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Improving student achievement through sustained CPD
As schools adapt curricula to achieve school goals and accommodate the needs of learners they also need to consider how best to achieve teacher commitment to the process of change. The results of this study suggest that a well planned, long term CPD programme coupled with organisational change can have a significant impact on teacher learning, implementing new practice, and on student performance.
The specialists in the Talent Development (TD) programme introduced teachers from three middle schools (ages 10-14) to a new maths curriculum through a series of monthly workshops. In addition mentors provided in-class support to help teachers implement and adapt the new strategies. The TD programme took place against a background of other district-wide reforms which also aimed at improving, among other things, maths teaching and attainment. To establish the effectiveness of the TD programme researchers compared test results over four years in the three TD schools with those in three comparison schools which were implementing the district-wide reforms, but not participating in the TD programme.
Despite the relative disadvantage of the participating schools (high staff turnover, inconsistency of teaching, high levels of deprivation and low levels of attainment among the students), the researchers found that their model of CPD, along with organisational changes, brought about positive change in teacher practice and improvements in learning. 
The approach the specialists took in designing the CPD programme and ensuring long-term impact will be of particular interest to school leaders and CPD co-ordinators. 
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How effective was the Talent Development programme?
The researchers found that, on the whole, the children whose teachers took part in the programme achieved at a significantly higher level than students in the control schools. All types of students across the ability range benefited from the school’s participation, in particular in developing problem-solving skills. 
On closer analysis of the results, however, the researchers found that not every student made gains. A sizeable minority were unable to close the achievement gap between their own scores and the national average. The authors identified high staff turnover and inconsistency of support from headteachers and the local authority as hindering wider success, and concluded that additional reforms and support would be needed for a wider spread of benefits.

Student responses showed that 71% of the classrooms used five or more of the nine recommended instructional practices at the recommended frequencies. These practices included, for example, showing students how to use their knowledge about the total number of degrees in a circle, and the relationships among angles, to work out the size of angles without using a protractor. In comparison the average implementation rate of classrooms in the control schools was 51%. 
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What training did the specialists provide?
In order to inform the design of the CPD, one of the researchers spent a preliminary year observing maths lessons in two of the participating three schools. Having considered the needs of the students, the specialists selected the University of Chicago School Mathematics Project (UCSMP) (click to page 9) as an appropriate curriculum. They justified their choice on the basis that the programme is research-based and offers learning resources and a schedule that:

· is challenging; 

· introduces algebra and geometry earlier on than traditional curricula; and
· has a strong focus on mathematical reasoning, problem-solving, and communication.

Teachers in the project schools received training in the use of the UCSMP curriculum during a three-day summer workshop, followed by monthly three-hour workshops on Saturdays. The sessions were led by peer teachers, who:
· modelled key activities; 

· reviewed core content knowledge; and

· discussed appropriate classroom management strategies.

The facilitators arranged the workshops to reflect classroom conditions and demonstrate how the curriculum should be delivered. The sessions included modelling of direct instruction and guided practice, and providing participants with the opportunity to try out in-class learning activities and resources (such as geometry templates and maths games). The workshop leader also encouraged teachers to discuss what was and was not working in their own classrooms.
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How did the specialists ensure that teachers had the opportunity to embed their professional learning?

In addition to the formal workshop training, a curriculum coach was also available in each school to provide in-class implementation support. The coaches spent one to two days per week assisting teachers by:
· modelling practice;

· co-teaching;

· assisting with lesson plans;

· observing lessons;
· providing feedback; and/or

· ensuring teachers had the resources they needed to carry out lessons.

Teachers decided themselves the type of support they received by completing a request form at the end of each workshop, stating how the coach could best help on the next visit to their classroom.
In the third year of the project, the specialists began training two or three teachers from each school to become on-site trainers. These teacher leaders received an additional 60 hours of training over two years, which included shadowing the curriculum coaches as they worked with teachers. In this way the specialists hoped to make the professional development self-sustaining.
According to the local union agreement attendance on the CPD programme was voluntary, and teachers who attended were paid a district rate of $20 per hour.  Nearly 80% of teachers attended some CPD sessions, and about two thirds achieved the recommended minimum of 36 hours per year for 2 years.
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What school organisation changes did the specialists introduce?

As part of the Talent Development model, the schools also made organisational changes to increase the communal nature of schooling. These consisted of three basic strategies:
· looping (teachers stayed with the same class of students for two or more years);

· semi departmentalising (teachers taught the same class two subjects, so they only interacted with 60-70 students during the year); and

· dividing the schools into year groups or small learning communities (SLCs), and dedicating particular mathematics and specialist grade teachers to each SLC.
The researchers found that these strategies, and looping in particular, led to:
· a greater sense among students that their teacher cared about them;

· adoption by teachers of riskier but more engaging approaches to teaching; and

· a “no excuses” attitude towards student success. 
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What were the challenges to implementation of the programme?

