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Executive summary 
This toolkit is developed as a resource for providers of teaching-related continuing professional development 

(CPD) in higher education (HE). It focuses on capturing the longer-term value and impact of CPD for teachers 

and learners, and moving away from immediate satisfaction measures. It is informed by the literature on 

evaluating higher education teaching and by empirical research into practice across the sector. It provides a 

series of templates that can be used to create bespoke CPD evaluations to capture impact through evaluation 

before, during and after an activity or event. In essence this follows a five-step process:  

1. analysis of staff and programme development needs in relation to previous feedback, institutional 

and departmental priorities; 

2. establishing learning outcomes for the CPD activity and the aims of the evaluation; 

3. consider HOW and WHEN to evaluate impact, considering the aims and learning outcomes; 

4. deliver or facilitate the CPD activity and commence ongoing evaluation. This may be ongoing over 

several years; 

5. disseminate the findings and share the lessons learned.  

The toolkit is focused around supporting staff to develop meaningful evaluation processes, using standard 

social science research methods, supported through a suite of 12 templates that offer structure to the 

selection of questions to pose. The approach advocates evaluation activity before, during and after events, 

with the emphasis on repeating the evaluation after six months and two years to gauge longer-term impacts. 

The annual university cycle means that opportunities to act on information gained in a CPD activity often 

cannot be used for 18 months to two years.  

The templates are a primary resource that the authors hope others will contribute to, allowing us to expand 

and refine the database of questions and the scope of the templates.  

These templates are included within this report. 

This Higher Education Academy (HEA)-funded project had the specific aim of “creating state of the art 

knowledge and understanding relating to how the impact of CPD schemes on the student learning 

experience can be measured”. The project addressed three specific areas:  

1. updating the literature in Parsons et al. (2012) entitled The impact of teaching development programmes 

in higher education (launched in conjunction with this report); 

2. researching current practice in HE to measure the impact and effectiveness of CPD provision; 

3. designing and testing a toolkit for the assessment of the effectiveness of CPD. 

The literature demonstrated an established body of work relating to the evaluation of CPD across all sectors 

of education, but much of this work is small-scale, focusing on the evaluation of specific CPD interventions 

(e.g., the provision of training to support the use of new technologies) at the local level over relatively short 

timescales. The outcomes show demonstrating clear cause and effect relationships between CPD and 

practice is rarely evidenced. The influences on CPD and teaching are multifaceted (Figure 1), and this 

complexity is inherent in the various models of evaluation present in the literature (e.g., Fink 2013; Guskey 

2002). In order to make sense of this complexity, we argue approaches to evaluation are needed that are 

longitudinal and integrate data that evidence the value of CPD activities. This involved integrating evidence 

from different timescales, sources (e.g., self-reflections, peer/student feedback) and perspectives (e.g., 

participants, managers and learners). Current practice too often concentrates on capturing participants’ 

immediate satisfaction with a CPD activity. Relatively little is known about longer-term impacts and relevant, 

measurable sources of evidence. 

The literature review identified clear limitations to the scope of current work and apparent gaps in the level of 

expertise and knowledge regarding practice to evaluate teaching-related CPD. This informed the national 

audit which was administered to providers of teaching-related CPD within the UK. The audit captured data 
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surrounding the provision of teaching-related CPD across a range of institution types (e.g., college-based, 

private provider, teaching-focused and research-focused) and current practices around the evaluation of this 

provision. Although the survey was only open for two weeks, due to successful dissemination through 

regional and national networks, a 16% response rate was achieved.  

All HE providers have a remit for the provision of teaching-related CPD, however, expectations for 

engagement with this provision varied considerably with institution type. Greater engagement with teaching-

related CPD was documented in teaching-focused institutions; more significantly there were varying 

expectations according to role. The practice of evaluating teaching-related CPD was patchy across the sector. 

Those with a remit for the provision of CPD were aware of the need for evaluation and demonstrated a 

willingness to develop their expertise, while current practice centred on capturing participants’ satisfaction at 

the end of event. These evaluation satisfaction surveys concentrate on the perspective of the participants. 

The extent to which other data sources were drawn upon to evidence impact were minimal and the absence 

of the student voice in evaluations was notable. Few examples of longer-term evaluation or more robust 

evaluation approaches were documented. Where innovative practice was captured, these were developed 

into the case studies, see Appendix 4.  

