
The Bridge: Journal of Educational Research-Informed Practice               
Volume 2, Issue 1: June 2015   ISSN 2056-6670	  

 
24 CC BY-NC-ND 4.0 

Teacher perceptions on the impact of a recently implemented lesson 

observation structure 

 

David Potts 

University of Birmingham 

 

Abstract 

 

The study evaluates teachers’ perceptions of a standardised lesson observation format used to 

assess their classroom practice in a large comprehensive secondary school in the West Midlands, 

UK. The format was designed to allow consistent, criterion-referenced lesson observation 

practice which allowed specific, diagnostic feedback together with quantitative data to enable 

longitudinal and cross-sectional strategic analysis which can be used by middle and senior leaders 

to inform professional development strategy. A range of theoretical frameworks relating to 

school improvement and leadership from Sackney (1986), Stoll and Fink (1992), Dalin (2004) 

and Fullan (2001) are used to contextualise the approach used in the implementation of the 

lesson observation format and its associated professional development strategy. 

 

An online questionnaire featuring Likert-type attitudinal scales to express 

agreement/disagreement with evaluative statements was used to obtain responses from teaching 

staff after the format had been in place for six months as part of the school’s internal quality 

assurance and performance management processes. The questionnaire returned 59 respondents 

from 106 staff and incorporated the perspectives of middle and senior leaders, which were 

evaluated comparatively. Kirkpatrick’s Model of Evaluation (1994) is used as a framework to 

assess the extent to which respondents perceived the observation format in terms of its ability to 
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facilitate effective observation feedback and to inform professional development objectives at 

individual, faculty and whole-school level.  

 

The data shows significantly positive attitudes (81-90% agreement) amongst all respondents with 

regard to the format’s operational effectiveness in terms of observation practice, feedback and 

the identification of professional development priorities. Greater positivity (90-95% agreement) 

was shown for the format’s perceived ability to potentially improve the quality of teachers’ 

professional practice as part of a long-term professional development strategy and to 

consequently improve educational outcomes for students. The format’s strategic importance was 

slightly less well-perceived amongst the whole staff (73-76%), however, it was in this area that 

the greatest disparity existed between class teachers (66-68% agreement) and the school’s leaders 

who were significantly more positive (86-100% agreement). The least positive perspectives 

related to the respondents experience of the discussions regarding the observation format and its 

summary data within faculty teams (28% agreement) suggesting that there was more work to be 

done to ensure that the format was fully embedded in the performance management cycle. 

Comparative analysis between staff groups indicated that middle and senior leaders’ perspectives 

(88% agreement) were slightly more positive that those of classroom teachers (72% agreement). 

 

Keywords: Teaching and Learning; Professional Development; Performance Management; 

Teacher Voice; Lesson Observation; School Leadership; School Improvement; Evaluation 

 

 

 

 

 

 



The Bridge: Journal of Educational Research-Informed Practice               
Volume 2, Issue 1: June 2015   ISSN 2056-6670	  

 
26 CC BY-NC-ND 4.0 

Aims 

This study aims to assess the initial impact of a recently implemented lesson observation 

structure which is designed to identify teachers’ competence in key areas of classroom practice 

(see Appendix 1). The structure was specifically formulated to inform performance management 

and Continuing Professional Development (CPD) strategy at whole-school, faculty and 

individual levels so that resources are used intelligently in order to raise professional standards 

through reflexive practice, professional mentoring and collaborative planning. Therefore, this 

study attempts to assess the extent to which class teachers, middle leaders and senior leaders, feel 

that the structure has supported, and will continue to support, them in their professional 

development and their respective strategic roles with regard to school improvement. The 

findings of this research are therefore important to the on-going management of the strategy in 

question and will therefore be used to inform its future development. 

The new structure’s aim is to improve coherence between teaching and learning, performance 

management and CPD strategies and to continue the drive to maintain high professional 

standards with regard to classroom teaching. The lesson observation structure (Appendix 1) 

itself was intended to add greater rigor to the observation process and to improve consistency 

between observers whilst providing greater opportunity for formative feedback from which 

individual teachers could identify areas for future professional development. Further to this the 

data generated by each observation allows the analysis of classroom practice across eight factors 

including assessment for learning, differentiation and classroom management. This data is used 

to inform senior leaders of the key priorities for future CPD strategy and to identify pockets of 

exemplary practice which might be used to promote collaboration and the sharing of best 

practice (Appendix 2). 

