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Summary
This qualitative project considers
students’ and tutors’ experiences of
different assessment practices. The
project focuses on award-bearing CPD
modules that highlight the importance of
work-based learning and that attempt to
reflect this in the assessment practices
and frameworks. It examines if explicit
links are being made on the modules
between pedagogy, assessment and
work-based learning and identifies the
key challenges facing students in
completing the assessment tasks. The
data is analyzed to contribute to the work
of the Innovations in Assessment Working
Party and the Widening Participation sub-
Committee at the Institute of Education
to consider how different forms of
assessment might support or impede
inclusive and participatory academic
and pedagogical practices (Burke and
Jackson, 2007; Burke and Hermerschmidt,
2005; Lillis, 2001).

The focus of the research was on the links
made on the modules between
assessment, pedagogy and work-based
learning and on the key issues involved in
participants’ experiences of the
assessment process, including
summative assessment. Within the
Graduate Diploma in Professional Studies
(GDPS), a flexible CPD award
programme, this assessment is usually a
4000 word written assignment. GDPS offers
a wide range of accredited CPD
modules, including outreach and
distance modules where the learning
takes place in schools. It aims to
contribute to widening participation
through its flexible framework, which
develops modules to respond to and fit in
with the needs of schools and teachers.
However, feedback from module
participants and tutors have identified
two key challenges; firstly creating an
assessment framework that actively
supports work-based learning whilst
being accessible, inclusive and
participatory and secondly the need to
offer mixed modes of learning that
support innovative assessment practices.
This project explores those key
challenges.

The project was conducted by a small
team of researchers at the Institute of
Education. One of the researchers is
Chair of the Institute’s Widening
Participation sub-Committee and is
particularly interested in developing an
understanding of how assessment
practices are experienced in relation to
developing inclusive pedagogical and
assessment frameworks. All four
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researchers are engaged in teaching on
the GDPS programme and two of the
researchers designed a module for the
programme, Teacher as Researcher,
which was one of the modules under
investigation in this project. Another of the
research team is part of the senior
management team of one of the schools
participating in the study and is
committed to working with the Institute to
develop more inclusive frameworks for
teachers’ accredited CPD. However, we
are aware of our situatedness in the
research and the need to reflexively
examine our own position, aims and
expectations in the analytical process.

Semi-structured qualitative interviews
were carried out with fifteen participants
individually or in small groups, either
face-to-face or by telephone by two
members of the research team.
Participants had undertaken one or more
of five identified modules on the GDPS
programme:

• Teacher-as-Researcher (mixed
mode learning – online materials,
face to face seminars, tutor support
online)

• Supporting Young People’s
Learning (self-study pack, tutor
support online)

• Online Education and Training
(online tasks, tutor support online)

• Managing a New Development
(self-study pack, tutor support
online)

• Investigating Learning and
Teaching (self-study pack, tutor
support online)

Semi-structured interviews and interview-
conversations were also conducted face-
to-face with nine module tutors, five of
whom tutor a module(s) on the GDPS
programme. The other three tutors teach
within other programmes: the MTeach
and PGCE. They were interviewed
because they were identified as being

closely involved with innovations in the
forms of summative assessment used for
specific modules within their
programmes. A qualitative analysis of the
data was carried out by the research
team, drawing on sociological
perspectives of education. The research
team collaboratively analysed a sample
of interview scripts and then the team
identified key themes to develop the
analytical framework. The focus of the
analysis was on the subjective aspects of
participants’ and tutors’ experience.

The experiences of the use of web-based
material and how these materials
engaged learners is based on a smaller
sample of Teacher-as-Researcher
module participants. Start of module
questionnaires focusing on experience of
and the use of the web were issued to
participants in one school (12). Use of
the web was monitored by the tutor
throughout the module and further
evaluative information collected at the
end. This section also draws on the
subjective aspects of tutor experience of
using different platforms for open
learning.

