
three sections: the quantitative findings from
the questionnaire are followed by a discussion
of the results from the critical incidents and
the collaborative conference responses
together.

The quantitative study
The evidence from the questionnaires in the
quantitative study provides a picture of ICT
programmes in the past, the current situation
and what thoughts the advisers have about
how ICT CPD should be organised in the
future.

In terms of the past, the basics about ICT CPD
qualifications that already exist within these
professional communities are confirmed by
other studies; just over one third of all respon-
dents had a post-graduate qualification that
included a component of ICT. However, none
of these courses taken in the past were dedi-
cated to the use of ICT in schools. Given the
way in which ICT has become a curriculum
subject comparatively recently it is not surpris-
ing that nearly a quarter of the respondents
who teach ICT to others actually had no for-
mal ICT qualification.

There may be a current trend to redress this
balance because just over half of respondents
had received some formal ICT training during
the previous year. This evidence suggests that
funds for ICT CPD and release time are being
made available. On the other hand one third
of all respondents had undertaken no ICT
training in the previous three years and some
10% had never received any such ICT train-
ing. The fact that 20% of MirandaNet mem-
bers had never received any formal ICT train-
ing as opposed to 10% of Naace members
might be because most Naace members have
a full professional remit in ICT. They can,
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therefore, argue the need to keep up. Many
MirandaNet members, on the other hand,
have a keen interest that permeates their cur-
ricula offering but it is not their whole job.
This argument does not explain, however, why
20% of ICT teacher educators in ITTE have
also had no formal training. This may only
because the sample is too small to be relied
on, or actually because ICT CPD programmes
for lecturers are not widely available. There
may be an assumption that lecturers in univer-
sities already know what they need to know,
although their actual lack of access to ICT
CPD programmes seems to negate this notion.
Reports about the effectiveness of the UK
National Opportunities Fund training pro-
gramme, which finished in 2003, were largely
negative in such key areas as the challenges
of online learning and the functionalist nature
of some of the main programmes.

Some concern was expressed at the time that
the profession might have been dissuaded
from using ICT in their teaching, particularly
from exploring the Internet. However, in the
present time, this somewhat negative experi-
ence of national ICT training seems to have
provoked significant rethinking about ICT CPD
programmes, because 95% of respondents in
2007 report ICT CPD as having an impact on
their individual learning and 75% report an
impact on their institution. The lower level of
impact on the institution might be either
because of the greater number of the
research participants did not have strategic
role in an institution, or because many of the
courses they attended did not have strategic
content.

The participants agreed that successful ICT
CPD programmes sustained learning momen-
tum because they focused from the start on
the intrinsic motivations of the adviser and on
what the advisers felt they needed to know.
This result indicates that the advisers do not
think that academic courses that simply seek
to transmit externally agreed information and
skills have much systemic impact.

There was similar clarity about the kinds of
pedagogical model that provided the most ful-
filling learning experience and had most
impact on practice. The length of the course

seemed to be significant. About one third of
CPD lasted between three days and nine
months. This would suggest that these activi-
ties were more than one-day courses and
required a sustained level of commitment
from the learners. The advisers also consid-
ered that a successful course had built in from
the beginning those factors that helped the
learner to take ownership of the topic and
identify ways to progress beyond the course.
The factors included face-to-face meetings,
collaborative discussion forums, the use of
wikis, work-based learning and evidence-
based research projects. The strongest factor
for many was the link between their work and
their ICT CPD programme.

In consideration of the future, the members of
all three communities agreed ICT CPD pro-
grammes that will best prepare advisers and
teacher educators for the future will develop
practice-based research strategies and enrich
communities of practice approaches. The use
of learning platforms and the development of
Digital Content were seen as the most appro-
priate areas to develop in order to enrich
develop 21st century skills.

3.2 The critical incidents and the collab-
orative evidence
These individual responses, numbering forty-
seven, can only be seen as representative of
the advisers who are sufficiently committed to
issues about ICT CPD to give significant time
to respond to the research. In this section,
which analyses the advisers’ critical incidents
in learning about ICT, comments have been
selected that demonstrate the spirit of the
replies under each heading, instead of gener-
alising where this is not appropriate.

Nevertheless, the elements that the advisers
identified that made ICT CPD successful form
a useful guide to attitudes and experiences of
those at the leading edge of ICT development
in schools. There has only been space for a
very few of the rich comments made by the
advisers.