] 
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Background and Researcher Position 

The school in which the study was conducted is a secondary academy located in the West 

Midlands. In 2009 and 2012 the school received successive outstanding Ofsted inspections and 

was identified by the Specialist Schools and Academies Trust for value-added in 2014. The 

school became a National Support School, National Training School and School-Centred Initial 

Teacher Training (SCITT) centre in 2013. As a result of its status the school’s principal was 

designated a National Leader in Education (NLE) whilst eight staff were appointed as Specialist 

Leaders in Education (SLE) within their respective fields. The school was also recently granted a 

licence as part of a Teaching School Alliance to deliver the National Professional Qualifications 

for Middle Leadership, Senior Leadership and Headship in recognition of its capacity to promote 

high quality professional development. My position as researcher in this context is as the 

academy’s deputy principal with responsibility for teaching and learning, performance 

management and CPD. Clearly, my consequently vested interests in the outcomes of this 

research and to the strategy which forms its subject could potentially lead to bias in the data 

collection and interpretation. To minimise such bias and to mitigate for the effect of the author’s 

professional relationship to the respondents, an online questionnaire was therefore used to 

maintain the integrity of the data sampled. 

 

Research Questions 

What do teaching s ta f f  perce ive  to  have been the impacts  o f  a recent ly  implemented 

diagnost i c  l esson observat ion s tructure upon the ir  indiv idual and co l l e c t ive  pro fess ional 

deve lopment? 

The purpose of the lesson observation structure was to identify the relative strengths and 

weaknesses of teachers’ classroom performance in order to inform whole-school and 

departmental CPD strategy. On an individual level the structure was designed to allow more 

detailed formative feedback in order to focus teachers upon the development of specific skills in 
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order to improve performance. The success of the structure is therefore dependent upon the 

extent to which staff feel that the information it yields is clear, accurate and constructive. 

Do these percept ions vary between senior l eaders ,  middle  l eaders and c lassroom teachers?  

The data provided by the observation structure can be used to identify whole-school and 

departmental trends whilst also providing detailed feedback to teachers on individual lessons. 

Consequently the data serves different purposes for different staff members; for senior leaders it 

gives an overview of professional strengths and relative weaknesses across the school thus 

providing a diagnostic tool for strategic CPD planning, whilst for middle leaders is gives an 

indication of potential performance management issues within their teams. Because of its multi-

dimensional nature the structure may be perceived differently by staff members depending upon 

their role and their subsequent utilisation of the data. By assessing this disparity it may be 

possible to indicate ways in which the structure can be improved to maximise its effectiveness.  

 

Literature 

School  Improvement 

Effective schools are characterised by Sackney (1986) as having three core elements:  

1. A Common Mission 

2. An Emphasis on Learning 

3. A Climate Conducive to Learning 

These characteristics can be further subdivided as shown in Figure 1 (below). The use of 

effective monitoring and evaluation strategies, particularly with regard to pedagogy and to 

professional development, is a theme which runs through much of this framework and addresses 

the majority, if not all, of the twelve sub-elements.  
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Stoll and Fink (1992, p. 23) use Sackney’s framework as a starting point for their design of the 

‘School Growth Plan’ as a process for effecting school improvement, which comprises four key 

actions and concomitant questions: 

‘Assessment - Where are we now? 

Planning - Where would we like to be? 

Implementat ion - How best can we move in that direction? 

Evaluat ion - How do we evaluate the changes we make?’  

Therefore, if school change is to be successful it must take place within an evaluative framework 

that promotes awareness of the need for, and desired outcomes of change; the means and 

strategies required for making progress and the indicators that signify whether change has been 

successful. 

