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Abstract

above-mentioned instruments. Research
results allude to three interrelated concepts: Planning, Leadership and Participation, and Impact. These elements show
the way in which CPD school planning
could be internally organized to be effective: first, planning, which provide with
a wide range of pertinent attributes; then,
leadership and participation, the horizontal character of which becomes fundamental; and finally to the impact that
gives rise to rethinking educational processes. These three concepts integrate the
‘change’ element as an essential part of
their characterization. This indicates that
contextualization has a real impact; hence,
the importance of CPD school planning.
Contextualizing CPD activities is precisely what Training Projects in Centers
are able to do. This type of autonomous
CPD program has a very high number of
horizontal characteristics which can lead
to the success of initiatives.

In line with many education systems
and international initiatives, Continuing
Professional Development (CPD) is increasingly considered as a relevant element in the Spanish education system. In
consequence, professional development
is progressively encouraged towards
school-based CPD. The research reported
in this article focuses on a pivotal, yet
overlooked, element of that CPD: school
planning. In order to understand it, we
will try to elucidate the organizational
process at school. We used a Case Study
approach (Yin, 2014) and data were collected through interviews, focus groups
and a range of documents in a secondary
school. To this end, Grounded Theory
(Glasser & Strauss, 2015) elicit a theoretical background in order to identify
Basic Social Processes (BSPs) in the
field of study, combining data from the
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closes high educational quality indexes,
e.g. having received national merits for
its well-being. Observing this continuous
professional development through Case
Study implies an approximation to CPD
articulation in a school where it certainly
exists and works. Afterwards, we can establish a contrast with literature, basing
on Grounded Theory, and draw conclusions to clarify this scarcely known area.
Reviewed literature shows that professional development in practice requires
initiatives to be organized by those who
perform them. Consequently, activities
must be contextualized to respond to local
needs in order to enhance student’s learning as well as the quality of teaching (Opfer & Pedder, 2011). To this point, ‘even
though the literature offers ample examples of workplace conditions that school
[leaders] can create in this respect, it remains often unclear which processes behind these conditions explain their impact
on teachers’ professional development’
(Clement & Vandenberghe 2001, p. 43;
King, 2016). Therefore, it is necessary to
ask ourselves: ‘How CPD planning is executed by schools?’ The present research
is developed around this question.
This research question will be answered through CPD’s conceptualization
and characterization in order to know
what we exactly refer to; then, through
the explanation of the study methodology and Grounded Theory results (data
taken from Case Study), and finally by
establishing discussion, conclusions and
prospects that arise in this field. Thereby,
CPD school planning processes, an area
barely exploited, will be exposed connecting theory with practice. To close this
first section, it is necessary to clearly state

Introduction
This work presents a field of study poorly
researched by the scientific community
because of the particularity of the theme:
CPD school planning. This is the reason
why we have opted for a Case Study research method, a method that requires the
presence of researcher at the concerned
school during the fieldwork. The objective is to directly answer the questions
‘What’ and ‘How’ for the concerned
phenomenon. Therefore, our pretension
is to observe how CPD school planning
works in an education center. On this occasion, IES Murcia1 was chosen for its
exemplary nature. This case provides us
with illuminating data and allows us to
establish comparisons between theory
and practice, finally presenting what we
found out.
In particular, the case school is located in an accommodated neighborhood
whose denizens are mainly workers of
an important factory. Surrounded by an
industrialized rural context, we find an
environment conducive to innovative
changes and continuous updating procedures. Similarly, this singularity is transferred to school climate where 80% of
teachers reside out town. Yet, this is not
a pretext to be absent from development
projects, but contrariwise there is a high
participation rate. This is also reflected in
school final results, since the center dis1

Pseudonym used to preserve the anonymity of the
school.
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schools, increasing teacher quality, and
improving the quality of student learning
has led to a concentrated concern with
professional development of teachers as
one important way of achieving [these]
goals’ (Opfer & Pedder, 2011, p. 376).
CPD is taken as a part of an everyday
routine needed to improve school teaching (Tienken & Stonaker, 2007). However, professional development is not
enough for changing school performance
and student’s level of achievement. Research highlights the importance of leadership (Clement & Vandenberghe, 2001)
and participation to make professional
development a job-embedded learning,
with collaborative experiences that facilitate informal development (Hunzicker,
2012). All these are necessary for CPD
planning to achieve a real impact, which
is shown at subsequent work:
‘They begin planning by asking,
‘What improvements in student
learning do we want to attain and
what evidence best reflects those
improvements?’ Then, they step
back and ask, ‘If that’s the impact
we want, what new policies or practices must be implemented to gain
that impact?’ (p. 33) […] In other
words, the first thing people need
to do when they plan professional
development is to specify what impact they want to have on student
learning’ (Zepeda, 2012, p. 32).

