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Foreword

Professional development (PD) is known to be one of the key determinants for improving
the quality and relevance of education and learning. There are, however, quite a number of
barriers and limitations to effective professional learning among academics working in
higher education. This Technical Report contains the background literature review as well
as a detailed analysis of 11 case studies. It complements the Science for Policy Report
‘Innovating Professional Development in Higher Education: An Analysis of Practices’, JRC
2019.

This study was undertaken on behalf of DG Education and Culture. Education policy at the
European and MS levels is very aware of the challenges and opportunities that PD in higher
education brings about. Communications of the European Commission on an agenda for
the modernisation of Europe’s HE systems (}) and on a renewed agenda for HE () both
emphasise the need for systematic investment in teachers’ continuous professional
development. In the latter the Commission commits to stepping up strategic support for
HE teachers, doctoral candidates and postdoctoral graduates through Erasmus+ to help
them develop pedagogical and curriculum design skills through targeted opportunities for
staff mobility for pedagogical training and strengthened cooperation between teacher
training centres across the EU.

In 2019 the JRC releases a similar report on innovating PD for teaching professionals in
compulsory education: ‘Innovating Professional Development in Compulsory Education:
examples and cases of emerging practices for teacher professional development'.

Both studies provide evidence that can support education policymakers at all levels in re-
thinking the continuous professional development of educators. The evidence is not only
focused on digital learning opportunities, it embraces non-digital professional training as
well. Unsurprisingly, however, analogue and digital activities are increasingly becoming
blended.

Both studies are part of the JRC research on ‘Learning and Skills for the Digital Era’, which
since 2005 has undertaken more than 20 major studies on these issues, resulting in more
than 120 different publications. Recent work has focused on the development of digital
competence frameworks for citizens (DigComp), educators (DigCompEdu), educational
organisations (DigCompOrg) and consumers (DigCompConsumers). A framework for
opening up higher education institutions (OpenEdu) was also published in 2016, along with
a competence framework for entrepreneurship (EntreComp). Some of these frameworks
are accompanied by self-reflection instruments, such as SELFIE, focused on digital capacity
building in schools.

Additional research has been undertaken on Learning Analytics, MOOCs (MOOCKnowledge,
MOQOCs4inclusion), Computational thinking (Computhink) and policies for the integration
and innovative use of digital technologies in education (DigEduPol). In 2017, a report on
the potential of blockchain in education was released, and more recently, in November
2018, a report on the impact of Artificial Intelligence on learning, teaching and education.

More information on all our studies can be found on the JRC Science hub:
https://ec.europa.eu/jrc/en/research-topic/learning-and-skKills.

Yves Punie

Deputy Head of Unit

DG JRC Unit Human Capital and Employment, Seville
European Commission

1 COM (2011) 567 final.
2
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1. Introduction

This is a technical report that accompanies the Science for Policy Report ‘Innovating
Professional Development in Higher Education: An Analysis of Practices’. Whenever
possible, these reports should be read alongside one another. This technical report
contains a literature review of professional development (PD) of academics in higher
education, and in-depth case studies that showcase different ways in which higher
education institutions (HEIs) innovate when developing PD activities. The Science for
Policy Report contains a summary of the cases along with a cross-case analysis which is
useful for identifying patterns, challenges, successes, and the most innovative ideas. The
analysis is based on interviews, cases, and the literature review. It is also significant that
the outcomes of the analysis enabled the authors to design policy recommendations at
three levels: for HEIs, for Member States and for the European Commission itself.

Another aspect of this study is that it deals with the ‘professional development of
academics’, which is to a certain extent an under-researched field. In the literature and
during the research process there has been no clear distinction between the terms
‘professional development’ (PD), ‘continuous professional development’ (CPD), and
‘training and development’ (T&D). Instead, they were used interchangeably by the
various interviewees and in the academic articles consulted. In the context of higher
education, ‘training’ can mean ‘pre-service’ training for doctoral students, aimed at
developing pedagogical skills, and also training in the sense of on-demand learning
opportunities, aimed at developing skills such as new teaching methodologies or the use
of specific tools or digital technologies.

It is not the aim of this study to provide ultimate definitions for these concepts, nor to
limit their use to any specific context. Instead, mirroring what happens in the real world,
all the above terms are used in this study, in an attempt to reflect the instances in which
they were encountered. But, for the sake of simplicity, professional development (PD)
will be considered more generic, a type of umbrella term. Overall, there was no focus on
training for pre-service academics (PhD students).
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2. Literature review

There is common agreement that high-quality education is fundamental to the
development and growth of individuals and society as a whole. The Communication on a
‘Renewed Agenda for Higher Education’ (European Commission, 2017) of 2017 presents
an argument that having good university teachers is crucial for high-quality higher
education (HE). However, the same Communication states that “too many higher
education teachers have received little or no pedagogical training and systematic
investment in teachers’ continuous professional development remains the exception.
National and institutional strategies to improve career opportunities and rewards for good
teachers are becoming more common but are far from standard.” (European
Commission, 2017, p. 5).

Professional development (from now on PD) is widely recognised as a necessary
condition for the competitiveness of individuals and organisations. This means that the
insufficient PD (often also referred as continuous professional development - CPD) of
academics creates a considerable risk to the quality of higher education and,
consequently, to society as a whole. Based on this, the aim of this literature review is to
investigate the PD of academics in more detail. This systematic literature review covers a
total of 49 publications. Based on recent literature, the need of academics’
professionalism has been growing. PD for academics has become a necessary condition
for the competitiveness of higher education institutions (HEIs). This seems to be because
of some contemporary trends, such as the massification of higher education, the spread
of student-centred approaches and the growing importance of modern digital
technologies.

Moreover, it is stated that the need for PD arises because the professional success of
individuals no longer lies in the job or organisation they work for, but in the skills,
knowledge and experiences they have. Based on these, it can be assumed that in our
contemporary society academics actively participate in professional development
activities, especially given that such activities aim to produce professional success and
increase the competitiveness and prestige of HEIs. However, the current state of PD of
academics contradicts such theoretical expectations. In most cases academics participate
in PD activities only rarely, or unsystematically. This contradiction between theoretical
assumptions and factual reality supports the reasoning of this literature review.

The reasons behind academics’ lack of PD have not been systematically investigated. The
aim of this literature review is therefore to answer the following question: what are the
main obstacles to academics’ participation in continuous professional development? In
addition to this main question, the more ‘practical’ aspect has also been investigated in
parallel: how can the obstacles to academics’ participation in PD be overcome?
Furthermore, the scientific literature analysed how the PD of academics is conceptualised
and what the impact of innovative PD activities is.

The literature review revealed some main findings. First of all, the definitions of PD in HE
(usually referred as CPD) used in the scientific literature tend to refer to strengthening
the educational skills of academics. Furthermore, it is interesting that the positive
impacts of PD are often mentioned as an indispensable part of the definition itself.
Several obstacles to academics’ participation in PD were mentioned in the articles
addressed: academics are unwilling to move away from traditional teaching practices;
academics are not required or motivated to develop their teaching skills; academics do
not have enough time to develop their teaching skills; HEIs do not have the financial,
organisational, and knowledge capacity to develop effective PD schemes. This literature
review analyses in more detail these specific obstacles, the reasons behind them, and
practices that have successfully addressed them. A systematic literature analysis
confirmed the statements of Kennedy (2014) and Chalmers and Gardiner (2015) that the
literature on PD of academics remains fragmented and under-theorised. Even though a
consistent theory was lacking, the systematisation of separate ideas and statements
allowed for identification of the main obstacles for academics’ participation in PD.
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Nevertheless, the evidence from the literature was not enough to provide a
comprehensive answer to how the obstacles for academics’ participation in PD might be
overcome.

2.1 Methodological approach to the literature review

This literature review has been carried out based on Petticrew and Roberts’ (2008)
method for systematic reviews in the social sciences. It is one of the most frequently
used approaches for literature reviews. Its focus is on the selection of the most relevant
sources. This methodology involves five main steps:

1. Formulation of research questions.
2. Definition of the search terms and selection of appropriate databases.

3. Selection of inclusion and exclusion criteria, which guide the further literature
search.

4. Evaluation of the scientific quality of publications found using predefined quality
criteria. Studies that do not meet quality requirements are excluded from the
literature review.

5. Extraction of relevant information from publications that meet the criteria.
Each step is described in more detail below.
Step No. 1: Formulation of research questions

Based on the findings of the initial literature review about the PD of academics, the main
research questions were formulated as follows:

— How is the PD of academics defined in the academic literature?
— What is the current context and situation of the PD of academics in the EU?
— What are the obstacles to academics’ participation in professional development?

— What kind of examples can be found in the EU of academics’ continuous
professional development that has overcome these obstacles (3)?

— What is the impact of the PD of academics (*)?

— The main purpose of this literature review is to find information that is relevant to
these questions.

Step No. 2: Selection of the search terms and appropriate data bases

Apart from the academic literature, applied research, surveys, and evaluations on the
topic were also considered. OECD and European Commission databases were selected as
the main sources for the search of the studies (e.g. Eurydice, JRC, OECD Talis).
Furthermore, the sources contained not only secondary but also primary sources -
strategies, communications, and laws related to the PD of academics. The webpage of
the European Commission was chosen as the main database for the search of the
relevant policy documents as it provides not only documents that are relevant at the
European level but also English versions of national documents of EU countries (e.g.
National strategies for higher education).