 

Dalin (2004, p. 211) asserts the importance of school culture to the efficacy of educational 

change and refers specifically to evaluation as a strategy for school improvement. With 

Fig.1	  -‐	  The	  characteristics	  of	  effective	  schools	  (Sackney,	  
1986)	  
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references to research conducted in German and Swedish schools he identifies a number of key 

factors which can impede the evaluation-improvement process: 

1. ‘The divided decision-making authority, where the head teacher does not get 

involved in pedagogical decisions.  

2. Limited pupil or parental influence - and thus lack of user control. Insulated 

teachers who prefer to work with their own class and their own subject and who 

are not accustomed to discussing their classroom practices with colleagues.  

3. Loosely connected units, where what takes place in a math class appears to have 

no relevance to what happens in gym class.  

4. Lack of tradition for quality control. 

5. Informal evaluation from the surroundings that have no specific consequences 

for the school. 

6. The difficulty of evaluating so complex and complicated a thing as a school.’  

 

As a corollary to this non-exhaustive list of potential barriers to an evaluative approach to 

improvement Dalin (2004) explains the considerations that must be incorporated into the 

leadership of educational change in order to be effective and sustainable:  

 

1. ‘Genuine need’ : A clear and relevant rationale for change must be understood in order 

to ensure success. Fullan (2001, p. 13) refers to a ‘moral purpose’ as being central to the 

effective leadership of reform and a subsequent ownership of the process by all involved.  

2. ‘Complexity ’ : The business of school evaluation is complex due to the heterogeneity of 

its subject matter and aims. Fullan’s (2001, p. 107) concept of ‘coherence-making’ is 

critical to this consideration, particularly as such complexity can give rise to a reluctance 

to change the status quo. Unless coherence is successfully sought and worked for, the 

potential for meaningful and tangible change is lost. 
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3. ‘Competence ’ : The continual acquisition and development of new skills is integral to any 

profession. However, the initial investment of time, energy and risk is often high in 

comparison to the perceived impacts of such endeavours. It is therefore important that 

such processes are given the necessary time to render the investment worthwhile and 

engender an appetite for future reform. 

4. ‘Resources ’ : The all-consuming nature of teachers’ day-to-day duties are such that 

creating capacity for evaluation and change is difficult – this must be reflected in the 

resource demands of any programme of improvement. 

 

The final point in Dalin’s framework emphasises the role of school leadership in effecting 

change: 

 

‘School evaluation is dependent on a leadership that represents the whole, and that can 

vigorously champion the idea behind school evaluation: an open, learning 

organization. By the same token, the head teacher must be a supporter - both with 

respect to creating enough room and time, offering concrete in-service training, 

supplying the school with the necessary resources, and (above all) providing for a 

personal follow-up over a period of time.’ (Dalin, 2004, p. 212) 

  

Therefore, senior leaders act as facilitators of reform in order to allow teachers to determine the 

exact nature of the changes that are to take place within centrally agreed parameters and towards 

common strategic goals. 

Fullan (2001, p. 4) outlines a useful framework for the effective leadership of change which is 

developed from the amalgamation of several theories and strategies (Figure 1.1, right). He refers 
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to five key components which represent distinct yet mutually supportive elements of effective 

change leadership: 

 

 

 

 

 

 

 

 

 

 

 

 

 

‘Moral Purpose’: The belief that a change is for the benefit of those it affects. 

‘Understanding Change’: An awareness that change is complex, non-linear and unpredictable. 

‘Relationship Building’: Recognition of the importance of relationship building in effecting change, 

but also as a consequence of positive change. 

‘Knowledge Creation & Sharing’: The promotion and organisation of knowledge acquisition as a 

social process. 

‘Coherence Making’: The maintenance of focus not necessarily by dogged adherence to a single 

vision and the consequent ignorance of inconvenient anomalies, but by the direct embracement 

of ‘disturbance’ in order to better understand the complexities of a given change in order to 

achieve the most positive outcomes.  

Figure	  1.1	  A	  Framework	  for	  Leadership	  (Fullan,	  
2001)	  
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Lesson Observat ion for  CPD and school  improvement  

Lesson observation is widely recognised as an important means of evaluating teacher 

performance in both initial training and in-service contexts (Lawson, 2011). However, despite its 

established history and prevalence in schools there is a relative paucity of research into the 

practice, and certainly the impact, of lesson observation within the context of teachers’ 

professional development and performance management (O’Leary, 2012). 