The five headings relating to the original
research questions are: taking a qualification
in ICT; the motivating factors which led to a
sustained involvement in ICT CPD; the peda-
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gogical model that have provided the most ful-
filling learning experience and had most
impact on practice; the importance of colle-
giality in learning about ICT; and ICT CPD pro-
grammes that prepare advisers and teacher
educators for the future.

3.2.1 Taking a qualification in ICT
The survey indicated that very few members
of the three CoPs had formal qualifications in
ICT. Funding for courses, time to reflect and
adequate resources are still key barriers. Of
those who did, only three respondents stated
that time and space had been allocated for
their own ICT CPD. One commented that he
had been successful because the course was
given sufficient time and status as a 'proper
project'. One teacher once commented that
the most valuable part of being awarded a
Best Practice Research Scholarship was the
recognition that the award itself signified. The
fact that it has been awarded acted as a cata-
lyst to learning. A second adviser talked about
the need for time and space to be made avail-
able to advisers in order to take ownership of
new and difficult concepts and skills.

Some of these professionals saw postgraduate
study as a way to provide a space for critical
reflection away from the demands of the
classroom. This need for greater objectivity
through the distancing that participation in
such study provides is often obliquely referred
to as a reason for teachers not to engage in
significant CPD. For example one adviser said,
“I’ve got so much to do. I just don’t have time
for it.” They understood, from this point of
view, why many schoolteachers have difficulty
finding the time required for study. However,
for some, making links between professional
practice, development and personal growth
seemed to be important in sustaining learning,
despite the challenges of following a course of
study.

The existence of funding was an important
trigger to pursuing a formal postgraduate
study. The fact that some advisers were paid
to do an accredited course illustrates one of
the fundamental distinctions between those
who work in schools, and those in other
organisations. The possibilities in schools for
time and space to be given for CPD within the

working day are often limited to ‘necessary’
one-day CPD training events. This has given
rise to advisers working in the schools running
these courses. However, this approach does
not develop the teacher as a member of a
community of practice and introduce them to
approaches in different schools. Developing
their online support skills is one way that
advisers might support teachers in classrooms
to be more aware of the practice of other
teachers and the relevant literature.

A majority of the advisers’ responses indicated
that the most effective CPD is autonomous
and self-directed, part of personal and profes-
sional growth. These practitioners see ICT as
an integral part of their work and practice, but
also as an extension of their personal life. CPD
was seen as a long-term undertaking and part
of a professional philosophy, ‘that ICT can
have impact on the quality of teaching and the
depth of children’s learning’. These advisers
share a strong vision on the use of ICT in edu-
cation. Amongst these advisers there is the
self-expectation of continuous learning to
maintain professional credibility.

3.2.2 The motivating factors which led
to a sustained involvement in ICT CPD
Many of the responses reflected on the need
for motivated professionals to take charge of
their own CPD. Overall when the replies were
analysed the advisers reported that it was
involvement in a project which had motivated
them to begin a course of study. A sense of
professionalism was also a strong factor and a
few were taking the formal routes of MAs or
Ph.D.s as a career move.

In this case the MTeach qualification was
respected. One adviser indicates how this
more practical approach to academic learning
had had an impact on him and on his col-
leagues.

[The MTeach] has changed the way I think
about education, learning and my own role in
it. I have now set up an ICT Teacher-led
Development Workgroup and am supporting
other practitioners in developing their own
research using patchwork texts.
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Recognition or referral by third parties some-
times acted as a spur to finding time to take a
formal course. In other cases it was an inspi-
rational individual in this field who had trig-
gered a commitment to formal learning.
The most frequently cited content theme that
occurred was a work-related demand.

This might be just-in-time learning, which is
grounded in the realities of the task in hand
like preparing materials for a workshop about
an unfamiliar technology. Another example
was a jointly written book that provided per-
sonal scaffolding to learning. In this case the
task itself, and the colleagues involved, were
seen as an integral part of the motivation and
the learning experience.

3.2.3 The pedagogical models that have
provided the most fulfilling learning
experience and had most impact on
practice

A few advisers mentioned the continuous
learning of software – whether new packages,
or updates of previous versions – as a power-
ful tool for learning, and an integral part of
ICT CPD. Two advisers observed with admira-
tion the ways in which young people were
using virtual learning environments and social
software. This was one aspect of the empha-
sis on the practical application of digital tech-
nologies that ran through the narratives. A
practical basis for learning leads on to the fact
that many of the advisers reported that it was
involvement in a project that had motivated
them to begin a course of study. An adviser
graphically describes the effect of funding for
a science project.