The literature review and audit provided a valuable starting point for the development of the toolkit of 

templates to evidence the value and evaluate the impact of teaching-related CPD. The research was informed 

by a number of evaluation frameworks including Chalmers et al. (2012), Guskey (2002) and Fink (2013). 

Collectively these frameworks identified mechanisms for evidencing the value of CPD across teachers (and 

their practice), students (and their learning) and institutions. A series of templates was developed (see 

Section 3) for use by those involved in the design and delivery of teaching-related CPD. They encompass the 

main forms of teaching-related CPD taking place across the sector (examples) and can capture evaluation 

data from prior to implementation of a CPD activity up to 12-24 months after it has been completed. This will 

allow CPD providers, and those engaging with these activities, to determine the potential impacts and take an 

active role in determining future CPD plans. Between March and June 2015 these templates were extensively 

piloted across the sector with 40 individuals in 12 contrasting HE settings.  

  



7 

1. Introduction 

1.1. Drivers for evaluating the impact of continuous professional 

development activities in higher education 

Interest in the value of continuing professional development (CPD) for teachers in HE has increased in 

response to a changing and complex landscape (Figure 1). This is motivated in part by policy developments, 

including the DfES (2003) English Education White Paper, the role of the QAA in monitoring teaching quality, 

the launch of the UKPSF in 2006, ‘Students at the Heart of the System’ (BIS 2011) and the requirements of 

HESA (2012) to provide teaching qualifications of university staff. These developments are paralleled by 

changes to fee structures which position students as ‘consumers’ of HE (Clarke and Hollingsworth 2002). The 

student voice is captured through instruments such as the NSS, PTES and PRES, and HE is publicly 

accountable and scrutinised for teaching quality by the QAA (Stoakes 2013). Teaching and learning is being 

used by policymakers to make distinctions between HE providers.  

These changes have impacted on an increasingly complex HE sector, with respect to the diversity of 

providers, and differing policy levers acting on provision across the four UK nations. In England, successive 

government initiatives and policies have led to a clear agenda emerging with respect to CPD for those leading 

and supporting teaching and learning (Spowart et al. 2015). While training for new lecturers is commonplace, 

following the Browne Review (2010) the spotlight has also been placed on CPD for more established staff 

(HEA 2012). 

CPD practice includes the Postgraduate Certificate in Teaching and Learning in the UK (LTHE/PGCAP or 

equivalent), short training courses; in-situ training; consulting, peer review and mentoring; student 

assessment of teaching; and intensive staff development (Prebble et al. 2004). Such provision has been in 

place for many years, and recently been supported by the ongoing uptake of the UKPSF (Turner et al. 2013; 

HEA 2012).  

There have been a number of seminal studies of this area (Gosling 2008; Ling 2009; Turner et al. 2013), and 

meta-reviews of the literature (Chalmers et al. 2012; Parsons et al. 2012). These studies found widespread 

consensus about the value of CPD in teaching but identified issues with how impact is measured, with 

respect to content and methodology.  

In terms of method, to date, much CPD evaluation relies upon a snapshot which takes place in situ, post 

intervention and seeks measurement of satisfaction, rather than of those changes to thinking and practice 

which develop over time (Bamber 2013; Rust 1998; Sword 2011). These studies have provided a useful 

benchmark in terms of the direction future work should take. Greater consideration needs to be placed on 

measuring the breadth of impacts from CPD activities, looking beyond immediate satisfaction, to how CPD 

changes practice in the longer term and also shapes student learning.  
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Figure 1: The position and possible influences on teaching-related continuing professional development in 

higher education  

 

Bamber (2013) calls for a greater focus on ‘evidencing value’ which will encourage a move away from 

quantitative measures of ‘satisfaction’ with respect to whether intended outcomes have been achieved, 

towards more reflexive approaches that consider soft and hard outcomes. Measuring these so-called ‘soft’ 

impacts, such as increased confidence, thinking differently, and a willingness to change practice, all of which 

benefit student learning, are challenging and require greater attention to be placed upon the process and the 

outcomes of CPD (Bamber 2013). The use of qualitative data is advocated, as such information when viewed 

alongside the standard quantitative measures, can develop a more nuanced understanding of commonalities 

and differences across different approaches and contexts for CPD in teaching and learning (Chalmers 2008; 
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Shavelson 2010). This would also allow the scope of future CPD evaluation to look beyond an individual’s own 

practice to impacts they have on their students, their colleagues and institutional ways of working (Bamber 

2013).  