Wragg (1999) explains how observers’ subjectivity often strongly influences their observation 

methods and their subsequent judgements and feedback. This subjectivity therefore gives rise to 

inconsistency amongst observers and can potentially undermine the effectiveness of lesson 

observation as a means of enabling strategic professional development within and across 

schools. Pianta and Hamre (2009) posit the effectiveness of standardised observation schedules 

in assessing teacher performance and predicting attainment, and they link the use of standardised 

scoring systems such as CLASS (Classroom Assessment and Scoring System), (Pianta et al., 

2008) with improved student outcomes. Despite this, there is little evidence to suggest that such 

observation schedules are specifically used to provide a basis for the improvement of teacher 

performance through professional development as opposed to simply generating data from 

which summative evaluations of teaching quality can be made as a monitoring exercise (Lawson, 

2011). This would suggest that the principal function of lesson observation has largely been the 

assessment of performance for the purposes of inspection rather than as part of a formative 

process in teachers’ professional development.  

On the topic of professional development Fullan (1991) notes that programmes designed to 

improve teachers’ practice are often ‘one-off’ events with little continuity or evaluation. 

Furthermore, he suggests that there is rarely any consideration of the individual needs or 

contexts of the participants and subsequently the training has little impact. This clearly states the 

case for school-based CPD which is based upon diagnostic evidentiary links to teacher 

performance.  
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Evaluat ion 

In addition to understanding the nature of school improvement and the role of lesson 

observation it is necessary to understand how evaluation can be conducted in a way which 

establishes and defines impact in a constructive and sufficiently nuanced manner. Kirkpatrick’s 

model of evaluation (Kirkpatrick, 1994, p. 21), below provides a useful framework within which 

the perceived effectiveness of the lesson observation strategy can be assessed. 

 

This four-level structure, originally devised in 1959, was specifically designed to evaluate the 

impact of professional training programmes and is therefore to some extent relevant to this 

study’s focus. The model has been further refined and widely used in a range of organisations 

over several decades and despite critiques of its over-simplicity (Bates, 2004) it lends a clear 

sequential structure which allows targeted and progressive evaluation of training outcomes. This 

structure will therefore be considered in the design of the questionnaire in order to illicit 

information which indicates the extent to which the lesson observation structure has proved to 

be effective in improving teachers’ professional practice with regard to both pedagogy and peer 

observation. From this is may also be possible to indicate how successful the structure has been 

in achieving school improvement. Whilst the language used in the model clearly places emphasis 

Kirkpatrick’s Model of Evaluation (1994) 

Level 1: Reaction -  To what degree participants react favourably to the training 

Level 2: Learning - To what degree participants acquire the intended knowledge, skills, 

attitudes, confidence and commitment based on their participation in a training event 

Level 3: Behaviour - To what degree participants apply what they learned during training when 

they are back on the job. 

Level 4: Results - To what degree targeted outcomes occur as a result of the training event and 

subsequent reinforcement 
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upon training it is clear to see how it’s levels can be used as a means of assessing teachers 

response to the lesson observation structure in this study. 

 

Design  

Ribbins’ notion of a humanistic approach towards the subject of professional development is 

taken in this study by attempting to assess the different experiences of individuals within the 

same context of change. Particular precedence is given to the variation in opinion between 

classroom teachers, middle leaders and senior leaders and doing so the study attempts to ‘locate 

individuals within their social and cultural setting’, (Ribbins, 2003). The subject of the study is 

such that an interpretive approach is appropriate as the practice of lesson observation and 

teachers’ experiences of performance management  and professional development can be 

considered to be ‘situated activity’ as described by Cohen and Manion (2007, p. 22). In this sense 

‘situated activity’ refers to the fluidity of the situations (environment, interactions, social 

dynamics and relationships) in which people act, which in turn causes idiosyncratic responses. 

Furthermore, these experiences lead to the development of opinions and beliefs, which in turn 

influence their future behavioural response to similar situations. 