It was the reaction of a member of the school
staff who flew with the idea that set us both
on a rapid update of skills, technology and
possibilities. This small amount of money will
enable us to explore possibilities with experts
in science, which we are not. It has forced us
to up date our knowledge, widen our horizons
and the time constraints of the grants are
making us do it NOW.

Working groups with a clear output were also
important in learning. One adviser mentioned
her professional pride in being able to con-

tribute. She considered that specifically
focused collaborative working is invaluable as
professional development. Members could
take the roles of mentor, leader, contributor,
and expert at different times of the project's
development. In her case the collaborative
project had led to other developments linked
to her key work, which in turn had led to an
updating of skills, knowledge and understand-
ing.

This is a theme that has underpinned a num-
ber of responses throughout this survey: that
professional collaboration constitutes one of
the main motivations for professional develop-
ment. This suggests that practice-based
research developed in small groups is likely to
be successful mode of ICT CPD.

Several advisers commented on the unexpect-
ed learning that comes from a research proj-
ect. Some of the extra-curricula learning that
were mentioned included: change manage-
ment in relation to ICT; the ICT issues in Local
Authorities; the politics within education;
strategic planning and the nature of learning.
Three advisers commented on the way in
which practice-based learning had helped
them to understand how their own institution
worked.

This comment encapsulates some of the
excitement expressed in the critical incidents
about learning. This adviser who was explor-
ing Virtual Learning Environments describes
making the connection about collaborative
learning in the classroom and online.

The research I was reading made sense. Now
I can apply this when deciding on task and
activity online.

This kind of comment reinforced the important
role that research plays in developing both
personal and institutional learning.
The space for reflection that academic courses
create, and the discussions with other profes-
sionals seemed to play a powerful part in a
few accounts of professional development.
These elements may not be designated parts
of CPD courses, but it is interesting that the
advisers mention these as critical.
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Only a few of the advisers had had an oppor-
tunity either to take part in or to develop a
practice-based course. Few universities, for
example, yet work in this way. On the other
hand, some advisers commented on the
authenticity of work-based learning compared
with the academic approach. They questioned
whether they could justify the time spent on
formal academic courses, where the content
was given. One adviser commented that
courses that required every element of learn-
ing to be documented with evidence could be
time-consuming and be a disincentive to con-
tinuing.

There was some evidence that learning was
taking place in online courses. In this form of
learning environment some of the advisers
welcomed the use of discussion forums, as
well as face-to-face facilitation. One adviser
recommended a course which had provided ‘a
clear structure with expectations to produce
various things (outlines, action plans etc.) to
deadlines. Reflections were facilitated both
face-to-face and online.’

The impact of personal learning upon one’s
understanding of what learning entails, here
feeds through into professional practice.

3.2.4 How important has a sense of col-
legiality been in learning about ICT?
A sense of collegiality in learning was a strong
thread that ran through the majority of the
critical incidents in learning. One of the com-
ments sums up the spirit of many of the con-
tributions:

I firmly believe that personal investment of
time is necessary and whilst aiding others
WITHIN the community of practice one's own
self-esteem and reputation grows with it too.
That's why I try to actively contribute to any
mailing lists of which I am a member. This is
more the case in ICT than in any other subject
as the subject evolves so quickly.

Social networking was widely seen as one ele-
ment of the kind of professional development
that supports professionalism and ensures
that advisers can keep up with new develop-
ments in technology and knowledge.
The dynamics of collaborative work often

resulted in individuals being able to make time
for activities in which they may not otherwise
have engaged. Meetings and conferences can
be justified as ICT CPD, although they do not
enjoy the rigour of a course of study. One
adviser commented,

The driver is without doubt a belief that the
sharing of good practice is essential for the
improvement of teaching and learning and
that things can always be improved!

At the same time there is recognition amongst
the advisers that such professional develop-
ment, and the demands that it places on time,
comes at a cost.

The collaborative working grew out of identi-
fied need, and recognition that working
together would enhance the final outcome.
The impact on our professional development
almost came as a surprise. The time and effort
to make this work and meet some impossible
deadlines along the way has been (as always!)
considerable, in terms of extra hours during
evenings and weekends.

In this context one school staff trainer pro-
vides an insightful formula that was incorpo-
rated into the philosophy of her school:

Our formula, which is used to identify a clear
policy direction on ICT CPD, is:

identified need + collaborative
working/mutual support
= personal and professional growth.