that, after all, what we are deeply pretending to know is CPD results: ergo, CPD
consequences in teachers’ teaching and
students’ learning. Bellow, we will expose
what we already know on the subject.
What is CPD?
At the beginning of this paper, it is pertinent to conceptualize what CPD is. Firstly, we have considered legislation and
moved then to scientific literature. Taking
into account CPD value, we regard CPD
through providing teachers with efficient
development skills, which is crucial to
ensure teaching impact and classroom
learning (Council of the European Union,
2014). Along this line, Spanish regulation considers CPD throughout organic
laws as a fundamental element for education quality. For that reason, Education
authorities must guarantee its launch and
satisfactory progress. Autonomous regulation of our region takes special care of
CPD planning as a key element to address
contextual needs and increase education
system coordination (Decree 42/2003).
The Decree itself offers this definition of
CPD:
‘Continuing Professional Development is the set of actions to promote the updating and continuous
improvement of teachers’ professional qualification, both for the exercise of teaching, as well as for the
performance of coordination, management and direction of centers,
in addition to adequate knowledge
and methods of science evolution
and specific didactics’.
On the other hand, scientific literature
claims that ‘the importance of improving

External CPD planning
As just seen, CPD planning is not an improvised action but rather a process meticulously managed by authorities and
cautiously premeditated by the affected
39
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faculty of teachers. Planning CPD is
a task in which two entities are involved,
that is: State Administration and School
Staff. The former is responsible for establishing national laws and regional decrees which set general planning axes. In
our case, Region of Murcia Autonomous
Community establishes Triennial Plans
which determine regional CPD guidelines (Decree 42/2003, 2nd art.). Then,
it comes into being as annual plans and
programs, named ‘Regional Plan’. It includes an Action Plan, which sets CPD
priority needs in the Region. Is responsible to redact this report the CPR (‘Centro
de Profesores y Recursos’: Teachers and
Resources’ Centers, a State Administration instrument for training, advising, and
providing resources, gives means, facilities and dynamism to regional schools).
Education authorities’ role is essential
to harmonize the curriculum development, especially concerning student diversity, and guarantee centers autonomy
(Decree 42/2003). External CPD planning is a key to increase coordination and
to detect training needs. From this point,
the CPD school planning is brought into
action.

or distance learning. CPR provides faceto-face modality training. Regarding distance learning, the school is responsible
to impart it autonomously (prior Ministry indications, consent and supervision).
There are six different types of formal
activities: Thematic Seminars, Working
Groups, Training Projects in Centers,
Courses, Educational Innovation, and
Research Projects. Among them, those
determined autonomously by the education center are three former ones, each of
which has a level of concreteness concerning school planning: Training Projects in Centers is considered to be the
most relevant of the three (Order 13th
June 2005). In this study, we will focus
on this training activity.
The purpose of Training Projects in
Centers is for centers to elaborate their
own training with the highest involvement of teaching staff. To carry it out, it
must count on a majority participation
of the Faculty of Teachers, whose competence is ‘to promote initiatives on the
field of research, pedagogical innovation
and teacher training’ (LOE, art. 129).
Moreover, this activity should include:
theoretical training, exchange of experiences, preparation of materials and reach
of common agreements, deeply linked to
training needs and analysis of its evaluation. Ultimately, it pursues to improve
school educational quality. We seek to
know if experience corresponds to the literature.