A In particular, during the investigation of this question, there was a focus on how higher education
institutions have been supporting academics in innovative teaching practices in HE, and what actions by
Member States (MS) would be helpful in order for academics to achieve the necessary competences for
innovative teaching and research dissemination.

* While collecting information to answer this question, specific attention was paid to the question of how
academics’ training in digital technologies and pedagogical practices could become a part of career progression
paths.
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Several keywords and their combinations were used for the search of relevant sources.
The keywords used were the following: ‘(continuous) professional development’,
‘innovation/innovative’, ‘pedagogical/teacher learning’, ‘higher education’, ‘teaching
skills’, ‘university’, ‘academics’, ‘pedagogical training’, ‘pedagogical development’,
‘teaching development’, ‘teacher development’, ‘professional growth’.

Step No. 3: Selection of the inclusion and exclusion criteria

Criteria that are described in this step made it possible to exclude some potential sources
without reading an entire paper. Thus, it significantly increased the effectiveness of the
literature review process. A few minimum requirements for the sources were:

v' References must be published within the last five years. This criterion was
selected because the field of professional development in higher education is
changing rapidly.

v'  References must be either in English, Finnish, Swedish, French, German, Russian,
or Lithuanian

v" Full-text version must be available.

Not only articles published in scientific peer-reviewed journals but also other scientific
publications such as books or book chapters were included in this review. The reviewed
literature was not limited to European publications and sources but also included global
publications, although simultaneously making sure that information was drawn from
European outputs as much as possible.

The first three steps of the literature review allowed for creating a list of sources
identified as a starting point for the literature review. Additionally, there were strategies
adopted to identify additional relevant sources:

Four interviews with PD experts were conducted. The experts identified additional
research reports that are related to the topic of PD. Furthermore, their knowledge aided
the identification of the most relevant aspects of PD to which particular attention should
be paid during the literature review.

In addition to scientifically documented sources, data (presentations, summaries) from
various conferences related to the topic of PD in HE was analysed. Furthermore,
references to academic papers identified during the literature review were analysed in
order to ensure that no crucial literature was excluded from the review. The social
network analysis method was applied to review the references (°). However, no further
references that meet our minimum requirement criteria were identified.

Step No. 4: Evaluation of the scientific quality of publications, using predefined
quality criteria

All sources that were not excluded from the review due to inclusion criteria had to pass a
quality check. The quality of the articles was checked using 11 quality criteria drawn from
Petticrew and Roberts. Quality criteria were not applied to policy documents.

Table 1. Criteria for the evaluation of the scientific quality of publications

Category Quality criteria
General 1. Is the research objective clear?
Q@) Social network analysis is a method that uses graph theory to analyse social constructs. It can be used

to describe work groups, organisations, business webs, and other networks. In the context of this study, it
contributes towards assessing which papers are referenced the most by the academic literature in this field. The
whole reference analysis process is performed through the following steps: extracting references from all
academic papers identified during literature review; building a social network by using the extracted references
and an algorithm written in R; finding academic papers in the network that are often referenced but which we
did not analyse.
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Category Quality criteria

2. Is the research done using the chosen method capable of finding a clear
answer to the research question?

3. Was enough data gathered to ensure the validity of the conclusions?

Selection

el 4. Is the context of the research clear? (country, participants)
5. Do the researchers state the research methods used?

Method 6. Do the authors give an argument for the methods chosen?
7. Do the researchers take into account other variables that have an influence?
8. Is the data analysed in an adequate and precise way?

aD:;Tysis 9. Are the results clearly presented?

10. Do the researchers report on the reliability and validity of the research?

11. Is the research question answered using empirical evidence from the

Conclusion
research that was done?

Source: Based on Petticrew and Roberts (2008) and Gast et al. (2017)

Following the strategy proposed by Gast et al. (2017) each criterion was evaluated on a
3-point scale: 0, 0.5, or 1 point. To be included in the review, articles had to have a
combined score of at least 5.5 for the 11 criteria, at least half of the maximum amount of
points possible.

The first four methodological steps resulted in a list of 49 publications that were chosen
as the basis for this literature review. These publications were reviewed in further detail
and systematically analysed.

Step No. 5: Extraction of information relevant to the research questions

Finally, all the data that help to answer the main questions of this literature review were
extracted from the sources that met all of the above-mentioned criteria. This information
was compared and systematised.

2.2 Conceptualisation of PD of academics

The topic of the PD of academics cannot be investigated without a clear understanding of
the PD concept itself. Thus, one of the main aims of this literature review was to
investigate how the PD of academics is described in the scientific literature. The analysis
revealed that a unanimous understanding of the definition does not exist, and that
different variants of the concept can be found in the scientific literature. This is
determined by the three main challenges identified by comparing concepts used in the
literature. First of all, ‘PD of academics’ or ‘CPD of academics’ are not the only terms
used to describe the processes of academics’ learning. In some research, PD of
academics is replaced by the term ‘professional learning’ (e.g. King 2014; Malik, Nasim &
Tabassum 2015, Darling-Hammond, Hyler & Gardner 2017), 'technological, pedagogical,
and content knowledge (TPACK) of faculty’ (Kim, D., & Kim, W., 2018), or ‘faculty
training’ (Jacob, Xiong & Ye 2015). In most of the articles these terms are used as
synonyms of ‘CPD’. Secondly, the term ‘professional development’ is used not only in the
scientific literature but also in practice. At first sight its meaning can seem quite obvious.
Because of this, some researchers working on topics related to the PD of academics do
not conceptualise the term in their articles (e.g. Toytari et al. (2017). Therefore, in these
cases, the concept depends on the interpretation of the reader.

The third challenge that arises while conceptualising the PD of academics is that the
definition is ‘multi-dimensional’. The definition might contain several aspects in itself -

8
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answers to a few questions might be (and are) combined to describe the PD of
academics. Based on the analysis of the literature, there are four main aspects that are
usually addressed in descriptions of PD concepts:

— Who is the main subject of the PD?

— How does it happen (PD as the process)?

— What skills are targeted during the PD (PD as the content)?
— What are the (expected) results of PD?

Experts choose which of these aspects should be addressed in their definitions (e.g. some
of them interpret PD as the process not mentioning the results, while other definitions
include all four aspects). Furthermore, the answers to these questions vary (e.g. some
definitions describe PD as a well-structured process, while others interpret informal and
unintentional learning as part of it). Later in this chapter the definitions of academics’ PD
are grouped based on whether they include the four above-mentioned questions, and if
so, how they answer them. The aim of this chapter is to systematise the academic
discourse on the question *‘What is the PD of academics?’

The literature is consistent about who the main subjects are - the teaching staff working
in higher education. Despite the fact that slightly different terms are used to describe the
same group of people, the teaching staff of universities are mentioned in the absolute
majority of the definitions in the analysed literature. For instance, Kneale et al. (2016a)
use the term ‘academics’ when referring to the subject of PD in their definition. Malik et
al. (2015) write about the ‘capability of staff’. ‘Teachers’ are described as the main
subjects of the PD in HE by ASkerc & Kocar (2015), Postareff & Nevgi (2015), Whitworth
& Chiu (2015), and Darling-Hammond et al. (2017). Overall, the term ‘university
teachers’ is used most often in the definitions of PD in the literature analysed for this
literature review. The analysis of how the subject of PD in HE is described in the scientific
literature reveals two main tendencies. Recently there have been some non-scientific
articles emphasizing that HEIs pay too little attention to the PD of their administrative
staff, which is just as necessary as the PD of academics (°). However, the PD of non-
academic staff is not mentioned and not analysed in the scientific literature. The
reviewed articles focused only on the PD of academics. Furthermore, the usage of the
term ‘teachers’ in the HE context shows that the literature focuses on the PD of the
teaching staff of universities rather than academics who work only with research.

Another important component of the definition of PD is the types of processes interpreted
as the PD of academics. An analysis of the literature revealed that when looking at PD as
a process, a division exists in the approaches of researchers investigating this topic.
There is no consistency when it comes to the question of whether informal and
unintentional practices of learning can and should be referred to as part of PD. Some
researchers use a wider definition of PD that includes informal learning activities or the
learning that happens unintentionally by performing different work activities. For
instance, Malik et al. (2015) in their definition claim that “professional development
encompasses all types of facilitating knowledge opportunity, ranging from university
degrees to formal assignments, conferences and informal learning opportunities located
in practice”. Similarly, according to the British Higher Education Academy (HEA), PD in
HE comprises “any activity targeted to strengthen and extend the knowledge, skills and
conceptions of academics” (Kneale et al., 2016a). But other definitions interpret the PD
of academics exclusively as the organised, structured and intentional practices of
learning. Dysart & Weckerle (2015) do not provide a specific definition of professional
development but mostly refer to it as organised training and programmes - “centralized
professional development opportunities”. Based on the definition used, Darling-Hammond
et al. (2017) seem to follow a similar idea. They conceptualise professional learning as “a

(®) For instance, EIEA news (2017), Unity on campus: professional development for administrative staff.
Available at: https://www.eaie.org/blog/unity-campus-professional-development-administrative-staff.html
[accessed on 09.07.2018].
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product of both externally provided and job-embedded activities”. However, the definition
of professional development Hammond et al. use is narrower than the definition of
professional learning. They define the process of professional development as a
“structured professional learning”. To sum up, there is no clear agreement in the
academic literature about whether the unstructured and unintentional actions that result
in learning for academics can be described as PD activities.