This study is conducted as an evaluative case study as its aim is to ascertain the extent to which 

respondents felt the change in question had been beneficial to them as classroom teachers 

and/or leaders. Clearly, as the change which forms the subject of the study is relatively recent 

(less than one academic year) the study can only serve as a ‘snap-shot’ of the respondents’ 

perceptions of the initial stages of the processes. The study therefore follows the case-study 

model in the sense that it is an in-depth account of a single instance which attempts to 

‘illuminate the general by looking at the particular’ (Denscombe, 2012). Whilst enough time has 

elapsed to allow for respondents to make worthwhile evaluative judgements of the change so far, 

the data yielded only provides sufficient scope to represent a case study approach. Further study 

could involve analysis of lesson observation data to establish trends in teacher performance 
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together with interviews of teachers, leaders and students to gain a greater insight into the extent 

to which the observation structure afforded more relevant and responsive CPD strategy. Clearly, 

a longitudinal approach would also be required given the points raised by Dalin (2004) in the 

literature review regarding the need for sufficiently extended time periods for change to become 

fully embedded. 

 

A questionnaire was used primarily as a time-efficient and practical means of data collection. The 

questionnaire used attitudinal statements to which respondents were asked to rate on a five-point 

scale the extent to which they agreed from ‘Strongly Agree’ to ‘Strongly Disagree’. Given the 

researcher’s position as a senior leader with responsibility for the design and implementation of 

the lesson observation structure which forms the basis of the study, it was felt that a 

questionnaire also lent a level of anonymity which was conducive to ensuring respondents’ 

candour. The ‘Survey Monkey’ website was used for the design and dissemination, completion 

and analysis of the questionnaire – this again afforded a level of anonymity and convenience to 

the process in order to maximise participation. 

 

Findings 

The survey yielded data from 59 respondents including 41 main-scale teachers, 7 senior leaders 

(SLs) and 11 heads of faculty (middle leaders, later referred to as MLs).  The overall results of the 

attitudinal statements (Qs 4-13) shown in Graph 1 (below) showed a large degree of positivity 

with regard to the effective use of the lesson observation format in making accurate judgements 

of teaching quality and providing clear formative feedback (statements 4-7).  The responses 

become less positive however when the issue of implementation is broached in statements 8 and 

9, as a relatively smaller proportion (60%) of respondents indicate that they have used the 

feedback to inform their future lesson planning. Much fewer respondents (28%) agree that the 

data has been discussed in faculty teams. Attitudes are more positive again with reference to the 
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potential that the format has for informing future CPD strategy (statement 10 [73%] and 

statement 11 [76%]and even greater still for the on-going improvement of teaching and learning 

standards and student outcomes (statements 12 and 13). 
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4.'The	  structure	  of	  lesson	  observation	  form	  can	  help	  
observers	  and	  teachers	  to	  develop	  their	  knowledge	  of	  the	  

key	  areas	  of	  outstanding	  lesson	  delivery.'	  

5.	  'The	  form's	  design	  enables	  clear	  feedback	  to	  be	  provided	  
regarding	  my	  key	  strengths	  and	  areas	  for	  development'	  

6.'The	  form	  allows	  lesson	  observers	  to	  assess	  a	  range	  of	  key	  
areas	  of	  classroom	  practice	  and	  make	  accurate	  decisions	  

regarding	  the	  lesson's	  strengths	  and	  areas	  for	  development.'	  

7.'The	  use	  of	  the	  lesson	  observation	  form	  and	  its	  data	  will	  
allow	  teachers	  to	  identify	  key	  priorities	  for	  their	  own	  CPD.'	  

8.'My	  own	  use	  of	  the	  lesson	  observation	  form	  and	  the	  
observer	  feedback	  has	  had	  an	  impact	  on	  my	  subsequent	  

lesson	  planning	  and	  classroom	  delivery	  due	  to	  the	  follow-‐up	  

9.	  The	  CPD	  proQile	  data	  has	  been	  discussed/used	  my	  team	  to	  
identify	  individual/group	  strengths	  and	  priorities	  for	  

development.	  