KEY FINDINGS

Key themes and analytical framework
The analytical framework for the project
draws on the body of literature on
assessment that understands assessment
as a social practice (Lea and Street, 1997;
Filer 2000; Lillis, 2001; Burke and Jackson,
2007). Within this perspective, the focus is
not on the accuracy of assessment
because the notion of ideal/correct
grade is rejected. Instead, the focus is on
assessment processes, which encompass
the learning experience and the ways
that pedagogy, curriculum and
assessment are interconnecting
dimensions. Assessment itself in this
framework is understood as ‘an act of
interpretation’ (Delandshere and
Petroskey 1994 p.16) and is understood as
a negotiated, socially contextualized
and relational process. For this reason,
we have not drawn on techno-rationalist
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assessment literature that focuses on
issues of transparency objectivity, validity
and reliability (Broadfoot and Black
2004) in our analysis. In this project, we
are interested in how the teacher-
participants experience the assessment
process, particularly in terms of how they
see assessment as supporting, or not,
their learning and continuing
professional development.

Key themes were identified as cutting
across the experiences and perceptions
of the participants and tutors interviewed.
The issues were produced from processes
of interpretation and analysis amongst
the researchers, individually and
collectively, in the context of a wider
body of literature to help the research
team to make sense of the data.
Analytical discussions took place during
different moments of the research and
through writing this report. The themes
were arrived at as conceptual vehicles
for articulating an understanding from
the data of the experiences and
perceptions of the participants and
tutors. They are used to provide some
explanatory as well as descriptive
purchase on the data produced. They
are clearly regarded by the research
team as necessarily provisional and not
exhaustive in their capacities to generate
insights into what the data suggests are
some of the processes involved in
accredited CPD modules.

Pedagogical structures: summative
assessment, learning tasks and tutor
support
The interview data suggests that the inter-
relationship between three key
components of module pedagogy is
important in shaping participants’
perceptions and experiences of their
learning and of undertaking the
summative assignment for a module,
required to gain accreditation. These are:

• The form of summative assessment
for accreditation

• Structured learning opportunities

and formative assessment tasks
within the module

• Feedback to participants to
support learning

The salience of such themes in the
project data is supported by literature in
the field on assessment and academic
writing (see for example, Coffin et al,
2003; Lea and Steirer, 2000). In the
interview data, there are indications that
where the summative assessment task is
different in its form from the learning tasks
and activities in the module, it is
perceived as a separate task from the
learning on the module and is viewed
more negatively by participants. It is not
really viewed as a means of learning for
participants. When the form of the
summative task is a written report (as on
many GDPS modules) and some learning
activities involving writing are structured
within the module, these tend to be more
positively viewed as a helpful resource to
be drawn upon when the final report is to
be written. However, this is less the case
when there is little or no explicit tutor
feedback to participants to support their
learning and development in these
activities (see also Coffin et al, 2003).
When such writing tasks are structured
and integrated in a module and are
designed specifically to contribute to the
final report (summative assignment), and
when such ongoing writing activities and
the writing of the final report are explicitly
supported by tutor feedback (formative
assessment tasks) then the written report
tends to be viewed as a less separate
process and more a part of the learning
on the module. This supports the
teachers’ understanding of the
expectations underpinning the
summative assessment. There are some
indications that participants are more
willing to engage in work to be submitted
for accreditation when the summative
assessment, the learning on the module
and tutor feedback to support learning
are explicitly inter-connected. Where the
summative assignment is not connected
to learning tasks or to explicit tutor
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support for learning which supports the
summative assignment this appears less
likely.

The interviews with tutors within other
programmes (not GDPS) but who were
involved in developing forms of
summative assessment that were
alternatives to a written assignment, also
indicated a concern with the processes
and factors identified above. A range of
different reasons were guiding the
development of alternatives to the written
assignment as a means of summative
assessment on modules. In all cases
though, a common perception was that
the forms of learning within a course or
module should be reflected more closely
by the form of the summative
assessment. The assumption being made
by tutors was that a form of summative
assessment that reflected more closely
the forms of learning on a module would
better support participants in their
learning i.e. have more formative
benefits.