Internal CPD planning
Once general lines have been established
by Education Authorities, tangible CPD
activities appear. These activities may
present formal or non-formal nature. The
latter refers to non-regulated actions that
teachers do on their free time – e.g., reading a specific book with the purpose of
improving their teaching. The former,
formal training, consists of activities provided in two sub-modalities: face-to-face

Methodology
In order to examine CPD school planning, this study has taken five participants
from IES Murcia teaching staff, specifi40
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cally those directly implicated in managing teacher training; namely, the headteacher, the deputy headteachers –one of
which is the teacher training leader–, the
quality-guarantee representative, and the
faculty representative in CPR. This nonprobabilistic sample is justified by the
study nature, a qualitative little research
on a very specific topic where not every
individual is liable to be studied.
Subsequently, we made use of following the instruments: semi-structured interview (to deputy head teacher CPD leader,
the quality-guarantee representative, and
the faculty representative in CPR), focus
group (with the headteacher, both deputy
headteachers and the quality-guarantee
representative), and documentary analysis (of relevant school CPD planning documents). This instrument choice is based
on the triangulation information to give
validity to results. The sense of this election lies in the need to corroborate a fact
through two or more techniques which is
used in social research to face the problem of objectivity. Once participants had
been informed and their consent signed,
data collection started. When the fieldwork was accomplished, a copy was sent
to them to be transparent in every part of
the research.
Accordingly, the research methodology adopts an exploratory approach given
the specificity of its nature. Exploratory
research seeks a general approach but,
conversely, has difficulties in formulating
hypotheses because of the lack of knowledge of the phenomenon in question. After all, exploratory research originates
the Descriptive approach. It involves
a detailed investigation of events and elements in order to enumerate them and
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establish a more feasible and clear relationships between them. The aim of this
approach is to increase familiarity with
the phenomenon. Therefore, the use of
these approaches is justified by the need
for a deeper understanding of the subject
matter.
Searching for a deep understanding of
CPD school planning has led us to adopt
the Case Study methodology. It is a systematic, detailed and intensive examination of a singular event (Patton, 2015;
Bogdan & Biklen, 2007). In this case, we
have used qualitative data collection techniques given the small size and the characteristics of the study. Interviews and
focus group were recorded with a voicerecorder, prior participant consent, so as
to have a sound trace which would later
streamline and facilitate data analysis
process, presentation of results and conclusions. It is fundamental to be faithful
to every ‘conversation’ detail. According
to Patton (2015), semi-structured interview has an open character. It uses a list
of ordered questions where participants
are free to respond (focus group were
made in a similar mode). This technique
requires from researcher a high concentration level as well as a strong command
so as not to neglect the main objective.
The sense of this selection is the need of
the investigator for inquiring into interest
topics, who is not subject to pre-established parameters and he is, thus, allowed
to guide the process as value information
is intercepted.
Bearing in mind several procedures of
data analysis, Grounded Theory has come
up as the most suitable one given its open
character (non-determining). The main
feature to be emphasized is the absence
41

María del Pilar Alcolea Pina

PP. 37-53

of a pre-established hypothesis. This systematic induction technique steadily connects concepts, categories and propositions, from which an explicative theory
is eventually developed, rigorous to the
extent to which the process has been so
(Strauss & Corbin, 2015). Hence, we are
dealing with an inductive process where
the theory is created as the data analysis
is carried out (Burnard et al., 2008). The
process begins by fieldwork which is afterwards connected to literature review
and concludes with conceptual saturation, which identifies PSB.
This operation is explained in the following section which clarifies research
results, as well as conclusions and prospects. The next section is focused on data
analysis. By them, we can obtain results
which will later elicit a consistent theory.
As mentioned above, data analysis is carried out throughout Fundamental Theory
in Constant Comparison Method by the
so-called ‘four method steps’: 1) Comparing elements; 2) Integrating categories; 3) Delimitating categories (to shape
a theory); and 4) Emerging theory.

together, the resulting theory emerges
from data analysis. Accordingly, results
and findings derive from this method. For
a clear data view, tables are provided below, where elements can easily be tracked
and related to each other.
1) Comparing elements
The first step of Constant Comparison
Method compares the elements between
them. The table below summarizes both
participant thinking and documents indicating codes (substantive/in-vivo) for
each one. In the following step, this synthesis will integrate categories and their
properties (Table 1).
2) Integrating categories
Once ideas have been collected from data
analysis, as presented in the previous section, we will focus on relating these ideas
with blocks of content (Central Categories). We have previously collected the
most frequently designated ideas, which
are now grouped into categories in order to build a consistent theory. For this
purpose, following there is a table which
summarizes the relationships between
participants and documented ideas along
the categories. In the left column, we find
the ideas; the right column shows categories to which those ideas belong (codes).
Thus, Central Categories are created by
grouping types of ideas (Table 2a).
In this step, the second table offered
shows category frequencies exposed at
preceding table. Thereby, it is possible to
notice where themes emerge and in which
intensity. By analyzing this intensity, we
find the importance of each one. Then, we