10.'The	  whole-‐school	  information	  provided	  by	  the	  CPD	  
proQile	  provides	  a	  clear	  picture	  of	  key	  CPD	  issues	  across	  the	  
school	  and	  can	  therefore	  provide	  an	  indication	  of	  future	  CPD	  

11.'The	  lesson	  observation	  format	  can	  provide	  greater	  
opportunties	  for	  collaboration	  between	  subject/faculty	  staff	  
by	  creating	  an	  agenda	  for	  CPD	  using	  strategies	  such	  as	  AFL	  4	  

12.'The	  lesson	  observation	  structure	  and	  its	  information	  
have	  the	  potential	  to	  be	  an	  effective	  tool	  for	  school	  

improvement	  through	  raised	  standards	  of	  teaching	  and	  

13.	  Long-‐term	  use	  of	  the	  new	  lesson	  observation	  structure	  
and	  the	  CPD	  proQile	  information	  could	  lead	  to	  better	  

outcomes	  for	  students	  if	  used	  consistently.	  

%	  Strongly/Agree	  
	  Graph	  1	  -‐	  Attitudinal	  	  statement	  responses	  

Graph 1 – Key for data bar themes 

 Operational Functionality - does it work? 

 Implementation & Action - has it been shared / used to 

develop practice? 

 Strategic Potential - can it be used to inform CPD 

strategy? 

 Potential Impact - can this be used to raise standards? 
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Analysis of overall responses by group (Graph 2, below) showed that middle and senior leaders 

tended to agree to the same extent (both 88%) with the attitudinal statements - significantly 

more so than main-scale teachers (72), indicating greater positivity amongst the school’s 

leadership regarding the format’s functionality, impact and strategic potential as a whole. 

 

Further analysis of the specific pattern of responses from the three groups (Graph 3, below) 

shows that SLs tended to be more positive about the impact that the format had upon their own 

teaching practice (statement 8 [86]% compared with MLs [64%] and teachers [55%]). This could 

be attributable to SLs having smaller teaching loads and therefore generally being observed less 

(29% of SLS had been observed twice or more, compared with MLs [58%] and teachers [71%]) 

and therefore having fewer action points to act upon. 

 

Another striking feature of this data is the disparity between the MLs responses regarding faculty 

teams’ subsequent discussion of lesson observation data (statement 9) as 50% of HoFs agree that 

their teams discuss the data in comparison to smaller proportions of SLs (29%) and teachers 

(22%). This could indicate dissonance between the perceptions of each group or it could simply 

be that MLs, as the most frequent observers (58% of MLs had conducted more than five 

observations during the year compared with SLs [29%] and teachers [5%]), have conducted 
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individual conversations with their team members and therefore were more likely to agree with 

this statement. Conversely, the perception of teachers and SLs may be that it has not been 

discussed in a whole team context and therefore were more likely to express disagreement. This 

raises two issues - firstly that the statement needs rephrasing to achieve greater clarity; secondly, 

that further research in the form of focus groups / interviews is need to establish just how much 

conversation on an individual and team basis has taken place so far to ensure the findings of 

observation data are transferred into CPD and PM activity. 

 

Although the proportions vary slightly, leaders were consistently more positive about the 

strategic value of the lesson observation data than teachers, for example in statement 11, where 

the greatest disparity existed, regarding the potential use of the data for collaborative planning 

and CPD. This is perhaps explained by teaching staff having only engaged with the information 

on an individual level rather than in faculty or whole-school contexts meaning they perhaps 

would not subscribe so readily to the idea that such activity should be decided for them by leaders. 



The Bridge: Journal of Educational Research-Informed Practice               
Volume 2, Issue 1: June 2015   ISSN 2056-6670	  

 
40 CC BY-NC-ND 4.0 

 

Conclusion 

In response to RQ 1, the questionnaire data show that the introduction of the new lesson 

observation format and the CPD profile is generally viewed by all staff as a positive change in 

terms of its operational value and its potential strategic impact upon CPD and teaching 

standards. This, in a basic sense, satisfies the criteria for Kirkpatrick’s (1994) Level 1 (Reaction) 

and, to a certain extent, Level 2 (Learning) as staff have used the structure and they agree that it 

allows for accurate judgement of teaching and for good-quality feedback. They also agree that it 

enables observed teachers to understand clearly the aspects of their lessons which be developed 

in order to maintain high standards of teaching and learning. This also resonates with Dalin’s 
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4.'The	  structure	  of	  lesson	  observation	  form	  can	  help	  observers	  
and	  teachers	  to	  develop	  their	  knowledge	  of	  the	  key	  areas	  of	  

outstanding	  lesson	  delivery.'	  