One element of collegiality that was frequently
mentioned was the opportunity to present to
other colleagues, which demanded the prepa-
ration of a coherent presentation. The feed-
back was also valued. One staff trainer had
had the opportunity to present abroad as part
of an ICT CPD supported by the MirandaNet
Fellowship and the Specialist Schools and
Academies Trust (SSAT). The response con-
firmed his belief in the imaginative and inno-
vative approaches to learning and the uses of
ICT that were in place in his school. Visits to
the local schools also had significant impact
on his learning as he was able to share and
discuss good practice and innovation, alterna-
tive ways of approaching the curriculum,
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learning, classroom management and ICT.

The value of the learning that came from this
reaching out to another community was not
easy to quantify but had had a significant
impact on the thinking of this adviser.
These comments demonstrate the power of
networking across local, national and interna-
tional boundaries. In this way learning was
being reinforced by the opportunity to com-
pare practices.

Attending a course or a conference is a more
conventional route to connect where advisers
learn from peers in a community of practice
setting. The elements identified as critical inci-
dents are, in many cases, an additional benefit
of attending, rather than being a direct benefit
of the event. Collegiality and networking is
cited by a number of respondents who were
regular conference delegates.

Some saw a significant benefit in the opportu-
nity to step outside the normal working envi-
ronment and reconsider education from a new
perspective. The power of networking was
seen as one of the most beneficial aspects of
attending a course or conference expressed
by one adviser as:

Lots of interaction with other participants, fol-
lowed by use of an online forum.

3.2.5 ICT CPD programmes that prepare
advisers and teacher educators for the
future
All the advisers who contributed critical inci-
dents were leaders who were keen to share.
The insights into how they see the future are
contained in the detail that they presented
about which aspects of past ICT CPD had
been fulfilling. However, in general the social
element of learning was the most significant
point that continually reoccurred in a variety
of forms. One adviser’s comment serves to
encapsulate the sense that this social learning
was a new aspect on the learning that had
gone before. She observes her own behaviour.

My reason for taking on an ICT CPD pro-
gramme was to keep up and walk the talk, but
also I was becoming convinced that social net-
working is quite a breakthrough in knowledge

sharing...’

In this comment are fused the new under-
standing of learning in communities of prac-
tice, and also the potential of virtual learning
environments to sustain this movement across
physical boundaries which has not been possi-
ble until recently.

Many of the comments made by professionals
in their response to the two questions about
their learning refer to personal ownership of
the CPD experience. The research partici-
pants, by taking part in the narration of their
critical incidents, provided evidence that they
had passed through Maslow’s hierarchy
through safety and security, social and self
esteem to the final stage of self actualization.
These critical incidents displayed the kind of
intrinsic motivation and build in factors that
Maslow considered were an important contri-
bution to a sense of internal locus of control
and to the promotion of growth, rather than
emphasising a deficit model. These narrators
showed that they felt empowered to take
charge of the process themselves as Maslow
had observed in his work. The critical inci-
dents indicated a sense of self and the con-
struction of a professional identity are integral
to their experience. They also showed a con-
scious choice of action (engagement in activi-
ties that contribute to development) that rein-
forced a sense of being and purpose.

This analysis of what the advisers thought
were successful ICT CPD programmes found
that intrinsic motivation and built-in factors
were contributing to a sense of internal locus
of control and promotion of growth. In
essence, these individuals with a strong inter-
nal locus of control believed that they were
responsible for their own destiny. However,
some advisers, who learn differently from this
self-selected group, may value a more direct-
ed approach. These will be advisers with a
strong external locus of control who shift
responsibility to others – people, institutions
or structures. They would be unlikely to take
the opportunity to narrate a critical incident
and, therefore, will not be represented here.
The advisers in this study tended to empathise
with the learning needs of students and, as a
result, tensions about implementing emerging
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learning styles could be traced in the subtext.

One comment encapsulated views that atti-
tudes towards young learners in schools do
not always match with plans to use ICT to
underpin greater personalisation of learning
and more control over the subject to be
learnt:

One thing that interests me is how there is a
lot of rhetoric about life-long learning, children
taking responsibility for their own learning etc.
and yet this seems far from an embedded part
of the culture among the educators that often
advocate these qualities in children. A child
caring for an ill parent at home might well
conclude that time spent revising for KS3
SATS is not a high priority - and they would
probably be right.