Reflective learning – the learning
journal
All the modules identified in this research
explicitly refer to the ‘reflective’ processes
of learning that participants engage in
during the module, whilst several suggest
or require that a ‘reflective’ journal is kept
as a means of learning. Participants are
expected to write about their reflections;
their thoughts, observations, questions
and analyses of their topics of enquiry
and their own learning. Most modules
include written responses to structured
tasks to encourage such reflective
learning. Keeping a reflective journal or
diary was experienced in quite different
ways by participants on different
modules however. These differences
seemed to relate to the precise purposes
that they served, to the relevance they
had for participants’ learning and to
feedback to support their learning.

For some participants the requirement to
keep a reflective journal within the
module they were undertaking was

experienced as an added on demand,
that was not seen as fully connected to
their learning. It was sometimes seen as a
process that was overly time-consuming
and which ‘got in the way’ of the learning
that they were pursuing through the
module.

I certainly don’t mind reading and
relating theory to practice – but I
found that the constant need to
reflect on one’s own…. There was a
weekly diary one had to write, a
portfolio, and I found that rather
annoying, I must say. It didn’t serve
me very well.
(Teacher a)

Overall, this participant found that the
module successfully supported her
learning. However the explicit
requirement to ‘be reflective’ was
identified as a key reason for deciding
not to participate in further modules.

one of the main reasons for not
continuing and doing any other
modules was the – for any other
courses which were subsequently
offered in the same theme – was
the amount of reflective assessment
or reflective work that had to be
done.’ (Teacher a)

Reflective writing was understood by the
tutors as a tool to help teachers develop
their understanding of the relationship
between the literature they engaged with
on the module and their professional
practices.Yet, some of the teachers
attempted to more directly link the
reflective writing with the summative
assessment, to ensure that the writing they
produced was useful for the final writing
for their final piece of coursework. For
example, one teacher began to steer
what she put in the reflective journal, in
the light of a later task to produce an
assessed written paper.

‘after about week four I foresaw
[the need to draw on my reflections
later to produce a written paper]
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and made sure my reflections were
all pointing in the right direction, so
that I - so I cheated a little bit and
made sure that I was not giving
myself too much difficulty at the
end.’
(Teacher b)

Interestingly, at the same time, this
participant was keeping her own private
journal, which reflected what perhaps
was the most meaningful learning taking
place, which related to her own practice
as an educator.

‘Perversely, one of the things I
learned, most learned, was what
not to do [in the area of learning
covered by the module] and how
to do it better… And how I felt
about that, I actually, in my own
private reflections, have made
copious notes and strategies for not
letting my learners feel like I felt.’
(Teacher b)

This raises questions about the status of
the reflective journal on the module;
whether it should be a personal reflection
that is encouraged or whether it should
explicitly form part of the assessment
process (see also Burke and Dunn, 2005).
It is important to note here that the
interview data made the research team
question their own assumptions about the
value of reflective journaling and the
pedagogical approaches that might be
drawn on to make the journaling process
a valuable one for module participants.
The emphasis in the reflective journal
within the module was on the
participants’ writing about what they had
learnt and their reflections on their own
learning process. Participants were
required to submit these reflections to a
tutor on a regular basis. This process was
often perceived by the participants to be
more of a monitoring and accountability
measure rather than as a process which
supported their learning, partly because
they did not receive any feedback from
the tutor about their reflections. The
content of the reflective journaling did

not always seem to focus on the issues
that the participants were intent on
learning about, such as the professional
practice issues that the participants
wanted most to address. Rather the
journaling process seems to have been
more focused on participants’ reflections
on their own learning process – on meta-
learning. The experiences of some
participants raise important questions not
only about the focus of reflective
journaling processes, but also their
purposes and relationships to pedagogy
and assessment.