The researchers found that the biggest barrier to the effectiveness of the programme was the high turnover of teachers. By the end of the four years of the study, only 31% - 59% of the home classrooms across the three schools were taught maths by a teacher who had participated on the programme for the full four years.  
In addition, one school had three principals during the four years of the research. Whereas the initial principal was keen on the TD programme, his successor was less so, and introduced staffing arrangements which disrupted the programme. He decided that every teacher should teach at least one double period of English. This had practical consequences. For instance, one teacher who had developed strong algebra skills during the programme was assigned to an English class and replaced by a teacher who had received no algebra training.
The researchers also felt that certain attitudes within the schools hindered progress. There was a general understanding among teachers that September was a month for getting organised, April a testing month, and June a time for winding down. The specialists found they had to work hard to ensure a rapid start in September, to moderate the amount of time spent on test preparation, and to continue instruction until the end of year.
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What were the aims and design of the study?

The three middle schools in which the specialists carried out the Talent Development (TD) programme were non-selective and served low-income, minority populations in the School District of Philadelphia. More than 80% of the children in the schools were eligible for free or discounted school meals. Each school had around 1000 students, and 12 teachers who taught maths. 
The researchers also included three ‘control’ schools in the study, so they were able to compare the results of the TD programme. Some individual teachers in the control schools took advantage of a district-wide initiative to adopt a reform-based mathematics curriculum, but unlike the TD programme, these were not implemented at whole-school level. 

The researchers wanted to find out:

· if evidence-based mathematics education reforms can be implemented and sustained in middle schools in areas of deprivation;

· the level of support necessary to overcome existing constraints;
· the level of impact such a programme can have on achievement; and

· if the evidence-based reforms in themselves are sufficient to bring about significant improvement in students’ maths skills.
The results of the study were based on student interviews, surveys, and test scores, as well as classroom observations by the coaches and teacher interviews.
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Implications

In completing this digest, the authors began to ask questions about implications of the findings for practitioners.  
· In this CPD programme teachers decided for themselves the type of support they needed once they were implementing the strategies and materials they had been introduced to. In what ways would you suggest changing the type of CPD support you receive? Are there times when you could do with more specialist support, for example, or alternatively when you feel it would be better for a colleague to observe your practice and provide feedback?     
· Teachers received training during a three-day summer workshop, followed by monthly three-hour workshops on Saturdays. This meant a long-term commitment to change on their part, but they also received payment to attend. How much of your own time are you prepared to dedicate to CPD? Could you, maybe as a group of colleagues, negotiate with your headteacher designated time for CPD activities?
· Teachers in this programme worked with a well-researched maths curriculum that had a strong focus on problem-solving. How much problem-solving takes place in your maths lessons? Do you integrate problem solving across the maths curriculum? Is there the potential for incorporating more problem solving activities in maths lessons?   
In completing this digest, the authors began to ask questions about implications of the findings for school leaders.  
· The authors identified inconsistency of support from headteachers and the local authority as hindering wider success. How aware are you of the CPD which teachers are undertaking in your school? Is there more that you could do to support it, such as ensuring an appropriate budget is ring fenced?
· The researchers spent a preliminary year observing maths instruction not to pass judgement on existing practice, but rather to inform the selection of the right teaching intervention or the appropriate form for the CPD. To what extent do you use internal observations in your school to determine the support and development needs of teaching staff? What steps could you take to help teachers consider observations as a strategy to help professional learning?
· Along with CPD the schools also made organisational changes to increase the communal nature of schooling, for example, by arranging for teachers to stay with the same class of students for two or more years.  Is there scope for embedding CPD in your school in wider strategy objectives to enhance the chances of bringing about enduring improvements?
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Where can I find out more?

For more information on what we know about effective CPD, the summaries and full reports of three systematic reviews on are available at the EPPI-Centre website: http://eppi.ioe.ac.uk/EPPIWeb/home.aspx?page=/reel/review_groups/CPD/home.htm. 
Alternatively the findings have been summarised and illustrated with case studies on the Research of the Month website: http://www.gtce.org.uk/policyandresearch/research/ROMtopics/cpdrom/  

The National Teachers Research Panel (NTRP) provides guidelines and activities for CPD co-ordinators at: http://www.standards.dfes.gov.uk/ntrp/ourwork/cpd/ 

The General Teaching Council offers guidance and examples of good CPD practice at: http://www.gtce.org.uk/cpd_home/  

You can find more information on the University of Chicago School Curriculum Project at this web address: http://socialsciences.uchicago.edu/ucsmp/index.html 