Although this example is extreme, it does
emphasise some of the concerns of the advis-
ers about the difference between rhetoric and
practice. Offering personalised ICT CPD to an
adviser which builds on the learners’ expertise
would help professionals to take ownership of
what these new agendas really mean. The
lack of choice in some functionalist academic
programmes may be why they were so unpop-
ular with this group. Another reason may be
that the ICT adviser has some significant prac-
tical components in the job.

Other tensions that were expressed highlight-
ed in a different way the gap between advo-
cating personalisation as an agenda, and the
actual practice with young learners in school.
Two critical incidents were about the profound
learning experience that came from observing
students using social software. These advisers
clearly had the trust of the young users. This
pinpoints another issue for ICT CPD. Digital
technologies are changing significantly. The
young are often more comfortable with them
than mature learners and on a technical level
will sometimes know far more than the advis-
ers. Through their engagement they will also
understand what can be learnt from this fast-
moving medium.

The response of some senior managers in
schools, on the other hand, is simply to ban
this kind of networking in schools, because

the teachers cannot identify the positive learn-
ing uses. This argument about the prolifera-
tion of social networking in the wider world
highlights the greater social, civil and citizen-
ship responsibilities that ICT advisers now
have in developing strategies for coping in a
positive with new these social phenomenon.
Community of practice working groups might
be an ideal way of identifying what needs to
be done and collecting scaffolds like codes of
conduct for schools to adapt to their own situ-
ation. If these groups are linked to online
knowledge bases this information can be
quickly shared within the advisory community.
The evidence of this report suggests that
some kind of accreditation might be a lever to
encourage more advisers to work in this way,
and which gives them recognition for the
expertise they have built up collaboratively.
Accreditation of collaborative vision sharing
and change strategies could be another driver
in a greater involvement in ICT CPD pro-
grammes with an institutional approach to
change.

3.3 Recommendations
These responses have been received from a
self-selected group who could be considered
at the leading edge of providing ICT CPD in
England. Not all teachers regard the use of
ICT in the same way as this group of advisers,
who are privileged to share an overview.
Teachers’ personal use of ICT may be restrict-
ed to a handful of applications; their educa-
tional use limited to those activities that sup-
port their perceived classroom needs. There
will probably be a need, therefore, for pre-
scribed programmes of ICT CPD if the poten-
tial of investment in the technology is to be
realised, as well as practice-based elements.
However, the wider implications of the uses of
digital technologies are a matter for everyone.

3.3.1 Funding mechanisms for ICT CPD
CPD funding for attending courses should ide-
ally provide space for reflection, and for con-
tributing to professional knowledge bases as
part of the process. Advisers should be funded
to develop the use of Virtual Learning
Environments, and to acquire e-facilitation
skills as a means of building Communities of
Practice. Provision should also be made to
help build on the ICT CPD elements of com-
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munities of practice that already exist.
Funding would be useful for ‘community of
practice’ meetings, working parties and con-
ferences that are run in an ICT CPD mode,
where the output is designed to contribute to
professional knowledge bases used by a wider
range of professionals. Methods need to be
devised to access and select the ICT CPD
funding to help advisers identify what they
need to know, and how to gain that knowl-
edge.

3.3.2 Embed ICT CPD in Work-based
learning
Responses for the sample drawn from the
three Communities of Practice would suggest
that Work-based Learning is seen as the most
relevant for promoting ICT CPD that has a sig-
nificant impact of classroom practice through
the intervention of expert advisers.

3.3.3 Focus on evidence-based research
Evidence-based action research projects are
considered an effective form of CPD. The
encouragement of practice-based research
developed in small groups working on differ-
ent aspects of an agreed theme as a mode of
ICT CPD is suggested. Professional communi-
ties of practice should be allowed to adminis-
ter funds for practice-based projects proposed
by members, which will result in contributions
to the professional knowledge base. This
increases ownership of the results and also
permits some management of the topics.

3.3.4 Perceived ICT needs
These qualitative results suggest ICT CPD pro-
grammes designed to develop 21st century
skills need to include learning about the use of
Learning Platforms, Building Communities of
Practice and Developing Digital Content.

3.3.5 Engaging participants
Successful ICT CPD programmes focus on
intrinsic motivation and build in factors that
contribute to a sense of internal locus of con-
trol and promote growth. As part of this devel-
opment, advisers who have the either the
skills or the outreach responsibility to organise
visits between schools both nationally and
internationally should be supported, in terms
of time and expenses, of as part of an ICT
CPD programme both for themselves and for

the teachers.