For another group of participants
undertaking a module, the reflective
journal was not a requirement, though
strong encouragement was given both to
recording their ideas, questions, feelings
and observations as a means of
developing a focus for their work and its
development, and to undertaking some
structured learning tasks within the
journal. Within this module several
structured written activities (formative
tasks) were designed to be undertaken
which would contribute directly to the
summative written assignment and for
which tutor feedback would be provided.
These participants had mixed views of
reflective journaling, perceiving that the
feedback from the tutor based on the
structured formative tasks was very
helpful in developing their thinking and
that these tasks helped as a starting point
for writing the summative assignment.
However, participants perceived that
some of these tasks were too similar to
each other and so didn’t support their
learning fully, although they did
undertake them. Furthermore, few
participants used the reflective journal as
an ongoing means of developing and
recording their ideas, questions,
observations and feelings other than
during face-to-face seminars. This activity
was not perceived to be particularly
relevant for participants to explore and
learn about the focus of their enquiries.

For those teachers who participated in
reflective writing that was shared in



March 2008 • www.wlecentre.ac.uk • 6

Project Report

discussions with their peers and drawn on
for group learning activities, reflective
writing was seen as a valuable tool in
developing their professional
understanding. In the school where one
of the researchers was based as a
member of the senior management
team, the principle of embedding
reflective journaling into the broader
approaches to work-based learning and
professional development was
introduced. It is important that this was
possible because of the collaborative
relationship between this member of the
senior management team with the
school and the tutors at the Institute of
Education. It was also important that it
reflected the value that the
researchers/tutors placed on reflective
approaches to learning. There were
though some important examples where
the reflective approach seemed to work
very well for the teachers in this school.
For example, one teacher drew on her
experiences of research journaling on
the Teacher as Researcher module in
redesigning the school’s appraisal
framework. She was able to build on this
later in further accredited work she
undertook as part of the GDPS
programme. As a result of her assessed
work for the modules she participated in,
she introduced reflective journaling into
the school’s appraisal process, which
reinforced the reflective work that the
teachers in the school were doing for
their accreditation. This teacher’s
account gives a very positive evaluation
of the experience of reflective journaling,
and interestingly many of the other
teachers interviewed in this school also
perceived the reflective journal as a
valuable resource in their learning. This
seems to suggest that where it was
possible to develop approaches to
accredited CPD that reflected wider
school approaches to professional
development, the teachers had a
stronger sense of how reflection might be
useful in critically exploring their own
professional practices and contexts.
However, it is important to reiterate that
this was possible because of the deeper

involvement of one of the research team
in the school, which enabled us to
develop approaches which would not
necessarily be available in another
context.

Exploring the contextual issues in
relation to teachers’ experiences of
assessment processes
The teachers’ learning experiences and
perceptions of the summative
assignment appear to have been
influenced by a range of processes
connected to the contexts specific to the
schools involved. The use of Evans et al’s
(2006) model of situated learning allows
for some illumination of the importance
of contextual issues to experiences of
assessment. These illustrate the need to
understand summative assessment and
accreditation processes, including
innovations in assessment, not as
products of the modules, but of the ways
in which features of the modules
interplay with a range of social, cultural
and political contexts, including the
cultural practices of the school, as well as
the resources and conditions available to
the school, the teachers and the students
(Lupton, 2005). Furthermore, the different
localized contexts that impacted on the
teachers’ assessment experiences within
the wider political, social and
educational systems, suggests that the
professional learning culture and support
structures within schools cannot
themselves be understood simply as
products of a school’s own internal
development. The meaning and purpose
of professional learning within a school
and higher education institution is itself
contested and shaped within wider
social and economic processes,
including national policy processes
which influence the wider purposes of
schooling, understandings of
professionalism and the role of teachers
in practice.