Furthermore, it is essential to investigate which skills are the targets of PD practices in
the definitions that are used in the academic literature. First of all, a wide spectrum of
skills might be useful at work. Most of the definitions provided do not mention that the
skills that are being strengthened during the PD practices need to be directly related to
the work positions of the learners. This means that PD “refers to the skill and information
attain for both personal development and profession advancement” (Malik et al. 2015, p.
171). The POD (Professional and Organisational Development) Network supports this
idea and provides a classification of the most important levels of learning for HE staff’s
educational development:

— Faculty development - focus on the individual member of staff and the tasks
specific to the pedagogical role, such as teaching methods, class organisation,
evaluation, learning technologies (e.g. training on technologies and pedagogical
practices), design and presentation, and other.

— Instructional development - focus on the course and curriculum. This includes
appropriate course structures, teaching strategies, the course in the overall
institutional curriculum, and overall is more content based.

— Organisational development - focus on maximising the effectiveness through
development of personal skills such as communication or stress-management.
This is based on the philosophy contending that if there is an effective and
efficient faculty support structure, the teaching process will thrive (7).

Finally, an analysis of the conceptualisation of PD (often referred to as CPD?®) in academic
literature revealed one more specific aspect of the object. In the majority of definitions
the CPD of academics is interpreted not only as a process but also, simultaneously, as a
product. This means that the (expected) results of CPD practices are mentioned not as a
separate question but as an indispensable part of the definition itself. The definition
formulated by Malik et al. (2015, p. 169) is closer to the understanding of CPD as a
process rather than a product. They define CPD in the university context as “a process of
improving and increasing capability of staff (...) to upgrade [their] content knowledge and
educational skills”. Based on this definition, it is expected that academics’ skills will be
strengthened during the process. Other definitions used further in the aspect of results -
CPD are interpreted as activities that will not only extend the knowledge of academics
but will also have an impact on their behaviour. For instance, it is claimed that CPD in HE
comprise any activity targeted to strengthen and extend the knowledge, skills, and
conceptions of academics in a way that will lead to changes in their way of thinking and
their educational behaviour (Kneale et al., 2016a). The definition by Darling-Hammond et
al. (2017) makes another step forward — an activity can be described as CPD if it also has
a positive impact on students’ learning: CPD as “a structured professional learning that
results in changes to teacher knowledge and practices, and improvements in student
learning outcomes”. The fact that the impact of CPD is often included in the definitions
leads to two important observations. Firstly, it seems that, based on the definitions
mentioned above, activities that initially aimed to improve the skills of academics but
were unsuccessful do not meet the definition of CPD. Second, the definitions mostly
emphasise the impact on teaching and not on the research practices or the career
progress of the academic staff. This means that the most important aspect of CPD is to

@) The Professional and Organizational Development (POD) Network in Higher Education. What is
Educational Development? Available at: https://podnetwork.org/about-us/what-is-educational-development/
[accessed 05.08.2018].

8 Continuous Professional Development (CPD)
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have a positive impact on students’ learning by strengthening academics’ skills and
encouraging them to change educational practices.

2.3 PD of academics: state-of-the-art

Another tendency that was consistently noticeable in the literature is the growing need
for professionalism on the part of academics. Based on the literature, the PD of
academics has become a necessary condition for the competitiveness of the HEI as well
as for the academic as an individual in the modern context of higher education. Three
main tendencies are most often mentioned as drivers for the (expected) growing demand
for PD in HE: the modern phenomenon of mass higher education and the spread of a
student-centred approach, the Fourth Industrial Revolution and the growing importance
of modern technologies, and the changes in the nature of professional competition where
individual skills are becoming the main determinant.

2.3.1 Massification and marketisation of HE

In the reviewed literature, the first explanation for the growing demand for the PD of
academics is the massification of higher education. Around 50% of young people now go
to university. Furthermore, because of globalisation, students have increasing
opportunities to choose from the most suitable HEIs from all over the world (Askerc and
Kocar 2015, p. 160). Thus, competition between universities has become much stiffer,
and there are more competitors than there used to be a few decades ago. Consequently,
new measures are necessary in order to stay competitive in the global HE market. ASkerc
and Kocar (2015) argue that one of the strategies that is (or might be) taken by HEIs is
the maximisation of effectiveness — ‘doing more with less’. PD encourages academics to
apply more effective teaching practices (e.g. ones that allow them to work with larger
groups of students).

Other researchers (e.g. Jacob, Xiong & Ye 2015, Fahnert 2015, Kneale et al. 2016a)
explain the growing need of PD practices because of the emergence and spread of
student-centred approaches. For instance, Kneale et al. (2016a) claim that the “HE
landscape is evolving as students are more frequently positioned as ‘consumers of’ rather
than ‘partners in’ HE”. This trend is often referred to as the marketisation of HE, which
has recently become a widely discussed and contested phenomenon (see, for example,
Marginson, 2016; Ball, 2018). Supporters of marketisation underline the need for direct
interaction between universities and students (rather than with the government acting on
the students’ behalf) (Brown, 2015). This is expected to make universities more flexible,
more efficient and more responsive to the needs of society, the economy and students,
since students are the ones that ‘know best’ and should be empowered to act as
customers (Hall, 2017). Other arguments in favour of marketisation include the need to
cover the growing costs of enlarging HE systems (as a result of the massification of HE)
and competitive demands for public support (e.g. healthcare) - therefore private
contributions might be necessary to maintain education quality (Brown, 2015). On the
other hand, the opponents of marketisation claim that too much competition might be
damaging since competing for status tends to lead to uncontrolled and unjustified price
rises, as observed in the US HE sector (Brown, 2015). As a result, HEIs might be
tempted to charge students far more than necessary to provide a good education. This
might lead to HE becoming elitist and neglecting the positive social and cultural
externalities of broad and free access to HE such as reduced economic inequality, or
positive effects on democracy and human rights (Marginson, 2016).

Regardless of the actual pros and cons of the marketisation of HE, most authors agree
that “there is no turning point from this process” (Hall, 2017) and that “promoting
student-centred teaching (...) is critical for the future” (Jacob, Xiong & Ye, 2015). Most
importantly, the impact of the marketisation of PD seems to be strong. Fahnert (2015)
explains the mechanism of how the PD of academics becomes an indispensable part of
the student-centred approach. Learners wish to receive the best teaching. Thus, they
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perceive HE teacher training as having considerable value (Fahnert, 2015). This was
illustrated by the UK Higher Education Policy Institute and the HEA Student Academic
Experience Survey results in 2015. The results of the survey revealed that staff being
trained in how to teach was the highest priority for 39% of all students, while staff being
active in research was a lower priority, with 54% of all students ranking it last (Buckley,
Soilemetzidis and Hillman 2015). Consequently, Jacob, Xiong and Ye (2015) stated that
the HE systems with the best-developed PD schemes are the ones with customer-
oriented goals. Such HE systems include student-centred models in the UK, Ireland and
the Netherlands (HE systems most strongly associated with high study fees and thus
greater responsibility towards the client). On the other hand, the cases of Sweden,
Norway and Finland show that a student-centred approach and a well-developed PD can
derive not only from commercialisation, but also from their focus on a high-quality
education as a driver for economic and societal development.

To sum up, as a result of the massification and marketisation of HE, HEIs are becoming
more concerned about meeting the needs of students in order to become more
competitive in the market. Based on the logic mechanisms that are described in the
literature (see, for example, Hall, 2017), the PD of academics is expected to increase the
global competitiveness of HEIs by increasing the effectiveness of the academics’ work
and implementing a more student-centred approach.

2.3.2 Other drivers for PD

Moreover, the increased need for the PD of academics in the analysed literature is also
explained by the growing importance of digital technologies in education. For instance, in
the Changing Pedagogical Landscape study (Haywood et. al 2015) it is argued that
technology is becoming a crucial part of modern higher education. For example, the
demand for LMS (Learning Management Systems) and MOOCs (massive open online
courses) has been growing rapidly. However, a considerable number of academics lack
the necessary skills and competences, and are unable to introduce modern technologies
in the courses that they teach (Dysart & Weckerle 2015). In other words, innovation in
teaching at the HE level is happening at a much slower pace than digital technology
availability (Haywood et. al 2015).

PD is essential not only to ensure the competitiveness of an HEI but also from the
perspective of an individual academic. Megginson and Whitaker (2017) state that the
need for PD arises because the professional success of individuals no longer lies in the
job or organisation they work for but in the skills, knowledge and experience that they
have within themselves. According to them, professional development practices are a
major investment that academics can make for their own development. Postareff and
Nevgi (2015) follow a similar idea and claim that professional development courses are
great opportunities for academics to improve their teaching skills. Within this
perspective, academics who wish to be professionally successful are expected to be
especially interested in PD and to devote a considerable amount of time to it.