1.2. Moving from satisfaction to value and impact 

The research for this project has identified that most developmental teaching and learning activities with 

academic and professional staff in HE is evaluated through post-event questionnaires, sometimes called 

‘happy sheets’. These tend to focus on the participant’s immediate satisfaction with the teaching, the 

resources provided and the ‘housekeeping’ at the event. While of immediate value to the event organiser, 

these data contribute little to our understanding of the value CPD has for teaching and learning, and the 

impact of staff development on curriculum and the student experience.  

Brew (2007) and Gosling (2008) identified an urgent need to better understand the ways in which teaching-

related CPD influences teaching quality and student learning in HE, but this is a challenging and contested 

area (Saunders 2014; De Vries et al. 2013; Gunn and Fisk 2013; Parsons et al. 2012). The HE landscape is 

evolving as students are more frequently positioned as ‘consumers of’ rather than ‘partners in’ HE (BIS 2011). 

Teaching and learning are now commonly used by policy makers and students alike in making distinctions 

between HE providers. There have been longstanding efforts to define and promote teaching excellence 

through initiatives such as the National Teaching Fellowship Awards, Centres for Excellence in Teaching and 

Learning and the Fund to Develop Teaching and Learning. These initiatives have operated alongside 

instruments such as the UKPSF and the SEDA Professional Development Framework to promote teaching-

related CPD. Traditionally these frameworks were used to accredit institutionally-based courses designed to 

introduce the practices of university teaching; however, more recently, their scope has extended to include a 

greater range of teaching-related CPD. Despite the growth of teaching-related CPD within the UK and beyond, 

the evaluation of teaching-related CPD is relatively under-developed (Bamber 2013). The current practice 

referred to above represents a narrow conceptualisation of the potential impacts of CPD and does not 

provide evidence of the value of CPD to teaching and learning and the student experience (Fink 2013). 

Teaching-related CPD can have a range of impacts over differing timescale, including changes to conceptions 

of teaching and learning, developing individuals’ skills, knowledge and experience, and teachers’ behaviour, 

all of which can have an impact of student learning and institutional culture (Guskey 2002). An approach to 

evaluating CPD needs to be adopted that is both systematic and sensitive enough to capture these potential 

impacts to ensure we continue to provide CPD which is responsive to the demands of the contemporary HE 

environment (Figure 2). 
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Figure 2: Evaluation of CPD in HE 

 

1.3. Toolkit development  

The toolkit was developed through: 

 a comprehensive literature review which updated the work of Parsons et al. (2012);  

 a national audit which reported on trends in evaluating teaching in UK higher education; 

 the development of institutional case studies to exemplify different approaches to evaluation; and  

 piloting with 40 staff in 12 pre-‘92 and post-’92, and college-based HE institutions.  

The original intention in developing this toolkit was to “customise, refine and extend the processes developed 

by Chalmers et al. (2012) to evaluate teacher preparation programmes”. Chalmers et al. (2012) highlighted the 

value of flexible design, a broad evidence base, and the value of capturing reflections over extended 

timescales. We also drew on other contributions to the study of ‘evaluation’ in HE and school-based 

education, particularly:  

1. Amundsen and Wilson (2012) who highlight the importance of planning the design and evaluation of 

CPD at the same time.  

2. Cashmore et al. (2013) who demonstrate the complexity of the data in career progression research 

and the challenges associated with collecting it. 
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3. De Rijdt et al. (2013) who identify factors that determine the impact of CPD such as participants’ 

motivation to engage in CPD, and the complexity of ‘transfer’, that is integrating learning from a CPD 

activity into practice. 

4. Fink (2013) identifies the range of ‘stakeholders’ that need to be considered in order to evaluate the 

impact of CPD. These stakeholders represent institutional leaders, CPD providers, students and 

teachers. 