That learning is situated is essential for
ensuring the engagement of people in
their learning.
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Ensuring the engagement of
people, whether apprentices or
experienced workers, in the
intended learning is often the
biggest challenge for educators or
trainers, since without engagement
there is no motivation and no
learning. (Evans et al, 2006, p13)

Evans et al (2006, p13) identify different
forms of situated learning, including
‘practical situatedness’. This is when
learning involves actual work practices
and work groups, access to programmes
of activity and the provision of time and
space for learning. There were some
differences between the teachers’
experiences in terms of the practical
situatedness of the learning. The teachers
all had access to a learning programme
- GDPS modules - and to tutor support.
Where teachers were part of a group
within a school undertaking modules as
part of their school’s CPD the schools
made time available to undertake the
modules – through designated meeting
times – though the teachers also
commented on the lack of additional
time made available to develop their
work for the modules, particularly in light
of the requirement to submit a written
assignment. The teachers were able to
focus on classroom and school practice
issues through their engagement with the
modules, and this relevance of the
modules to classroom and school
practice issues was commonly seen as a
strength. In some schools there was a
greater emphasis on group learning,
which was seen by the teachers as a
positive resource in developing their
understanding. For example, one
teacher commented that the group
undertaking the modules were

all pulling together for the students,
we’re all trying to construct
[learning], collaborate together …
so we’re experts in our own area,
we’re also trying to work together
knowing that we’re working
together to make the educational
experience for the students the best

that we can.
(Teacher c)

Although the teachers had the
opportunity to meet as a group to
receive seminar input from module
tutors, this was not always seen as directly
helpful in understanding the assessment
framework. However, one teacher
explains that there were important
opportunities for teachers to work
together collaboratively to try to better
understand the assessment task and
criteria, which was experienced by
teachers in the school as confusing and
unclear. This is supported by literature on
academic writing, which argues that the
expectations embedded in assessment
frameworks are often mysterious and
require complex decoding (see for
example Coffin et al, 2003; Lillis, 2001). The
teachers found ways to support each
other to try to work out the module’s
assessment requirements. As one teacher
explained:

Yeah, and [the assessment
activities] has caused quite a lot of
grief and quite a lot of discussion,
and we have had staff meetings
when we have all tried to work it
out …
(Teacher d)

One important aspect of the teachers’
sense of connection to the assessed work
they were expected to produce on the
accredited modules was the focus of the
assignment. A sense of connection
between the interests and experiences
that the teachers brought to the module
and the topic of focus for the assessed
work was important for a sense of control
over the assessment process. For
example, one teacher expressed a sense
of frustration because she was asked to
change the focus of a research project:

… my research has been
compromised to a certain degree.
I have had to sort of like change a
bit of what I really want to do. It is
still going to be beneficial, but it
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won’t highlight the things I did want
to highlight. It will highlight other
things.
(Teacher e)

Another teacher similarly expressed a
sense of disconnection in relation to her
assessed project:

I kind of removed this project from
me being a teacher …I didn’t know
we could personalise it so much… I
am not looking at it as my
development. I am looking at is as
the school’s development, or there
is a reason I should be doing it,
because management has said.
(Teacher f)

There are several important issues
emerging from the data that need to be
highlighted here. One is the importance
of group support and collaborative
learning in the assessment process. In
relation to this, there is a sense often of
confusion in relation to the assessment
framework, criteria and expectations,
and this is reinforced by larger scale
research on academic writing in higher
education (e.g. Lillis, 2001). Finally, there is
the issue about the negotiation of the
focus of the project for assessment that
the teachers engage in. This of course is a
complex process situated in particular
pedagogical relations. The negotiation of
the assessment focus involves several
layers of concern including the module
aims and learning outcomes, the
assessment criteria, the interests and
concerns of the teacher, the interests and
concerns of the school, the expectations
of the higher education institution, the
methodological issues which shape the
formulation of the research question, the
size and scope of the project, amongst
other issues. What is important it seems
both from the data and from wider
literature in the field, is that such issues are
explicitly explored by the teachers and
the tutors, so that the process of
negotiation is understood and openly
discussed in an attempt to avoid
teachers feeling distanced and

dislocated from the assessed work that
they are expected to produce. However,
we are not suggesting this is a
straightforward process and are trying to
expose the complex pedagogical
relations involved, which include the
micro-politics, social situatedness and
contexts of schools and higher education
institutions.