2.3.3 Academics’ participation in PD: expectations and reality

So far, the literature suggests that the need for the PD of academics has grown recently.
It is often seen as an effective tool of higher education institutions to better position
themselves and attract students. Attention paid to the quality of teaching is also
indispensable for a student-centred approach. Finally, it is suggested that individual
competitiveness of academics is determined by the skills and competences they have.
Moreover, based on the fact that most of the definitions of PD are linked in one way or
another to results, PD is expected to be directly linked to a positive impact on HEIs’
reputations. Thus it is expected that academics will actively participate in professional
development activities to ensure both their professional success at the same time
increasing competitiveness and prestige of the HEI at which they work. However, the
current state of the PD of academics contradicts this expectation. In most of the cases,
academics rarely participate in PD activities and if so, they do it unsystematically.

12



Innovating Professional Development in Higher Education: Case Studies

Consequently, the positive expected results of the PD tend not to be reached (see the
Figure 1).

Figure 1. The illustration of the main scientific problem and questions of the literature
review

The main problem and questions of
this literature review

Academics react
to the need and
participate in PD

The need for Positive impact of

PD PD

What are the main obstacles to academics’

participation in professional development?
+

How are the obstacles to academics’ participation in PD
overcome?

In the 2017 Communication on a ‘Renewed Agenda for Higher Education’ (European
Commission, 2017) it was argued that “too many higher education teachers have
received little or no pedagogical training and systematic investment in teachers’
continuous professional development remains the exception”. For instance, in the study
by Askerc and Kocar (2015), academics from Slovenia were surveyed. The results of the
survey revealed that only 31.4% of respondents had participated in higher education
pedagogical training. According to Toytari et al. (2016) much of the learning is taking
place at work and is informal and unintentional in nature. The lack of academics’
participation in PD leads to the main problem and question of the literature review (see
Figure 1 above). Based on the literature, there is considerable need for the PD of
academics. PD is also described as a useful tool for the professional success of
academics. However, academics often participate in PD activities quite passively and the
main reasons for that are unclear. This mismatch of expectations and reality raises the
question: what are the main obstacles to academics’ participation in professional
development? An attempt to answer this question based on the ideas presented in the
reviewed literature is the main focus of the further sections. In addition, a more
‘practical’ aspect will also be investigated in parallel: how might the obstacles to
academics’ participation in PD be overcome?

2.4 Obstacles to academics’ participation in PD

Based on the literature, obstacles to academics’ participation in PD exist on all levels:
from individual attitudes through to HEIs’ strategies and priorities to national HE policies.
Four main obstacles are identified: 1) academics’ unwillingness to move away from
traditional teaching practices, 2) lack of formal requirements or incentives for teaching
development at HEIs, 3) lack of time for PD among university staff, and 4) lack of
financial, organisational, and institutional capacity to develop effective PD schemes at the
HEI level. We also account for underlying reasons for the prevalence of these obstacles,
attempting to explain why they exist and bring in some possible solutions suggested in
the literature.
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2.4.1 It is challenging for academics to move away from traditional teaching
practices

It is widely recognised in the literature that teaching traditions and academics’ research
experience are deeply rooted in the HE environment (Askerc and Kocar, 2015; Dysart &
Weckerle, 2015; Postareff & Nevgi, 2015; Kim & Kim, 2018). Consequently, academics
are used to traditional teaching methods and find it challenging to commit to learning
and applying new approaches to teaching. Even though this conservatism is sometimes
interpreted as one of the strengths of HE in general, it can be an obstacle to delivering
better quality education through innovative and effective teaching methods (Postareff &
Nevgi, 2015).

The reasons for such an attachment to established teaching traditions are twofold. One
group of researchers emphasise the idea that academics are often unaware of innovative
teaching practices or of the weaknesses of some traditional methods with regard to
students’ motivation. They tend to stick to established and ‘safe’ methods because they
often lack the knowledge of more effective and attractive approaches to teaching.
According to Dysart and Weckerle (2015), academics’ unawareness of innovative
teaching practices derives from the fact that, in most European HE systems, academics
are not exposed to formal training on pedagogical or technological practices.
Consequently, as Kim and Kim (2018) argue, even though academics are typically
considered to be experts in their research domains, they have limited knowledge of
educational sciences and pedagogical theories and practices. Old reliable teaching
methods therefore seem to be a safer option, and are too often the only one.

There is other research that opposes this idea, stating that academics are aware of
alternative teaching methods. The argument is that academics are often resistant to
implementing innovative teaching methods because of a strong attachment to tradition.
For instance, a study by Watty, McKay and Ngo (2016) revealed that 93 per cent of
academics interviewed indicated resistance as a key obstacle to technology adoption in
academic teaching. Haywood et al. (2015) suggest that such resistance is a result of
certain strong cultural forces prevalent in closed academic communities (research
discipline, faculty, etc.) that put tradition before innovation. Accordingly, Bovill et al.
(2016) argue that academics’ teaching is influenced by their own experiences as
students, and that habits regarding existing practices and solutions are inherited from
colleagues. As a result, the perceived risk associated with innovation is high. Additionally,
Postareff and Nevgi (2015) note that changing their teaching behaviour requires an
academic to shift their role from that of expert in their field to novice in another area
(pedagogy), which is often an uncomfortable change. They also draw attention to the so-
called “intermediate phase trap”, acknowledging that people in their mid-career have a
fear of making commitments and tend to avoid change.

Therefore, it is crucial to ensure sufficient support for academics in order for them to gain
the ability and willingness to change. This is important in light of comprehensive evidence
for the low effectiveness of so-called ‘sit-and-listen’ lectures (Haywood et al., 2015). The
introduction of innovative practices into HE (especially in aspects such as ICT use, active
learning, student engagement, feedback and assessment) is expected to raise teaching
quality and the student experience (Dysart & Weckerle, 2015; Kim & Kim, 2018).
Additionally, academics who are more willing to take risks in their teaching achieve better
results in terms of career progress, teaching quality, and students’ outcomes (Postareff &
Nevgi, 2015). Therefore, it is crucial to raise awareness of academics in this regard, as
well as their understanding of innovative teaching in order to overcome resistance to
implement innovative teaching methods.

For tackling academics’ resistance to innovative methods, some of the key
recommendations for HEIs and policymakers include:

— Provision of educational programmes to improve academics’ teaching competences
(Dysart & Weckerle 2015; Kim & Kim, 2018);
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— Increasing awareness of the importance of innovative teaching, effective
dissemination of knowledge and research in pedagogy results, and stronger
promotion of available PD programmes (Watty, McKay & Ngo, 2016);

— Encouragement of and rewards for teaching excellence (Haywood et al., 2015);

— Stronger focus on training young professionals (e.g. PhD students). Since they are
novices they tend to accept pedagogy as a new field of expertise, learn it along with
their disciplinary content, and match with one another (Ibid.).

2.4.2 Innovative teaching practices are often not a requirement for hiring or for
career progression in HEIs

Even if academics are aware of innovative teaching methods and would be willing to
commit to develop their teaching skills and practices, they often lack encouragement to
do so. The lack of teaching-related criteria for the appointment of academic staff or
incentives for the development of pedagogical skills throughout their careers has the
result of diminishing motivation to learn and innovate. Fahnert (2015) acknowledges that
in most developed economies worldwide, academic teachers are not required to be
qualified in didactics, unlike in any other educational context, from primary through
secondary to vocational education. Accordingly, Askerc and Kocar (2015) argue that the
same problem prevails in Europe - academics are rarely obliged to prove their teaching
competences through any formal certification. The system of promotion and
remuneration is also, in most countries, skewed towards scientific outputs rather than
teaching performance. Quite often the salaries of academics depend on their publications
and amount of teaching hours, not on the quality of their teaching (Graham, 2015; Kim &
Kim, 2018). Similarly, promotion and reward schemes are still mainly connected to
achievements in research and administration (Fahnert, 2015).

Some researchers argue that such an underappreciation of teaching in comparison to
research is related to the challenges of establishing robust criteria for teaching excellence
(Cashmore, Cane and Cane, 2013). Measuring research outputs is quite straightforward
(e.g. number of citations, number of articles published in top journals) while teaching
performance is more subjective and intangible (Graham, 2015). Therefore, inadequate
and subjective assessments might sometimes seem unfair and thus, are avoided by most
institutions.

However, most literature highlights a deeper issue within the HE sector that underpins
the lack of focus on teaching. Research has a higher status than teaching in HE because
it is a source of prestige at the institutional level (Blackmore, 2016). Gibbs (2016) argues
that due to national policies in many countries (e.g. Research Excellence Framework in
the UK), research-related accomplishments had gained dominance in the past and
powerfully shaped the values and strategies of universities. At present, the problem is
aggravated by, for instance, global university rankings that principally measure research
outcomes (Gibbs, 2016). As a result, the attention of managers and academics is
diverted to scientific rather than educational activity. It is often argued that as long as
research has a higher priority, teaching will never get enough attention and resources
from universities or academics (Blackmore, 2016). In the same vein, the European
Commission (2013) notes that even though this paradigm has shifted slightly in recent
years, in many European HE systems there is still inadequate attention paid to teaching
in comparison to research.