Results
As just pointed out, the presentation of
results is divided into four parts. In the
first two points, Axial Encoding has been
used: information is analyzed as an indicator and then classified by content blocks.
Firstly, it was organized in Concepts, then
in Codes –‘Substantive Codes’, if they
belonged to written documents, or ‘In-vivo codes’, if they were audio or visual recordings. Finally, we moved on to Central
Categories (thematic blocks). Once these
categories are structured and articulated
42
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Table 1. Comparing elements

Source: own study

are provided with the basis to constitute
a theory – which can be found in the following sections (Table 2b).

in this third step. This will make more attainable the conclusions of our study (Table 3).

3) Delimiting categories (to shape a theory)

4) Emerging Theory

As explained in the sections above, we
can establish relationships between central categories (thematic blocks) from
data analysis. Once these relationships
are made, we are able to initiate theory
analysis. To do that, Table 3 shows final
‘Delimiting Categories’. Through this table, we seek to offer a quick overview of
the theory that will be developed in the
next section, based on the synthesis made

From the analysis trailed in the first three
steps, this last one collects a coherent
approach that leads to the formulation
a consistent theory. Firstly, the step ‘comparing code elements (ideas)’ shows three
features: the relationships between scientific literature and the data collected; the
relationships between the deputy head
teacher (CPD manager) and the scientific
literature, and the relationships concern43

María del Pilar Alcolea Pina

PP. 37-53

Table 2a. Integrating categories
SUSTANTIVE-INVIVO CODES
STRATEGIC DIMENSION (EV. & PLAN.)

CENTRAL CATEGORIES
EVALUATION
PLANNING

ANNUAL GENERAL SCHEDULE

INSTITUTIONAL PLANS

THREAD

LEADERSHIP AND PARTICIPATION

EVALUATION

PLANNING

PROCESS

LEADERSHIP AND PARTICIPATION
PLANNING

SATISFACTION

IMPACT

LEADERSHIP AND PARTICIPATION

PROFESSIONAL CHARACTERISTICS
LEADERSHIP AND PARTICIPATION

CONTEXTUALIZATION

PLANNING

DEMOCRATIC

PLANNING

SPECIFIC FUNCTION

LEADERSHIP AND PARTICIPATION
INSTITUTIONAL PLANS

PERSONAL OPINION

LEADERSHIP AND PARTICIPATION
IMPACT

CHANGE

IMPACT
LEADERSHIP AND PARTICIPATION
PLANNING

PROFESSIONAL AND PERSONAL

PROFESSIONAL CHARACTERISTICS
PLANNING

CPD NEEDS

PLANNING

FORMAL

PLANNING

SUBSTANTIAL ELEMENTS

PLANNING
IMPACT

POSITIVE IMPACT

PLANNING

PROSPECTIVE

INEFFECTIVENESS
PROBLEM

QUALITY

PLANNING

Source: own study
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Table 2b. Presence of categories
CENTRAL CATEGORIES

Frequency

EVALUATION

1

INSTITUTIONAL PLANS

2

LEADERSHIP AND PARTICIPATION

6

PLANNING

12

IMPACT

4

PROFESSIONAL CHARACTERISTICS

2

INEFFECTIVENESS

1

PROBLEM

1

Source: own study

Table 3. Delimiting Categories
CENTRAL CATEGORIES
EVALUATION

INSTITUTIONAL PLANS (2)
PLANNING (1)

INSTITUTIONAL PLANS

EVALUATION (1)
PLANNING (1)

LEADERSHIP AND PARTICIPATION

LEADERSHIP AND PARTICIPATION (1)
PLANNING (2)
EVALUATION (2)
IMPACT (2)

PLANNING

PLANNING (6)
IMPACT (4)
EVALUATION (8)
LEADERSHIP AND PARTICIPATION (3)
EVERY CATEGORIES (1)

IMPACT

IMPACT (4)
PLANNING (5)
EVALUATION (4)
LEADERSHIP AND PARTICIPATION (2)

PROFESSIONAL CHARACTERISTICS

EVERY CATEGORIES (1)
PLANNING (3)

INEFFECTIVENESS

PROBLEM (1)

PROBLEM

INEFFECTIVENESS (1)
EVERY CATEGORIES (1)