The processes of learning are
connected to the pedagogical
structures of modules, including
assessment forms and processes. How
such structures are experienced and how
they relate to participants’ learning
appear to be shaped by the interplay
of aspects of situatedness with these
structures. The development of
professional practice was important
for all the teachers interviewed. One
teacher newly qualified and having
arrived recently from abroad,
highlighted the importance of
learning in relation to her personal
and professional interests:

I am interested in learning but I
have got to be interested in the
topic, otherwise it is just doing it for
the sake of it.
(Teacher f)

The teachers’ own experiences and
sense of identity was of central
importance in their experiences of the
assessment process. Engaging in
accredited CPD sometimes created a
sense of uncertainty and some of the
teachers talked about this in terms of
identity positions and feeling like a
student rather than a professional. This
reflects the complex power relations at
play within formal learning (Burke and
Jackson, 2007). What is often not
recognised in discussions about
assessment is the ways in which identities
are invested, excluded, silenced through
the assessment process and the ways
that students struggle to achieve an
authorial voice in their writing (Lillis, 2001).

It doesn’t particularly make me feel
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like a professional at all, probably
more student.
(Teacher d)

The struggle over claims to authority in
the written text are exposed in research
by Lillis (2001) and this teacher’s account
implies such struggles over authority,
particularly as she explains that at times
the assessment process made her feel
like a child.

as a student your assignment had
to be in by such and such time.
And I think, because we have a
deadline or a date to hand it in by
[on the module], it has made me
think – oh I have got to do it. And so
that does make me feel like I am
going back to being a little girl
again, and that kind of thing.
(Teacher e)

However, assessment experiences are
complex, contradictory and emotional
(Burke and Jackson, 2007) and there are
both moments of uncertainty and
frustration as well as moments of
satisfaction and pleasure. This teacher
also expresses the ways that assessment
contributed to her sense of developing as
a teacher.

I haven’t learnt something brand
new, I think, but what I have learnt I
am using and I am developing. So
what I am doing is developing
ideas that I kind of already knew….
But if it hadn’t been for [doing the
module] I probably would have
gone – oh it’s working. And sort of
carried on doing that and then
developed it a bit more later on,
whereas I kept developing it.
(Teacher d)

Another teacher illustrated how she
perceived that the modules could be
used to address the practice issues that
were of relevance and interest to her:

And I start doing something before
the next module comes up. So I am

doing my work and thinking –
where can this fit in one of the
modules for the Institute? Not – this
is a module for the Institute, what
can I fit in here?
(Teacher g)

For the teacher mentioned above who
used the assessment as an opportunity to
conduct research on developing a new
teacher appraisal system, the assessment
process was strongly relevant to her work
as a teacher in the school.
She talks about gaining confidence
through participating in the modules.

I certainly wouldn’t have the
confidence to talk to people about
the formative assessment and to
really push it forward the way I have
done without the work I’ve done for
the Institute [modules]. Without a
doubt. I mean it’s just improved my
own learning on it. I needed it, I
really did.
(Teacher h)

The teachers’ accounts show that the
experiences of assessment are not
straightforward, are tied to their own
location in the school and the identities
and experiences that they bring to the
assessment process. However, their
accounts also highlight the importance
of multiple contextual issues for
understanding assessment process,
including the institutional context of the
school and the school’s broader social
positioning, the relationship between the
school and the higher education
institution offering accreditation, the
pedagogical relationships, and the
power relations at play within the
assessment process.

Relevance to work-based learning
This study explores teachers’ experiences
of participating on accredited CPD
modules, which take place in their
schools. It considers in particular the
teachers’ experiences of the assessment
approaches and the processes of
participation in accredited CPD in their
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own schools and in collaboration with a
higher education institution.