5. Guskey (2002) and Kreber and Brook (2001) both discuss and critique the complexity of CPD and the 

varying levels at which we need to evaluate potential impacts. Guskey (2002) identifies: participants’ 

reactions, participants’ learning, organisational support and change, participants’ use of new 

knowledge and skills, and student learning outcomes. Kreber and Brook (2001) identify participants’ 

perceptions, participants’ beliefs around teaching and learning, participants’ teaching performance, 

students’ perceptions of teaching performance, students’ learning and effects on the culture of the 

institution. 

The ideas presented by these authors informed the philosophy and framing of the toolkit, its practical use 

and applicability. The final version draws particularly on Chalmers et al. (2012), Cashmore et al. (2013) and our 

UK-based (national) audit of current practice (Figures 3 and 4). 

Figure 3: Overview of toolkit development  

 

1.4. Considerations informing the toolkit 

The scope and focus of the toolkit 

Many existing resources capture evaluation data around satisfaction with an event. Here the primary focus is 

on identifying changes in thinking, practice, behaviour and action (Bamber 2013; Rust 1998; Sword 2011) as 

integral to identifying impacts over the longer term and the effect on student learning. Measures encompass 

the so-called ‘soft’ impacts such as increased confidence, thinking differently, and a willingness to change 

practice, which benefit student learning but are challenging to measure (Bamber 2013). These changes were 

framed with respect to the following categories identified within published studies on CPD which discuss the 

common goals and anticipated outcomes of CPD (e.g., Guskey 2002; Kreber and Brook 2001):  
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Figure 4: Detail of toolkit development  

 

 changes in participant conceptions of teaching and learning;  

 changes in participant teaching behaviour; 

 changes to students’ perceptions of teaching;  

 changes to student learning outcomes; and  

 changes to organisational culture around teaching and learning. 

Applicability 

Fink (2013) clarified the range of stakeholders, institutional leaders, CPD providers, students and teachers 

who may use the process and interact with the outcomes of an evaluation. The toolkit is designed to allow 

these different groups to evaluate their CPD activities. 

Promoting a longitudinal approach to evaluation 

The ability to evaluate over time is essential to identify potential impacts (Bamber 2013) and the importance 

of identifying and implementing the process across extended timeframes is integral to the approach.  

Drawing on qualitative and quantitative data 

Drawing on a range of data as evidence ensures a more reflexive approach to evaluation, and potentially 

sensitive to the complex nature of impact (Fink 2013). The value of using qualitative data alongside 

quantitative measures can develop a more nuanced understanding about commonalities and differences 

across different approaches and contexts for CPD in teaching and learning (Chalmers 2008; Shavelson 2010). 

Promoting a flexible approach to methods of data collection 

In order to ensure that the toolkit is responsive to a diverse range of HE contexts and CPD activities, it should 

enable flexible data collection. This toolkit offers the potential to consider a range of ways in which 

quantitative and qualitative evaluation data can be captured, promoting for example, the use of focus 

groups, interviews, or reflective logs for data collection.  
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Encouraging those engaged in evaluation to reflect on a range of data 

Encouraging individuals and teams to draw on multiple sources of evidence, including existing data, can help 

evaluation to be robust and captures the broad range of impacts. Such data might include self-reflections, 

module evaluations, feedback from colleagues, and reviews of data on student performance, retention, 

progression and from NSS, PTES and PRES. 

The toolkit also provides guidance on: 

 Evaluating CPD participants’ reactions, satisfaction and experience of a CPD activity. Currently this is the focus 

of much evaluation practice, and though it provides limited information regarding the impact of CPD 

activities, it does give essential information on areas such as the content and delivery of a CPD activity, 

the facilitator and the administration, facilities and logistics. This immediate evaluation also provides 

baseline data against which to consider longitudinal findings (see Template 12).  

 Methods of data collection. In order to encourage CPD providers to consider alternate ways of evaluating 

practice, the toolkit includes a brief overview of the potential role of questionnaires, interviews and focus 

groups in evaluation. Information is provided on the strengths and challenges of each method of data 

collection, methods of implementation and ethical considerations. Additionally, a resources list to assist 

in these collection methods is provided (see Template 2 and Appendix 3).  