Many voices across the literature recognise the lack of bargaining power of students as
an important reason for the disparity between teaching and research (Fahnert 2015;
Kneale et al. 2016a). Ultimately, students care about the quality of education they
receive via teaching. For instance, one survey revealed that only 26 per cent of students
consider it very important that teachers should currently be active researchers (the
lowest score across the board), while teachers’ knowledge of their subject, teaching skills
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and pedagogical training were seen as the most important factors (°). Nevertheless, in
HE systems that are not student-centred and where students are treated as ‘products’
rather than ‘customers’ of HE, their voices tend to remain unheard and their needs
unmet (Fahnert, 2015). On the other hand, the HE systems with best-developed PD
schemes are the ones with customer-oriented goals (see, for instance, Jacob, Xiong & Ye,
2015; UCU, 2016). Fahnert (2015) points out that this is usually associated with high
tuition fees (and thus a bigger responsibility towards the ‘student as client’), as in the
UK’s student-centred HE system. However, the author also notes that Sweden, Norway
and Finland managed to achieve comparable advancements in PD schemes without
charging the students any fees. Such progress is ascribed to a national approach that
treats high-quality education as a driver for economic and societal development.

Recommendations on how to better balance the two HE functions (i.e. research and
education) and provide motivation for academics to develop their teaching are offered at
the HEI level. A study by Askerc and Kocar (2015) shows that universities with better-
defined requirements and rules regarding pedagogical training had the lowest percentage
of teachers without even basic theoretical pedagogical education. Graham (2015)
suggests that HEIs should work on improving the transparency of promotion schemes
and providing information about teaching-based promotion in a more efficient manner.
However, as shown before, HEIs themselves rarely have the motivation to promote
innovative teaching. Therefore, the necessity of national legislation and broader
institutional support is often underlined. The UK is described as a pioneering and
benchmark country for its structured teaching professionalisation system (Walder, 2014).
A stronger separation between research and teaching is pursued through a number of
state institutions such as the Office for Students (OfS) and the Teaching Excellence
Framework (TEF) introduced alongside the Research Excellence Framework (REF)
(Blackmore, 2016). Additionally, the UK Higher Education Academy (HEA) has
established the UK Professional Standards Framework for teaching and supporting
learning in higher education, which sets clear and unified principles that can be used
across the sector. HEA also provides a benchmarking guide to assist HEIs in enhancing
teaching-based academic promotion processes (Fahnert, 2015).

However, an apparent issue at the national level is that the funding for HE is static or
declining in most EU countries (EUA, 2014). One of the ways to overcome the financial
obstacle, especially salient in countries with less developed and underfunded HE systems
(Central and Eastern Europe in particular), is engagement with EU-funded initiatives such
as the Eramsus+ mobility programme. Even though the programme’s impact on
improving teaching and student learning is disputed, it is proven to benefit academics in
terms of international networking, recognition of different cultures, education systems
and teaching methods, and development of social, communication and group work skills
(Karakus et al., 2017).

Another example is the European University Association’s (EUA) European Forum for
Enhanced Collaboration in Teaching (EFFECT) programme. Under EFFECT, EUA and its 11
partners from across Europe work to facilitate the exchange of experience and effective
practices in terms of academics’ teaching-related PD (!°). EFFECT operates across two
main working areas: development of materials and methodologies for academics’ PD, and
design and implementation of strategic, centralised approaches to teaching
enhancement.

Additionally, EUA’s Teaching and Learning Initiative creates a network of European
universities focused around four thematic peer groups, all dedicated to academic PD
(‘Promoting active learning in universities’, ‘Continuous development of teaching

® See: The 2016 HEPI / HEA Student Academic Experience Survey. Available at:
http://www.hepi.ac.uk/wp-content/uploads/2016/06/Student-Academic-Experience-Survey-2016.pdf [accessed
on 27.07.2018].

*9 See: http://www.eua.be/activities-services/projects/current-projects/higher-education-policy/effect
accessed on 06.08.2018].
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competences’, ‘Career paths in teaching’ and ‘Evaluation of teaching and learning’) (1).
The purpose of the initiative is to better engage with relevant university communities,
provide opportunities for peer-learning and the exchange of good practices.

Such European schemes contribute to knowledge diffusion on an international level,
foster inter-university networking and, most importantly, provide opportunities for
universities in less developed HE systems to learn from and catch up with the top
performers in the sector.

2.4.3 Academics are busy and lack time for PD

The imbalance between research and teaching on institutional level has obvious
consequences in individual attitudes of academics. Firstly, certain values and
expectations as well as official requirements and remuneration or promotion schemes
result in teaching being seen as less important to successful academic careers than
research (Postareff and Nevgi, 2015). Therefore, most academics commit themselves
strongly to research within their own discipline and consider that their success as an
esteemed expert will be based solely on work that they carried out as researchers of a
particular subject.

Secondly, academics often struggle to balance their workload and often simply lack time
for PD (UCU, 2016). Most academics have more than one job: they are lecturers,
supervisors, researchers, etc. Thus, they often find themselves in the situation where
they need to choose where to spend their time: for their core activities for which they are
rewarded (research) or for ‘extracurricular activities’ such as teaching-related PD (Jacob,
Xiong & Ye, 2015). Consequently, even if PD activities are available at the university, a
high take-up is not expected. This trend is especially problematic in HE systems that are
more and more oriented towards students, especially the UK. The University and College
Union reports that as a result of rising student expectations, the teaching-related
workload of academics has significantly increased at a cost of research activities and
professional development (UCU, 2016). Many academics are alarmed that additional
duties related to teaching, combined with still-essential research work, have made their
workloads unmanageable.

One solution to the overload of work and the overlap of teaching and research roles can
be found in the work of Blackmore (2016). He views the current duality of the academic
profession as ineffective and suggests either the separation of teaching and research
(e.g. through the expansion of teaching-only roles at universities) or, ideally, linking
teaching and research closely together in so-called ‘complex learning’. In practice it
would mean that, for instance, public funding for research should require an explanation
of its benefit to teaching (Blackmore, 2016). Whilst the latter might seem too utopian
and difficult to conceptualise and implement, the former strategy applied increasingly
often across European HE systems. In the UK, the position of Graduate Teaching
Assistant (GTA) is common. GTAs are supported by the HEA, e.g. through Associate
Fellowships of the Higher Education Academy (AFHEA) that recognise their compliance
with the UKPSF (1?).

A simpler solution, easy to implement at the HEI level, is to provide materials and
courses online, giving academics the flexibility to use them anytime it suits them and
from their own laptops. The aforementioned success of an increased take-up of courses
offered by the University of Oxford’s OLI happened in large part due to a blended
learning strategy. A study by Jacob, Xiong & Ye (2015) shows a 77 per cent increase in
online course take-up, compared to (a still high) 39 per cent increase in participation in
overall development courses.

* See: http://www.eua.be/policy-representation/higher-education-policies/eua-learning-teaching-
initiative [accessed on 06.08.2018].

*» See: https://www.heacademy.ac.uk/individuals/fellowship/associate-fellow#section-3 [ accessed on
31.07.2018].

17


http://www.eua.be/policy-representation/higher-education-policies/eua-learning-teaching-initiative
http://www.eua.be/policy-representation/higher-education-policies/eua-learning-teaching-initiative
https://www.heacademy.ac.uk/individuals/fellowship/associate-fellow#section-3

Innovating Professional Development in Higher Education: Case Studies

2.4.4 HEIs do not have sufficient capacity to develop effective PD schemes

Even assuming that HEIs are motivated to provide better-quality education and manage
to prioritise teaching and incentivise staff to develop their pedagogical skills, there are
still serious obstacles to effective PD provision. HEIs often lack the skills (e.g. staff
expertise in pedagogies) and capacity (e.g. technologies) necessary to implement
effective PD programmes, while external expertise is often regarded as expensive and
thus unjustified (Dysart & Weckerle, 2015). More importantly, HEIs do not have either
sufficient knowledge of which practices work or the know-how necessary for the
implementation of a successful PD programme. Chalmers and Gardiner (2015) argue that
academics’ PD is a very recent and largely under-researched topic, especially in terms of
outcomes of teacher development programmes on enhancing teaching and student
learning. Kennedy (2014) points out that the existing literature is predominantly small-
scale, characterised by theoretical incoherence. The literature fails to produce coherent
findings and does not provide an evidence base that could inform the practice. Therefore,
even in some more developed HE systems, where PD is rapidly evolving, decision makers
often lack guidance on how to successfully implement it.

Some attempts to foster research on innovative teaching and effective PD for academics
have been made by HEIs. For instance, members of the Dublin City University’s Digital
Learning Research Network produce an impressive number of publications and scholarly
outputs on new models of teaching each year (36 outputs in 2018) (*3). A broader and
recently emerging approach to research and its impact is described by Fanghanel et al.
(2016). Scholarship of Teaching and Learning (SoTL) encompasses engaging with the
literature on teaching and learning, reflecting on teaching methods, and disseminating
research outcomes with a view to enhancing student learning. The SoTL outputs are not
limited to conference presentations or journal articles (traditional research outcomes) but
also include evaluated teaching materials, software, videotapes and workbooks, scholarly
blog posts, websites that support learning of students or colleagues, etc. (Fanghanel et
al., 2016).

Despite the limited evidence, there are some general rules that are widely agreed upon
in the literature and provide a good starting point for the design and development of PD
practices in HE. Therefore, successful PD programmes should:

Be repeatable or of sustained duration. A study by Cordingley et al. (2015) shows that
short-term programmes were only enough to change teaching positively in very specific
and narrowly defined aspects, while one-off events did not have a positive impact at all.
Similarly, Darling-Hammond, Hyler & Gardner (2017) argue that for PD to be effective it
must provide academics with adequate time to learn, experiment, implement and reflect
upon new strategies and practices.