The findings raise important issues for
professional learning and assessment in
general, however they also highlight
significant themes in developing
assessment approaches for work-based
CPD in particular, including:

• Modes of assessment that are
structured and integrated in a
module and are designed
specifically to contribute to the final
report (summative assignment) are
more likely to be experienced by
the teachers/participants as
relevant and connected to their
concerns and professional
development. Such a positive
learning experience is further
enhanced with tutor feedback and
formative assessment tasks.
However, the teachers’ accounts
also highlight that experience of
assessment is complex and
contradictory and tied to
emotional aspects of learning; so
that it can both be experienced
‘positively’ and ‘negatively’ at the
same time.

• Reflection as a pedagogical and
assessment tool is experienced as
most valuable when it is
embedded in the module and a
participatory and collaborative
approach is taken. For example,
the exchange of reflection in group
work is seen to support the learning
process, particularly when a key
aim was to provide peer feedback
from the group to support the
participants’ learning.

• A group, participatory and
collaborative approach to
accredited CPD in the work-based
context seems to create a more
positive learning experience for the
participants. It is important for the
participants to have some control
over the focus of their learning, so

that there is a sense of connection
between the focus of their
assessment task and their concerns
in relation to professional
development. However, the
teachers and tutors need to discuss
the processes of negotiation over
the assessment focus, as there are
multiple factors involved in this,
which need to be understood and
made explicit.

Use of technology
The project explores the use of
technologies in supporting different
approaches to assessment, particularly
for modules that are online and/or
distance modules. The ‘Teacher-as-
Researcher’ GDPS module followed by
many of the participants in this research
was available online. The module was
presented through the IOE’s ‘Blackboard’
platform. As such its architecture in terms
of the creation of a learning environment
was limited by this. The materials were
presented in a linear sequential way,
although it was possible for users once
logged on to access any of the materials
from the module, thus facilitating an
individual route through them. The
module materials are multi-media,
including a module specific library with
key readings for each section, audio and
links to specific Teachers TV programmes
linked by a discursive text and learning
activities. These learning resources
included the use of electronic discussion
aimed at making thinking explicit. The
learning activities included provision for
collaborative tasks that enable reflection
and online communication with experts
and peers.

The ‘Teacher-as-Researcher’ module
begins with a Needs Analysis. This is in
acceptance of the fact that all modules
offered by the IOE cannot be ‘custom’
made in collaboration with participants,
but that the participants’ experiences,
knowledge, skills and understanding can
be ‘mapped’ at the outset of the module.
The online materials then offered the
potential to support differentiated routes
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through the module materials.

The pedagogic principles underpinning
the design of the online materials were
drawn from Lave and Wenger’s (1991)
influential work on ‘situated learning’. As
such the design was an attempt to move
from pedagogic practice which reflects
too narrowly rationalistic a perspective
on learners’ experiences and their
motivation. It was an attempt to move
from a ‘teaching curriculum’ which is
limited and fragmented, mediated by an
external view of knowing, to a ‘learning
curriculum’ which is viewed from the
perspective of the learner. In terms of
assessment, this needs-analysis process,
supported by the online materials, offers
a focus for drawing together the
participants’ knowledge in order to
mediate learning experiences which
take knowledge further.

However, given that the module was
presented either through face-to-face
tutorials or through outreach tuition,
participants on the whole chose to use
the online materials , if at all, only as an
urgent back-up to find materials when
writing the assessment activities. There
are many ways in which online materials
can enhance the learning experience,
not least through widening the learning
community to which the participant
belongs. With the focus of learning on the
school however, participants were
reluctant to move beyond their
immediate environment.

• At the beginning of the module, the
function of the online materials
needs to be made explicit. It is an
obvious statement about any
communication, that participants
will use it if there is a reason to do
so, such as contacting the IOE tutor.
However, other factors, such as the
time available, dominated.
Participants found using the
materials too time consuming to
access and then read. Had the
participants been geographically
scattered, or had the tuition

required it, the use of the online
materials might have followed a
different pattern;

• The online platform needs to allow
for a greater flexibility in the design
of online collaborative tasks and
online assessment activities in order
to recreate a pedagogy which
moves away from the technical
instrumentalisation of methodology
towards an understanding of the
complex elements involved in
creating effective communities of
practice;