3.3.6 Course length
Responses so far suggest that the activities
should be more than one-day or short courses
and require a sustained level of commitment
from participants.

3.3.7 Intellectual development
Although conventional academic courses,
were not considered as the most appropriate
to develop 21st century skills because of the
financial and time constraints, the new aca-
demic models, like the Mteach, are seen as
particularly valuable for their intellectual
impact, their rigour and for the shared sense
of an academic community as well as recogni-
tion of achievement.

3.3.8 Accreditation
There is a need for a significant rethinking of
the way in which advisers are assessed which
includes recognition of the multimodal skills
that they are acquiring and also finds a route
to accredit collaborative learning in groups,
institutions, regions and exchanges.

3.4 Further research
What emerges from the evidence is that this
group of advisers would welcome research
into effective ICT CPD models that is conduct-
ed with the members of the three communi-
ties of practice working as practice-based
researchers in their own right. This might be
in parallel with an accredited and funded ICT
CPD programme. The projects that they nego-
tiate will be designed to work with and
between schools. Students may also be
involved as researchers in their own right. This
kind of ICT CPD project would lead to the
building of stronger professional organisations
with an evidence-based approach to advising
on policy. This approach could also feed into
online professional knowledge bases and build
up a tradition of online debate which is well
structured, well managed and has a purpose.
This might be to provide evidence of collabo-
rative opinion in many different areas. In this
fast-moving world of digital technologies this
approach to professional learning would help
these organisations, the relevant government
agencies and the companies to involve the
practitioners as stakeholder in keeping current
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and developing and implementing a vision
which can adapt to change.

Some early suggestions for research that
emerge from this study are to investigate:
effective ways to run ICT CPD programmes for
advisers; new thinking on accreditation for
advisers; vision building and code of conduct
activities involving young learners as well as
advisers; investigation of ICT advisers who do
not sign up for ICT training or CPD and do not
join communities of practice;
effective ways of working online with advisers;
the uses of a professional knowledge base.

3.5 Potential for further
development

3.5.1 Just-in-time professional needs
Members of all three CoPs use their communi-
ties to meet just-in-time needs: questions are
posted to their listservs, and answers are used
to resolve those issues that relate to the job in
hand. Some questions are posed repeatedly
during the course of time, which would sug-
gest that, whilst the listservs are seen as
repositories of knowledge, not all members
are using them in the most cost-effective way.
A centrally held database, available to all edu-
cation professionals, would be a valuable
resource.

3.5.2 Co-ordination of ICT CPD events
Whilst all education professionals have an
entitlement to continuous professional devel-
opment, the exigencies of institutions often
means that individual needs do not always
accord with institutional planning. It may be
useful if schools could be notified of courses,
and their calendars, before schools plan their
school and staff development timetables. It is
recognised, however, that such co-ordination
may be difficult.

3.5.3 Use of TDA funds for support
Despite the availability of TDA funds to sup-
port professional development many staff still
cite funding as a factor that inhibits take-up of
postgraduate courses. More extensive dissem-
ination of this information to schools may help
to support institutions and individuals, particu-
larly when these can be related to school
improvement plans.

4.0 Conclusions
The advisers who have contributed to this
report have given their time voluntarily to sup-
port research into ICT CPD programmes. They
have generously provided evidence of some
of the elements of sociocultural behaviours
that make a subtle difference to whether an
inclusive vision for teaching and learning will
be embraced nationally, or ignored.
What emerged from the collaborative wisdom
of the expert advisers in conference was that
barriers to change, such as lack of time and
resources, are considered to be excuses
advanced by advisers or teachers for whom
the vision not clear and motivation to engage
is, therefore, lacking.

The need for a collegiate building of this vision
has emerged with clarity. Enlisting the support
of relevant communities of practice through
funded programmes of ICT CPD might be a
route towards accelerating changes in the
teaching and learning landscape. The underly-
ing theme is that the right kind of national ICT
CPD programme is required which is flexible
enough to embrace a future as yet undefined.
Designing this programme might be the route
to implement the vision that leading advisers
share.

What also emerges is the need to share
strategies and solutions so that schools can
deal confidently with some of the social, cul-
tural and citizenship challenges that new
forms of digital technologies bring. The remit
for the ICT adviser is suddenly very broad,
spanning most all curricula subjects, at a time
when this workforce is shrinking. Facing the
complex challenges presented by digital tech-
nologies is so important to the fabric of global
society and culture that rethinking ICT CPD
programmes for the expert advisers who are
still in place has become a pressing issue.
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