Source: own study
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ing information collected from the Management Team and the documents belonging to the school.
Then, in the second step where categories and their properties are integrated,
a hierarchy is established. As indicated, in
descending order, we find first planning –
with a wide range of effective CPD properties; then, leadership and participation
–where its horizontal character becomes
evident; and, finally, the impact -that gives
room to rethinking educational processes.
As the Headteacher himself sets:
‘We have not asked educational
authorities for rapporteurs, and if
we had, we do not know to which
extent this rapporteur would have
performed better than the rapporteur we had -our deputy head teacher responsible for training, who was
our rapporteur-’, (Headteacher).
‘It is true that, although some
teachers use external training for
their personal formation on some
very specific areas, there is an attitude of the faculty of teachers
about the training that affects the
whole center: that is why Seminars
or Training Projects in Center are
so numerous, because they are in
line with the needs of the center’;
‘Having a high percentage of external residence, there is a very high
rate of staff participation in CPD
activities and not just because people were afraid but because people
needed it. Over the years, it remains
steady’, (Deputy head teacher CPD
manager).
It is noticeable that the connection between these three elements, with ‘change’
property is repeated throughout them

analysis. Thus, from this curious association, it can be concluded that the existence of these three categories, among
other things, may be able to respond to
the educational challenge:
‘There is a survey item given
to teachers about the center general performance asking: ‘do center
training lines seem appropriate to
you?’ And there is a very high number of people who say yes. Although
we do not know if they are satisfied
or not, we are sure that teachers
agree with the lines offered… As
a result, the activities are very participative’, (Headteacher).
Contextualization is another point that
is considered important by the Management Team and scientific literature. However, in the first case it is in a short-term
view, while specialized literature advocates for a long-term format:
‘I think it would not be so interesting to fix CPD strategic dimension because everything this is so
changeable that context analysis,
carried out each year, shows what
is really necessary for the course
we plan’, (Headteacher).
Finally, delimiting categories for
shaping theory emphasizes the weight
of each one and the categorical relations
between them. The order of relevance in
which categories appear is noteworthy.
Besides the fact that the order ‘planning
– leadership & participation - impact’ is
repeated, their axial code points to these
same categories in first instance again.
The fact that all of them present links
with the evaluation category is also remarkable: it clearly indicates that nothing can be improved without the pres46
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ence of internal need analysis processes.
The second block of three categories is
composed by Institutional Plans, Evaluation and Ineffectiveness, and Presence of
Problems. All three refer to CPD organization, prior assessment of context needs
and later delimitation of strategies to give
them solutions. Therefore, it stresses the
importance of CPD center planning in
enhancing the educational phenomenon,
as shown by scientific literature and IES
Murcia case study.
In connection with what has been
mentioned above, we can also get some
negative results from the data analysis.
Regarding field research, there are a few
elements to work upon. For example,
comparing theory with practice, we have
found out a limited teacher participation
in truly shared leadership together with
a scant real involvement in organizational processes, although they were consulted punctually for decision making.
Certainly, there are exemplary practices
which should be continued, but they are
not sufficient by themselves. Moreover,
summative evaluation is not taken in
a deep sense, because it is CPR’s role.
Internal evaluation is urgently required
by Professional Learning Communities,
which take care of every single part of
the process:
‘Regarding training evaluation,
if we tried to evaluate it rigorously,
I think it would duplicate the work:
CPR evaluates how it has been developed, how it has been coordinated and the trainer’s performance.
Then, evaluating those aspects in
the center would be duplicating
a job already done’, (Deputy head
teacher CPD manager).