5.	  'The	  form's	  design	  enables	  clear	  feedback	  to	  be	  provided	  
regarding	  my	  key	  strengths	  and	  areas	  for	  development'	  

6.'The	  form	  allows	  lesson	  observers	  to	  assess	  a	  range	  of	  key	  
areas	  of	  classroom	  practice	  and	  make	  accurate	  decisions	  

regarding	  the	  lesson's	  strengths	  and	  areas	  for	  development.'	  

7.'The	  use	  of	  the	  lesson	  observation	  form	  and	  its	  data	  will	  allow	  
teachers	  to	  identify	  key	  priorities	  for	  their	  own	  CPD.'	  

8.'My	  own	  use	  of	  the	  lesson	  observation	  form	  and	  the	  observer	  
feedback	  has	  had	  an	  impact	  on	  my	  subsequent	  lesson	  planning	  
and	  classroom	  delivery	  due	  to	  the	  follow-‐up	  actions	  agreed	  with	  

9.	  The	  CPD	  proQile	  data	  has	  been	  discussed/used	  my	  team	  to	  
identify	  individual/group	  strengths	  and	  priorities	  for	  

development.	  
10.'The	  whole-‐school	  information	  provided	  by	  the	  CPD	  proQile	  
provides	  a	  clear	  picture	  of	  key	  CPD	  issues	  across	  the	  school	  and	  
can	  therefore	  provide	  an	  indication	  of	  future	  CPD	  strategy.'	  
11.'The	  lesson	  observation	  format	  can	  provide	  greater	  

opportunties	  for	  collaboration	  between	  subject/faculty	  staff	  by	  
creating	  an	  agenda	  for	  CPD	  using	  strategies	  such	  as	  AFL	  4	  

12.'The	  lesson	  observation	  structure	  and	  its	  information	  have	  
the	  potential	  to	  be	  an	  effective	  tool	  for	  school	  improvement	  

through	  raised	  standards	  of	  teaching	  and	  learning.'	  
13.	  Long-‐term	  use	  of	  the	  new	  lesson	  observation	  structure	  and	  
the	  CPD	  proQile	  information	  could	  lead	  to	  better	  outcomes	  for	  

students	  if	  used	  consistently.	  

Graph	  3	  -‐	  Attitudinal	  statement	  responses	  by	  group	  
	  

HoF	  (ML)	   Teacher	  
Snr	  Ldr	  
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‘genuine need’ for change (Dalin, 2004, p. 117) and Fullan’s ‘morale purpose’ (2001, p. 13) as the 

data suggests that respondents clearly value the importance of this change and ascribe to its aims. 

The data also suggests however, that fulfilment of the structure’s potential is yet to develop as 

the output data from the CPD profile needs to become a regular part of the professional 

dialogue between line-managers and teachers within the context of faculty leadership in order to 

intelligently plan CPD activity. Dalin (2004, p. 84) refers to ‘competence’ and the importance of 

sufficient time and opportunity to allow change to become embedded, whilst Fullan (2001, p. 77) 

explains how ‘knowledge creation and sharing’ is also instrumental in this process. Levels 

3(Behaviour) and 4(Results) of Kirkpatrick’s model are relevant here as the change cannot yet to 

be considered as having become fully embedded in the CPD and performance management 

practice of staff and has consequently not yet been able to be directly attributable to improved 

professional practice, although emerging evidence is clear (60% of respondents say that the 

feedback has directly impacted upon their consequent teaching and 96% believe it has the 

potential to raise standards and improve student outcomes). As the change in question is still in 

its initial stages and has therefore only recently produced its first set of output data it is 

understandable that this issue exists. Nevertheless, this serves as a useful learning point for the 

on-going leadership of the strategy.  