• The use of online materials will vary
according to the tuition model
employed. With ‘out-reach’
modules, the responsible tutor is
based in school and so the need to
use the online materials seems
irrelevant to the participants;

• online materials offer great
flexibility in terms of time and
location of use. However, that
‘flexibility’ needs planning in a
diary in much the same way as a
face-to-face teaching session is
planned;

What is however, clear from this limited
evaluation of the participants’ use of the
online materials, is that they do offer
great potential for recreating
participative pedagogies across
dispersed locations. They offer the
potential to integrate learning more fully
into teachers’ work-based learning, and
importantly they accord with the
developments within teachers’ own
professional lives of belonging to multiple
learning communities.

Recommendations
A central theme emerging from the data
is that the contexts, pedagogical
practices and assessment frameworks
are important factors that profoundly
shape teachers’ experiences of
accredited CPD. The following key points
highlight some of the recommendations
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that emerge from the analysis of the data
presented in this report:

• The teachers’ accounts pointed to
the importance of assessment
approaches that are
interconnected with the learning
on the module, tutor feedback and
tutorial support.

• the forms of learning within a
course or module should be
reflected more closely by the form
of the summative assessment.

• Teachers were most responsive to
reflective writing and journaling
when it was explicitly linked with the
school’s wider pedagogical
approach.

• Experiences of assessment are
linked to the wider social contexts,
including the professional learning
culture and structure of a school.

• The experiences of some
participants raise important
questions not only about the focus
of reflective journaling processes,
but also their purposes and
relationships to pedagogy and
assessment.

• Participatory and collaborative
approaches to pedagogy (for
example an emphasis on group
learning and drawing on the
teacher’s perspectives, knowledge
and understanding) supports
teachers’ learning and positive
experiences of assessment
processes.

Impact indicators

• Review and development of
Teacher as Researcher module
(including consideration of re-
accreditation as a 60 credit H and
M level module) and exploration of
different approaches to tuition. This
needs to address the inclusion of

school staff as co-tutors in terms of
developing the school-based
learning environment

• Evaluation of Teacher as Author
module being piloted at
Sotogrande International School,
Spain

• Make recommendations to the
Innovations in Assessment Working
Party

• Inform developments of accredited
CPD through the GDPS Programme
Committee

• Advise the work of the Widening
Participation Sub Committee

• Engaging participants in critical
reflection about their practice as
tutors and learners through the
research process

Potential for synergies with other
projects
Centre for Radical State Education,
Institute of Education. To explore how
accredited CPD at the Institute of
Education can contribute to the
development of work-place learning
which supports schools and teachers
engaged in person-centred education
including the development of schools as
person-centred learning communities,
rather than high performance learning
organisations.

WLE funded Action research project
exploring the development of the
Teacher as Researcher module in
facilitating radical collegiality at Bishops
Park College, Essex.

The IOE’s PPD funding and the
implications of this for learning
partnerships with schools for M level
school based CPD. This has wider
implications for IOE systems and
structures in terms of an M-level
framework and tuition.
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Links with the IOE’s TDA funded research
projects into effective CPD and the use of
TDA support for school focused CPD.

Potential for further development

To apply key findings in the action
research project, to explore and develop
the Teacher as Researcher module with a
team comprising teachers undertaking
the module, parents and other
community members. For participants in
the team to review the key findings as
part of the action research exploration
and development.

To apply the key findings to an evaluation
and analysis of the Teacher as Author
module being piloted at Sotogrande
International School, Spain, and to the
development of the IOE’s PPD modules in
co-ordination wit the Director of Teaching
and Learning at the IOE

To advise the Institute’s Widening
Participation committee of the key
findings from this report in relation to their
work on innovations in assessment.

To feed back the key findings to the
Graduate Diploma in Professional Studies
programme committee.

Partners involved

Bishops Park College, secondary school
in Clacton-on-Sea, Essex.

Sotogrande International School, Spain.

Centre for Radical State Education,
Institute of Education.

Links with Gill Brackenbury’s PPD modules
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