Offer feedback. The long implementation time should be related to feedback, follow-up
and consolidation activities that facilitate reflection and help academics move towards the
successful implementation of new practices (Dysart & Weckerle, 2015; Darling-
Hammond, Hyler & Gardner, 2017).

Incorporate active learning. Stewart et al. (2014) state that passive learning is
insufficient to create changes in participants’ teaching habits. Additionally, Darling-
Hammond, Hyler & Gardner (2017) argue that active learning engages academics in the
same way they should engage their students. Therefore, teaching academics are more
likely to implement such a mode of teaching after experiencing it themselves.

Support collaboration. So-called ‘communities of practice’ (small groups of academics
working within the same discipline and teaching similar types of content) are believed to
foster knowledge and good practice dissemination within a faculty (Stewart, 2014; Dysart
& Weckerle 2015). Darling-Hammond, Hyler & Gardner (2017) underline that they not
only contribute to sharing technical knowledge or skills within the community but also

*% See: https://www.dcu.ie/nidl/research/overview.shtml [accessed on 06.08.2018]
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positively change the culture of an entire department, institution, or even district or
sector.

Provide expert support. Cordingley et al. (2015) put a special emphasis on external
know-how that, combined with internal expertise, provides multiple perspectives and
challenges established views. Darling-Hammond, Hyler & Gardner (2017) underline that
coaching is also very effective when focused on academics’ individual needs.

Be designed for participants’ needs. Postareff & Nevgi (2015) call for taking a more
personalised approach to PD provision, accounting for sociocultural differences among
academics and differences in approach towards pedagogy. Similarly, Cordingley et al.
(2015) view recognition of differences between individuals, their beliefs, starting points
and environment as crucial for bringing about an improved outcome.

Overall, we find that obstacles to academics’ participation in PD exist on an individual,
institutional and systemic level and are strongly inter-related. Academics’ lack of
motivation and time to develop their teaching derives from the universities’ expectation
that they should focus on research rather than education. This imbalance between
research and education functions derives from long-established norms and policies on a
systemic level skewed towards the scientific outputs of HEIs. Even though the literature
recognises a trend of shifting the focus from research to teaching on all levels, these
changes happen almost exclusively in the most developed and student-oriented HE
systems (Chalmers & Gardiner, 2015). Most European countries still rely on a traditional
teacher-centred approach and fail to embrace changes (Jacob, Xiong & Ye, 2015).

2.5 Impact of innovative PD models

The professional development of university staff can lead to substantial benefits for both
academics and students but its impact and value are highly complex. There is not
necessarily a causal relationship between PD and changes in teaching and learning. The
results of PD depend on internal and external factors including individuals’ motivation to
learn, the culture of the institution or faculty, and PD providers’ experience and attitude
(Postareff & Nevgi, 2015; Stewart, 2014). Additionally, the transfer of learning into
practice is a long-term matter and therefore difficult to measure accurately. However,
Guskey (2014) argues that while the relationship between PD and skills and student
outcomes is complex and multifaceted, it is not random or chaotic. The assessment of
the impact of PD must take a broad approach and not to be limited to measuring
quantifiable elements (e.g. numbers of scientific publications or the number of hours
spent in courses).

However, the impact of PD is still often explained as a linear and causal relationship. It
follows the logic that a participant becomes a better teacher by attending a course
(Kneale et al., 2016a). In fact, the most common teachers’ development in HE evaluation
practice are the so-called ‘happy sheets’ - post-event questionnaires that focus on
participants’ immediate satisfaction with the event (Kneale et al., 2016a). Therefore,
even when PD programmes are evaluated, the assessments (e.g. questions on the
surveys) rarely go beyond the participant’s immediate reaction rather than the impact of
the practice. While these provide some feedback for the organiser, they contribute very
little to the actual understanding of the impact PD have. To capture the whole complexity
of the impact of PD, using a range of quantitative and qualitative methods such as
questionnaires, interviews, reflections, focus groups, and journals is essential (Kneale et
al., 2016b).

Consequently, there is very little robust evidence on the impact of PD programmes on
enhancing teaching and learning (Cordingley et al., 2015; Whitworth & Chiu, 2015). The
existing literature is scant and often confusing or contradictory. Some studies have
concluded that there is little evidence regarding the impact of teacher development on
teaching practice and even less evidence of impact on student learning (Yoon, Duncan,
Lee, Scarloss, & Shapley, 2007). Others suggest an indirect but positive relationship in
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both of these cases (Luft & Hewson, 2014; Guskey, 2014). Additionally, while the
ultimate goals of PD are the growth of teaching expertise and pupils’ learning (King
2014), some research suggests that effective PD for academics potentially benefits
additional aspects such as institutional culture and academics’ career progression (Stes
et al., 2013; Chalmers and Gardiner, 2015).

Conceptual and behavioural changes in teaching practices and quality of teaching include
changes in academics’ attitudes towards teaching and learning, improved knowledge on
learning and teaching, improved teaching skills, and the application of these in their
teaching practices. These changes in teaching practices should impact students’ learning
outcomes such as students’ internalisation of course content and their learning
achievements. Additionally, PD provision can affect the institutional culture by increasing
social capital, productivity, and thus the reputation of a university, as well as enact
changes in attitudes, values, goals, and practices shared within an HEIL. Finally,
participation in PD might also impact the career progression of academics by developing
teachers professionally through the acquisition of skills, establishment of new networks,
or directly through the use of teaching-related reward or promotion schemes.

2.5.1 Expected impact on teaching quality

The impact on teaching quality can be expected in several ways. Firstly, Ravhuhali,
Kutame & Mutshaeni (2015) report that teachers’ professional development broadens
their pedagogical knowledge and enhances the quality of teaching. Through the
development of knowledge and competences, PD enhances participants’ self-confidence
and self-efficacy as teachers (Kneale et al., 2016a; Wall, 2013). This induces a stronger
belief in their own power and increased willingness and ability to take risks and try new
methods and tools (see Postareff & Nevgi, 2015). This can enhance teaching and learning
experience, efficiency, and lead to higher achievements. Academics are also more willing
to adapt into their teaching good practices that they enjoyed as learners (Darling-
Hammond, Hyler and Gardner, 2017). For instance, experiences of active learning in PD
encourage them to design and implement the same style of learning for their students.
Using a variety of innovative tools - such as multimedia materials, online courses, active
learning, and peer mentoring — provides academics with a clear vision of the best and
most suitable practices for their course. Research shows that PD enhances teachers’
abilities to predict students’ approaches, anticipate errors, and determine the best
instructional strategies for particular students (Ravhuhali, Kutame & Mutshaeni, 2015;
Wall, 2013). Therefore, their pedagogic knowledge increases (e.g. in terms of giving
feedback, using a specific innovation or working with particular subject-based concepts).

Innovative PD methods frequently involve less traditional types of practices than
classroom-based teaching. Collaborative working and professional networks increase
academics’ enthusiasm for professional development, which leads to further and
sustained learning (Kneale et al., 2016a). Jacob, Xiong & Ye (2015) argue that the
synergies created through interactions with others of similar professional development
needs encouraging constant reflection and continual improvement in teaching practices.
This sustainability or repetitiveness of PD activities, in turn, provides academics with
adequate time to learn, practice, implement, and reflect upon new teaching practices.
Positive outcomes of PD often emerge long after the PD programme has finished, and
after periods of relative discomfort in trying out new approaches. Finally, personalised PD
allows recognising differences between individuals and their starting points. This can lead
to targeted strategies of content, methods, and tools designed for a particular student
population to support their achievement (Darling-Hammond, Hyler and Gardner, 2017).
There are, therefore, a wide variety of domains of teachers’ work and experience that are
likely to be affected through PD practices.

2.5.2 Expected impact on students’ performance

Research assessing the impact of PD on students is scarce, mostly due to the difficulties
in quantifying the impact and isolating the causality of the complex processes of student
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learning (Kneale et al., 2016a). Nevertheless, teachers’ repetition of new information and
skills in a way that changes their performance is expected to enhance students’ mastery
and experience (Cordingley et al., 2015). Ravhuhali, Kutame & Mutshaeni (2015) report
that teachers’ professional development improves learners’ understanding. Consequently,
innovative PD for teaching academics can potentially increase students’ academic
achievements (Whitworth & Chiu, 2015; Cordingley et al., 2015). While student learning
is often quantitatively associated with performance in exams, it can also manifest itself in
critical thinking, working in teams, solving problems, etc. (Kneale et al., 2016a; Guskey,
2014; Whitworth & Chiu, 2015). However, the relationship between students’
achievements and teachers’ professional development is not necessarily causal and can
derive from changes in the way students absorb information.