 

In response to RQ 2, there was a clear difference in the perceptions of staff groups in the sense 

that middle and senior leaders were generally more positive about the change as a whole. Their 

positivity contrasted with teachers particularly with regard to the strategic value of the 

observation structure and CPD profile. This is unsurprising as the strategic importance of the 

data will be of greater utility to leaders in their respective remits as opposed to teaching staff, 

who may only be concerned with the process from an individual perspective and may therefore 

be less interested in the ‘bigger picture’. 
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This final point has been perhaps the most valuable lesson for me as a researcher and as a senior 

leader in the sense that differing perceptions of any instance of organisational change can 

potentially influence its implementation, operation and consequent impact. Whilst it is important 

to gauge overall reactions to change, neglecting the analysis of the patterns of perception 

amongst different groups of stakeholders could result in a lack of understanding about the 

underlying reasons for its success or failure – something that Fullan (2001, p. 107) would 

perhaps term ‘coherence making’. This, in turn, could lead to dysfunction in an organisation’s 

leadership, which could hinder future progress. 
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Appendix 1 – Lesson Observation Form used by staff prior to the questionnaire 

 

Appendix 2 – Sample CPD Profile Report to all teaching staff (this would have also included 

individual data for the teacher to whom it was addressed) – stored as a separate file on the 

journal website (pp. 45-46): 3Potts2015aJune 
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Appendix 1 

 
CPD Profile Report  

As you will know, the current lesson observation form allows grades to be given in eight key 
areas of classroom practice as well as a final overall grade. The purpose of these additional 
grades is to indicate specific strengths and possible areas for development in order to better 
inform whole-school CPD strategy, faculty SQAD activity and individual professional 
growth. The eight areas are: 
• Challenge	  1	  -‐	  Challenging,	  cohesive	  and	  comprehensive	  lesson	  objectives	  that	  are	  shared	  clearly	  and	  

monitored	  regularly	  by	  teachers	  and	  students	  to	  understand	  and	  measure	  progress	  
• Challenge	  2	  -‐	  High-‐quality	  stimuli	  and	  well-‐structured	  tasks	  that	  support,	  extend	  and	  deepen	  

learning.	  	  
• Engagement	  1	  -‐	  Well-‐structured	  lesson	  format	  that	  pre-‐empts	  misconceptions,	  inspires	  and	  

motivates	  students	  and	  provides	  stimulus	  for	  high-‐order	  thinking	  
• Engagement	  2	  -‐	  Activities	  and	  resources	  that	  inspire,	  engage	  and	  enthuse	  all	  students	  
• Independence	  1	  -‐	  Balance	  of	  student	  learning	  and	  teacher	  teaching,	  ideally	  30:70,	  that	  promotes	  

independent	  application	  of	  students’	  PLTS	  
• Independence	  2	  -‐	  Students	  are	  expected	  to	  demonstrate	  and	  develop	  increasingly	  effective	  RWCM	  

skills.	  They	  are	  skilfully	  supported	  and	  challenged	  to	  do	  so.	  
• Assessment	  1	  -‐	  Keeping	  Learning	  on	  Track	  	  -‐	  Feedback	  during	  the	  lesson	  using	  whole	  class	  response	  

systems	  and	  effective	  teacher/student	  dialogue	  
• Assessment	  2	  -‐	  Frequent,	  high-‐quality	  formative	  feedback	  that	  ensures	  all	  students	  make	  rapid	  

gains	  in	  progress.	  Skilful	  use	  of	  peer	  &	  self-‐assessment	  

Strategic Overview 
As you can see from the 
whole-school profile (right) 
we have clear areas of 
strength (e.g. Engagement) as 
well as areas for development 
(e.g. Assessment).  
Additionally, we can see 
where progress has been 
made throughout the year, for 
example the quality of lesson 
activities and stimuli.  
Individual Teachers 
However, as strategically 
useful as this picture might be 
it is more important that 
faculties and teachers have 
the opportunity to reflect on 
their own CPD profiles to inform future lesson planning, performance management objectives 
and CPD activity. Attached to this memo you will find a copy of your CPD profile for this 
year based on lesson observation data. Please use the information to reflect on your strengths 
ad areas for development. This information will also be particularly useful during the 
performance management/ self-appraisal process and when engaging in CPD activity.  