Vol. 4, No 1/2017

Therefore, and according to the previous consideration, we could conclude
that data show a clear relationship between CPD planning, registered leadership and participation, and the success of
initiatives, as well as the importance of
contextualizing need assessment for an effective problem solving. This can be verified based on the set of data obtained and
the analysis extracted from them. As Farrell (2015) admits, ‘my paper is at least
contemporary for me, but is it fashionable
for others? My main hope for my theory
of practice is that it is at least coherent’
(p. 88). We hope, likewise, to be coherent
with our research and, perhaps, illuminate
at least a little the study context.
Discussion and conclusions
The discussion of this paper is intended
to give a substantiated answer to the research question initially formulated. We
shall recall that this question was ‘How
CPD planning is executed by schools?’
The scientific literature review points towards three linked queries: a) which processes are followed at the school for planning CPD?; b) who is involved in these
processes and how do they do it?; and
c) Is there any relationship between the
type of planning and a successful CPD?
Through the answer to these queries, we
will try to reply to the main question.
According to research results, the
school chosen for its model quality practices corroborates the conclusions drawn
from the literature review. The relationships between the three highlighted elements ‘Planning, Leadership and Participation, and Impact’, present the way
in which CPD is organized internally in
47
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a high-quality indices school. This can be
seen in data analysis, where not only do
these categories appear more frequently
and are given more importance, but all
three integrate the ‘change’ element as
an essential part of their characterization.
‘Whether teachers led change within an
isolated or collective context, they shared
a strong desire to improve their knowledge and student learning’ (Fairman &
Mackenzie, 2014, p. 239). Therefore,
it is possible to recognize the need for
prioritizing these three points of CPD
planning at the center when seeking to
improve education. Our findings remind
those arisen by Hunzicker who, apropos
of her discoveries, wrote: ‘Findings of
the study revealed three factors that developed teacher leadership: exposure
to research-based practices, increased
teacher self-efficacy, and serving beyond
the classroom’ (2012, p. 286) – findings
which can be compared to ours: CPD
Planning, Leadership and Participation,
and Impact.
When analyzing the questions apart,
we appreciate the need to link them insomuch as conclusions intertwine with each
other. That is to say, CPD school planning
begins with a process of context analysis and self-evaluation, and goes, then,
through the presence of a strong leadership promoted by the deputy head teacher
(or CPD manager) –among other aspects.
This figure guides initiatives knowingly
and materializes proposals with the rest
of the Executive Staff, who is aware of
the different predicament of the center.
Later, this first proposition is handed over
a larger group – such as the Faculty of
Teachers – that could be named as a horizontal composition, which both proposes