Firstly, students’ perceptions (e.g. student satisfaction with teaching and course content,
commonly measured by student feedback forms) may change due to the use of new
teaching methods or tools. Secondly, the use of new teaching and learning tools can
increase students’ engagement. It has been reported that PD sharpen teaching skills in
the classroom and helps teachers keep up with developments in the class and keep
students engaged (Ravhuhali, Kutame & Mutshaeni, 2015). Engagement can take various
forms - increased time and effort students devote to educationally purposeful activities,
face-to-face contact, reciprocity and cooperation between students and academics, usage
of active learning techniques, etc. Finally, PD can encourage changes in study
approaches, e.g. shifts between surface and deep learning, a systematic approach to
studying, use of a range of approaches to study, collaboration with other students,
information literacy, ICT literacy. Therefore, while PD practices for teaching staff do not
necessarily result directly in higher achievements for students, it is extremely likely that
PD has an impact through changes in students’ experience and behaviour.

2.5.3 Expected impact on institutional culture

While the institutional culture of a particular HE institution to some extent determines the
extent and modes of the PD provision, it might also be affected by it (Stefani, 2013).
Research shows that prolonged and extended professional development interventions
featuring multiple iterative activities are extremely important for significant
organisational change (Cordingley et al., 2015; Kneale et al., 2016a). PD can act as a
stimulator of conversations across groups that are not normally in dialogue (e.g. common
initiatives with administrative staff or/and students or/and other stakeholders). This is of
high importance as it can lead to a consideration of diverse opinions when making
decisions. Additionally, it creates a comfortable environment, basis for inquiry and
reflection (Darling-Hammond, Hyler and Gardner, 2017). This diverse, multi-directional
interaction is likely to diversify and yield new ways of handling knowledge in the
institution, improving the experience of learning and work (Tdéytari et al., 2016).

Increased awareness of the available PD initiatives, their importance and their effects
among staff can encourage the overall culture of professional development in the
institution. In addition to PD, policies, strategies, hiring processes, promotion schemes,
and awards related to teaching can increase the importance attributed to teaching tasks
and hence academics’ motivation to excel at teaching. This is important, as HE teaching
is perceived as a highly significant factor when choosing a university (especially in high-
fee countries such as the UK) (Fahnert, 2015). Institutions benefit from skilful and
efficient staff as this provides an image of progressiveness and commitment to the
development of its people (Wall, 2013). Therefore, the innovative PD of academics is a
competitive advantage, which can result in enhanced competitiveness of an institution
and often leads to increases in funding and reputation (Brusoni et al., 2014). Evidently,
the PD of teaching academics will not only change institutional culture but also have
positive economic effects.
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2.5.4 Expected impact on careers progression

Research on the impact of PD on teachers’ career progression is particularly scant,
despite the fact that a connection between professional development and excelling in
careers appears especially strong. The impact of PD on career progression might be
considered twofold. Firstly, it might derive directly from enhanced teaching skills
combined with new promotion and reward opportunities. This includes success in
receiving teaching-related grants and awards, promotion based on teaching quality, and
academics becoming experts and leaders in the field of teaching excellence (Wall, 2013;
Kneale et al., 2016a).

Secondly, PD activities have many indirect implications for academic work in relation to
personal development in general and to research work in particular. Maintaining PD
records demonstrates a commitment to the profession and enriches one’s CV, and
participation in PD make academics aware of the importance of reacting and adapting
more readily to a dynamically changing professional world (Wall, 2013). These can
benefit their career progression, whether by means of internal promotion or an external
job search. Additionally, intra- and inter-university collaboration and networks enhance
knowledge-sharing opportunities that might be used for research purposes (Wall, 2013).
Finally, participation in innovative PD offers academics both challenges and opportunities.
Teachers are challenged by new theories and are continuously involved in a process of
going beyond the borders of their discipline and pedagogical field (Postareff & Nevgi,
2015). These can provide a sound basis for personal development.

It is important to note that often the impact PD generates depends on the type of
methods used when carrying out the professional development practice. For instance,
Darling-Hammond, Hyler and Gardner (2017) report a variety of different impacts on
students’ performance resulting from, for example, content- versus student-thinking-
focused practices, and multimodal and active learning versus static, control classroom
models. Other studies point to differences in students’ performance when lecturers have
undertaken compulsory and non-compulsory PD (see Kneale et al., 2016a). This adds to
the complexity of the subject matter and highlights the importance of contextualising the
PD practices.

Overall, the evidence base for the impact of providing innovative PD for teaching
academics in HEI is insufficient. This is mostly due to the complexity of the processes of
teaching and learning. In light of internal and external influences, it is not only difficult to
evaluate but even to identify the causality of changes in teaching and learning. In failing
to grasp the complexity of the matter, most of the evaluations carried out in a linear and
simplistic manner - they evaluate the immediate reactions of participants, missing out on
the various ways in which students, staff and the institution itself can potentially be
affected. The literature suggests that in order to comprehensively understand the overall
impact of providing innovative PD for teaching academics, that impact must be analysed
in four domains: teaching quality, students’ performance, institutional culture, and
academics’ career progression. There are various potential indicators of each, which
further suggests that in order to capture the complexity of the impact of PD, a range of
quantitative and qualitative methods such as questionnaires, interviews, reflections and
focus groups must be used.

The review has highlighted systemic gaps in the research into the impact of PD in higher
education. There is a need to identify the complexities and range of contexts in which the
impact of PD might be determined and evaluated. This might reduce the complexity and
challenges of collecting and assessing related evidence. Furthermore, the discussed areas
of impact have been researched highly disproportionately. Particularly scant is the
literature on the impact of PD on institutional culture and teachers’ career development.
Furthermore, it would be beneficial to clarify the other sources of influence that may be
of significance with regard to teachers’ PD.
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2.6 Conclusions

Higher education systems around the world are facing three new tendencies: the
massification and marketisation of higher education, resulting in the spread of a student-
centred approach, and the growing importance of modern digital technologies. The
advantages and disadvantages of these changes (especially the marketisation of HE) are
disputable. However, it is clear that in light of these changes, the need for
professionalism on the part of academics has grown and became a necessary condition
for the competitiveness of the institution and an individual’s career progression.
Nonetheless, research shows that despite this expectation, academics’ participation in PD
is infrequent and takes place unsystematically. This literature review has therefore
addressed the question of what the main obstacles to academics’ participation in
professional development are, and how these obstacles are overcome in HEI.

It was identified that the PD of academics is a multidimensional concept, often
encompassing the subject, type of process, skills targeted, and/or expected results.
Importantly, results or impact is an extremely important dimension of the term, as many
authors define PD as only the practices that have brought about a positive impact.
According to the literature, an impact from PD is possible in various domains, such as
individual teaching competences, students’ experience and performance, institutional
culture, and academics’ careers paths.

The obstacles to academics’ participation in PD that potentially prevent these positive
impacts have also been identified. There is literature showing that for various reasons
many academics are still attached to the most traditional teaching methods (e.g. ‘chalk
and talk’) and not willing to commit to learning innovative methods. Some authors argue
that this is due to academics not having been exposed to innovative teaching practices.
However, others state that the reason is the academics’ strong attachment to tradition,
rooted in strong cultural forces still prevalent in close academic communities.
Furthermore, the lack of teaching-related criteria for the appointment of academic staff
and the lack of incentives for the development of pedagogical skills throughout their
careers results in a lack of motivation to learn and innovate. This is in the context of
research still being seen as more important than teaching when it comes to building a
successful academic career, which duly leads, in part, to the next obstacle - the lack of
time. Academics struggle to manage their workload and hence devote time to PD. Finally,
many HEIs lack the skills (e.g. pedagogical expertise) and capacities (e.g. technology)
necessary to implement effective PD programmes.

While the literature on the PD of academics has been expanding, it is still extremely
fragmented, failing to address certain important issues within the topic. Firstly, the lack
of a widely agreed definition of PD for academics is an important issue, as it makes the
term as wide or as narrow as the authors, or sometimes even the reader, wishes. This
prevents the field from comparable scientific outcomes. Furthermore, the impact of PD is
researched highly disproportionately. Particularly scant is the literature on the impact of
PD on institutional culture and teachers’ career development. Finally, while it is possible
to identify the obstacles to academics’ PD, there is a significant gap in the research on
how the known obstacles are targeted in practice and whether these strategies of PD are
successful. Consequently, HEIs or academics who are interested in PD can get only a
small number of ideas or inspiration while investigating the literature on the topic. It
means that the current literature does not provide the evidence base that can inform the
practice. Future research should therefore address this issue.
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3. Cases studies of innovative PD practices

3.1 The Sipping Point - Enabling the Power of Communication
among Academics

Dublin City University (Ireland)

Abstract: The Teaching Enhancement Unit (TEU) at Dublin City University (DCU)
provides an opportunity for academic staff to interact with each other and learn from
their colleagues about aspects of teaching practice. To achieve this, TEU organises The
Sipping Point - an informal, campus-wide community where staff across all disciplines
meet for one hour once a month to discuss and share ideas about topical challenges in
teaching, assessment, and student engagement. The Sipping Point is unique compared to
more common and formal PD practices where recognised experts of pedagogy teach
academics. In contrast to that format, Sipping Point sessions enable the power of
communication: academics take on the roles of teachers and learners at the same time.

Interviewees:
— Dr Mark Glynn, Head of DCU Teaching Enhancement Unit at DCU

— Ms Clare Gormley, Academic developer of DCU Teaching Enhancement Unit. Main
initiator and organiser of the Sipping Point

— Dr Emma Finlay, Participant in The Sipping Point

Introduction

The Sipping Point is an initiative implemented by the Teaching Enhancement Unit at
Dublin City University. It is an informal, campus-wide community that was set up to
enable staff across all disciplines to learn from colleagues about different aspects of
teaching practices. For one hour a month, a group of academics meet to discuss and
share ideas around challenges in teaching, assessment, and student engagement.
Sessions are organised during lunch breaks and catering is provided. Every session has a
different topic related to teaching practices (e.g. group work, students’ assessment,
feedback practices). At the beginning of each session, two or three academics present
innovative teaching methods they use. Each presentation lasts for up to 5-10 minutes
and is followed by an open discussion. There is also a private online community for
members to continue their conversations in between sessions.

The main innovation with The Sipping Point is the idea that the core responsibility of
organisers of the PD activities is only to ‘nudge’ academics to start talking - to enable
the power of communication. PD practices usually aim to produce ideas about what
skills should be strengthened and how that should be done, but The Sipping Point is
much more informal and less structured. It aims to create an environment where
academics can share their experiences about teaching practices. The Sipping Point
discussions work as a spark that increases academics’ enthusiasm to learn more and to
become better teachers.

Context

DCU has a reputation as Ireland’s university of enterprise. This multi-campus university
is currently home to over 17,000 students and roughly 2,000 academic and
administrative staff (Interview, Glynn, 2018). The university develops high-quality, high-
value learning and is determined to hold its position as Ireland’s most innovative and
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market-driven university (*). DCU has a Teaching Enhancement Unit (TEU), a
department that is responsible for the PD of academics related to teaching and learning
(Interview, Glynn, 2018). The TEU is a service unit that provides support and advice to
academic staff in order to improve the learning experience for the students of DCU (*®).

All PD practices implemented by the TEU are “separate, but closely connected” as they
are part of a single strategy - the Teaching & Learning Strategy ('°), identifying major
priority work streams for the TEU (Interview, Glynn, 2018). The TEU organises three
types of PD activities. Firstly, it organises The Sipping Point as a “"non-formal professional
development option” (!”). Secondly, the TEU offers a number of accredited modules
(courses) for the academics of DCU, in which they follow strict requirements, are
assessed, and get a qualification (Interview, Finlay, 2018). Thirdly, the TEU provides a
series of one-time, one-theme workshops for academics, lasting 1-2 hours and covering
a wide variety of areas related to teaching and learning. In addition, DCU academics
participate in a Teaching and Learning Day - an annual event organised specifically to
encourage academics to share their examples of effective teaching practices.

The TEU organises both supply- and demand-driven PD activities. The supply-
driven PD practices mean that the TEU experts decide on the most relevant topics and
practices, allowing academics to choose from a variety of available PD activities. For
instance, the ‘Introduction to Teaching’, ‘General Assessment’ and ‘Online Assessment
Techniques’ workshops are supply-driven. But the majority of PD activities organised at
DCU are demand-driven. The academic and administrative staff ask the TEU questions
and describe the challenges they are facing. In response, the TEU experts organise
courses or workshops that target those specific challenges. For example, a leader of one
of DCU’s faculties expressed the faculty’s wish to use more video-based teaching
practices, which were constrained by a lack of necessary skills. The TEU then organised a
two-hour workshop on the use of video techniques specifically for that faculty (Interview,
Glynn, 2018).

In addition to organising PD activities, DCU applies policies aimed at supporting
academics’ PD and the implementation of innovative teaching practices. Academics
nominated for the President’s Awards for Excellence in Teaching may receive financial
grants for their outstanding contributions (Interview, Gormley, 2018). The vast majority
of PD activities organised by the TEU take place during working hours. However,
academics who spend their personal time on external PD activities “get their time back”
(e.g. an academic who has participated in an external PD workshop during the weekend
can ask for two days off work, Interview, Glynn, 2018). Moreover, DCU academics can
apply for extra funding for their PD (e.g. academics who decide to take paid PD courses
outside DCU can apply for compensation) (Interview, Glynn, 2018). Furthermore, the
TEU actively supports The Scholarship of Teaching and Learning by assisting teams of
academics. Finally, the website of TEU has a '‘Quick Guides’ section where resources for
staff covering a wide variety of areas related to teaching and learning are provided ().

The Sipping Point is one of the most recent PD

The aim of The Sipping Point is to practices at DCU, its first session having taken
create conditions for academics place in April 2017. Its aim is to create conditions
to share their experiences with for academics to share their experiences with their
their colleagues and “get people colleagues and “get people talking” (Interviews,
talking”. Glynn; Gormley, 2018). Clare Gormley, its main

initiator, came up with the idea of The Sipping
Point when academics were continuously describing to her the lack of
opportunity for interaction with other lecturers (Interview, Gormley, 2018). Based

(**) See Irish Universities Association (2018) Dublin City University. https://www.iua.ie/the-irish-
universities/university-profiles/dublin-city-university/ [accessed on 25 August 2018]

*9 See https://www.dcu.ie/teu/index.shtml| [accessed on 8 September 2018].
(16 ibid
") ibid
(18 ibid
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on interviews with the organisers and participants, this initiative addresses two obstacles
that often prevent academics’ participation in PD activities. The main obstacle that is
effectively addressed by The Sipping Point is the lack of time to participate in PD
activities. Secondly, Sipping Point discussions increase the intrinsic motivation of
academics. More particularly, the initiative addresses the lack of awareness of what
might be interesting and relevant from other people’s practice, and also the fear of
failure (Interview, Glynn, 2018) (*9).

Implementation

The content area of The Sipping Point sessions is very broad. Examples of recent topics
include students’ attendance challenges, sustainable assessment approaches, online
quizzes, plagiarism, the digital literacy of the staff, learning spaces, and how to
encourage reading and reflection. All sessions are related to ‘universal’ teaching practices
and are not specific to particular disciplines. Thus, the main ‘target’ of the practice is
faculty development as it focuses on individual members of the staff and tasks that are
specific to their pedagogical roles (Malik et al. 2015, p. 171).

According to the organisers, The Sipping Point is mainly based on "“discussions”
(Interview, Glynn, 2018). Clare Gormley describes The Sipping Point as a “semi-
structured informal” practice. The practice is delivered onsite at DCU. Every month The
Sipping Point sessions take place on different campuses of DCU so that academics
working in different buildings do not have to travel too far every time. Additionally,
participants in The Sipping Point can connect to the online platform where they can share
information relevant to the topic of the week or continue their discussions after the
session. Furthermore, representatives of the TEU upload their summaries of
presentations and sources (e.g. articles, books or videos) that were mentioned during
the discussion so that academics who were unable to participate can familiarise
themselves with the topic. However, according to the organisers, the online platform and
forum are “supplementary resources” and are used only as a “back-up” as the main point
of the practice is to have “face-to-face” discussions (Interview, Gormley, 2018).

The funding for the practice is provided by DCU.

The TEU decides how to distribute the budget The budget of The Sipping Point
allocated to the PD of academics. The budget of was EUR 757 in total for the
The Sipping Point was EUR 757 in total for the academic year. This sum is
academic year (Interview, Glynn, 2018). This sum enough to buy coffee and

is enough to buy coffee and sandwiches for the sandwiches for the participants
participants and to order souvenir mugs for the and to order souvenir mugs for
presenters of the sessions. The organisers of The the presenters of the sessions.

Sipping Point claim that the main challenge faced
during the implementation of the practice is attracting more participants to the sessions
(Interview, Glynn, 2018) (?%).

Results

The TEU pays a lot of attention to the evaluation of results and the impact of The Sipping
Point. The evaluation is mostly based on feedback from the participants. The TEU
collected the participants’ feedback and evaluated primary Sipping Point results after the
first half-year of the practice’s implementation. Participants were invited to a focus-group
discussion where they were asked to evaluate the benefits of the practice and to propose
possible improvements (Interview, Gormley, 2018). After the first year of the practice, in
the summer of 2018, Clare Gormley started conducting more “formal” and
comprehensive evaluations. The final results will be available in November 2018. The aim

*9 Strategies for how these obstacle obstacles are addressed are described in detail in the chapter
‘Strategy for addressing obstacles to CPD’

9 The strategy that is used to face this challenge is described in detail in the chapter ‘Challenges and
prospects’.
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is to evaluate the “broader population” by carrying out a survey of all of The Sipping
Point participants who have attended to date (Interview, Gormley, 2018).

Organisers and participants agree that The Sipping
The Sipping Point works to Point has a different impact on participants’
“spark” interest: participants knowledge compared to more common and
leave sessions with new ideas, traditional PD practices. Respondents to The
insights into possible teaching Sipping Point participants’ survey claim that they
strategies, the enthusiasm to find improved their knowledge about teaching
out more, and knowledge of practices, such as tools available on Moodle,
where to look for information. innovative assessment and teaching methods,

audio feedback systems, the enhancement of
students’ engagement, the effective organisation of group work, etc. (Interview,
Gormley, 2018). However, Sipping Point participants do not acquire the expertise,
solution(s), or comprehensive knowledge on how to apply innovative methods as the
duration of the sessions is too short. Instead, The Sipping Point works to “spark” interest
(Interview, Glynn, 2018): participants leave sessions with new ideas, insights into
possible teaching strategies, the enthusiasm to find out more, and knowledge of where to
look for information (Interview, Glynn, 2018).

Representatives of the TEU claim that The Sipping Point ses