strategies to diverse departments, and
moves the question to teachers’ personal
suggestions. Executive Staff is informed
of all the processes and profiles the initial
proposition from the collected proposals.
Finally, these proposals are newly given
to the Faculty of Teachers who will determine which CPD activities should be
carried out, in a horizontal and conclusive way. The above-mentioned situation
reminds of Bartkowiak reflections, ‘This
management involves maximum mobilization of a school community, especially
teachers, within the scope of taking actions in favor of the process of learning
and teaching and implementation of jointly shared values’ (p. 44), whose data analysis ‘again points at the particularly high
rank of educational leadership in which
the teacher’s role and the involvement of
other members of the school community
are understood actively’ (2015, p. 12).
As previously observed, an important
number of elements for successful CPD
are intermingled. This is based on Basic
Social Processes (BSP, using Grounded
Theory’s terminology created by Glasser
and Strauss), which have highlighted both
leadership and horizontality in CPD proposals and contextualized self-evaluation,
at a school with exemplary internal practices and effective results. For this reason,
Training Projects in Centers gather a great
number of potential elements that can lead
to a successful CPD, as observed in IES
Murcia school. To this respect, the words
of Babich and Panevina seem rather appropriate: ‘the first analysis of the results
suggests that teachers need to implement
the training or course in practice through
a distributed leadership, teamwork, and
preparation’ (2016, p. 515).
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However, despite I.E.S Murcia specific case and the correspondence with
specialized literature, the general picture
shows the need to improve education
measured in terms of learning quality.
This quality attribute is not given in a simple way. Teacher qualification must be
raised first (Opfer & Pedder, 2011). Even
though a considerable increase of studies
demonstrates this correlation, there is no
pronounced CPD-improvement evidence
neither in student learning outcomes.
A good number of authors (Elmore, 2003;
Fullan, 1994; to name some examples) argue that this is precisely what we should
expect, since school is designed to maintain standardized behaviors instead of promoting free and autonomous individuals.
As long as Education authorities do not
create mechanisms to rebuild education
ideologically from its bases, we cannot
expect but the incoherence which investigations incessantly refer to. Schools need
to be conceived as learning communities,
only then may a deep-rooted change take
place: this would be the key to education
reform (Louis, Kruse, & Raywid, 1996).
Training Projects in Centers can be seen
as an action prelude to Learning Communities. That may be the basis of IES Murcia school success, because:
‘Professional Learning Community […] cannot be imposed
to realize the desired effect. Administrators need to participate
with teachers in creating a climate
where teachers lead, formally and
informally, as both critical peers
and caring and creative co-learners.
The findings of this study indicate
that teachers continue to be reluctant […] about being regarded as
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‘leaders’ […] and seemed to prefer
working through informal channels to effect change. […] because
teachers’ conception of leadership
comes from a more traditional
model of formally designated roles
and specific responsibilities and because of the persistence of egalitarian norms in teaching […], where
educators move fluidly among the
roles of leader and supportive follower according to needs and expertise. This dance represents the
true spirit of collaboration’, (Fairman & Mackenzie, 2014, p. 244).
The reason why CPD has not given the
expected results in most cases could be
based, among other causes, on a simplistic
conceptualization of teacher learning and
its impact on professional work and conditions (Borko & Clark, 2004; Timperley
& Alton-Lee, 2008), in the same way as
on a simplistic conceptualization of student learning (Wright, 2015). Effective
CPD tends to be more evident in centers
whose students present greater learning
needs (Leithwood, Seashore-Louis, Anderson & Wahlstrom, 2004); on the other
hand, Babich & Panevina (2016) suggest
that the coordinator/coach should be present during the whole training process
and even during 6 to 9 months after completion. Moreover, Wright proposes the
creation of training models –no longer
methods– to identify types of teachers’
knowledge, skills to be developed, and
conditions in which they are displayed:
hence, students learning is taken as part
of their responsibility (2015; Fairman &
Mackenzie, 2014). He calls this kind of
teacher an ‘Adaptive Expert’ of student
needs, this would be CPD strengths. This
49
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figure is also referred to as ‘Teacher Expertise’ by Zepeda as adult learner (2012),
and King as professional growth (2016),
or ‘Professional Teacher’ by Fullan as
career-long learner (1993). After all, this
figure is shared by many authors.
In order to conduct further research
concerning this study and the reviewed
literature, it is pertinent to consider
the following reflections. Some major
weaknesses of CPD are CPD-planning
imbalance concerning individual needs
and those demanded by the center (Day
& Pennington, 1993). On the contrary,
creating networks that avoid potential
isolation would reinforce CPD processes (Law & Glover, 1997). In other
words, in first instance CPD must focus on planning quality, as well as on
shared leadership, center organization,
and designing a contextualized evaluation where teacher implication would
be vital. According to Opfer & Pedder
(2010), ‘it is a question of leadership
and participation based on holistic, coherent and strongly articulated vision
programs’ (p. 511) ‘because teachers
themselves are mentors within their creative teams’ (Babich & Panevina, 2016,
p. 514). According to these authors,
the failure is also determined by the
lack of solid theories that support and
guide multidimensional CPD-planning
in schools – and no longer linear plans.
Another open window, barely explored,
highlights interpersonal relations in the
center as CPD side effects indexes (Sun,
Penuel, Frank, Gallagher, & Youngs,
2013). This last facet is clearly glimpsed
in IES Murcia.
On the part of research gaps, the room
for participation attributed to teachers in

the management of their needs is limited
and standardized into the study fields.
‘Scholars have rarely investigated how
people become informal leaders who
‘walk ahead’, model learning and innovation, and develop relationships and
networks to extend their own learning
and influence others’ (Collinson, 2012,
p. 247). In our case, it is possible to
glimpse the idea of giving more freedom to teacher organization in order to
provide favorable opportunities to become CPD authors. In this way, teachers would be primarily responsible of
students learning. At the same time, they
should develop self-management of the
improving learning process: focusing
CPD efforts on involved and diversified systems rather than on an adjusted
teaching figure (Wright, 2015).
A second research gap seems to be
the lack of student participation in CPD
reviews, which paradoxically seek to
increase their learning. It would be pertinent to conduct further investigation
concerning the involvement of this population, since they are the reason of CPD
initiatives. In this manner, education results would be taken in relation to the efforts for which they were constituted. For
this reason, we can well finish this paper
by quoting expert statements: ‘The ultimate measure of teacher leaders’ contributions is the impact on student academic
achievement’ (Wynne, 2001, p. 3). And to
conclude:
‘The combination of a scientific
research paradigm and closeness
to applied contexts is a central issue in understanding possibilities
and limitations of ‘the field’. […]
The most straightforward way to
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see this combination is that school
improvement applies the results of
effectiveness research and school
improvement research is involved
with the design and monitoring of
implementation of change processes’ (Chapman, Muijs, Reynolds,
Sammons & Teddlie, 2016).
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