 Using evaluation data. The use of evaluation results is potentially sensitive and there may be tensions 

between the need to inform further educational development and a desire to monitor or judge 

performance. The toolkit therefore includes guidance relating to communicating information about CPD 

impact, guiding understanding, formats and media for reporting findings, responsibilities to stakeholders 

and other ethical issues (see Appendices 1-3). 

1.5. Measuring impact or evidencing the value of CPD? 

CPD evaluation can be viewed in a causative way: for example by attending a course, a participant will 

become a better teacher. However, CPD impact and value is complex, the learning that takes place and the 

actions that result are dependent on a range of factors associated with both the individual designing and 

implementing the CPD activity, and the participants who engage with the provision. These factors include an 

individual’s experience and position, their motivations for engaging with a CPD activity, the culture of their 

department and institution, and the attitudes and experience of those providing the CPD (De Rijdt et al. 2013; 

Han 2012; Stewart 2014). Therefore, it may be more realistic to adopt an approach to evaluation which aims 

to ‘evidence value’ (Bamber 2013), gaining insights into the impacts of CPD activity that are based on a 

“contingent and contextualised way of thinking” (Bamber 2013, p. 5). This approach can be sensitive to the 

values and professional judgement that inform the development of a CPD activity, and to the HE context.  

To achieve this goal we need to look beyond asking what change has taken place, to consider explicitly what 

progress has been made to inform future developments (Trigwell et al. 2012), and to take a more formal long 

term approach to gain insights into what has been learnt and transferred to practice (De Rijdt et al. 2013). 

This needs to be supported through evidence drawn flexibly from student data, learner analytics, HE 

corporate data and self-reflection questionnaires, focus groups and interviews that consult with a wide group 

of stakeholders (e.g., peers or students, either directly or indirectly through feedback or reviews of 

assessment performance) to provide insights into practice.  

Fink (2013) and Hines (2009) advocate the need for a formal approach to evaluation to ensure the process 

adopted is systemic, goal-oriented (i.e. aligns with the original intentions of the CPD activity), draws on 

multiple sources of evidence that are measureable and provide evidence of impact. Inherent in this approach 

is an awareness of the values and professional judgment that have shaped CPD provision. It would therefore 

result in an evaluation that is evidence-informed and designed to align with the aims of the CPD activity, 

taking account of student expectations and the wider programme and institutional contexts, including 

external stakeholder, professional body and discipline nuances. 
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This report provides an introduction to undertaking impact evaluation to evidence the value of teaching-

related CPD. It has been developed through research with HE CPD providers. In summary, the templates it 

provides should:  

 identify current strengths and weaknesses in teaching-related CPD activities; 

 support the planning of future activities to ensure they remain relevant and responsive; 

 enhance understanding about the connections between teaching-related CPD and student learning; and 

 provide resources to stimulate a culture of reflecting on practice and advancing professional currency. 

Underpinning the approach is the principle that evaluation is an integral part of the HE CPD process. How can 

we know what works in academic development activities if we do not measure its value appropriately? When 

designing curriculum and creating learning outcomes we could usefully be asking ourselves: “How do I know 

this works?” and operationalising methods which can help us to find out. This suggests that evaluation is built 

into CPD from the outset and that it is longitudinal, exploring conceptual and behavioural changes within the 

institutional context and that, importantly, includes the student voice. In addition to generating data for the 

CPD provider, evaluation can be used as a CPD activity in itself, prompting reflection on practice and 

identifying current and future CPD needs.  

The templates encourage those providing CPD to engage in meaningful dialogue around the design, 

implementation and evaluation of their work and to stimulate dialogue with important stakeholders across 

the institution (e.g., funders, providers and CPD recipients). While this research has been undertaken in the 

context of professional development activities with academic staff, the general principles behind impact 

assessment could arguably apply to all teaching and learning activities. 

2. Using the templates for evaluation  

Evaluation research should not be regarded as the second cousin of other forms of education 

research. Done well, it requires ethical attention, craft skills and a connoisseur’s nose. (Cousin 

2009, p. 239) 

The ambition of this report is to provide a practical resource for users. The approach is designed with five 

non-linear stages (analysis of need, establishing learning outcomes for CPD, the how and when to evaluate, 

delivery of the CPD activity and dissemination), summarised in Figure 2. It is anticipated that those involved in 

teaching-related CPD move between these stages to ensure their approach to evaluation, and therefore their 

CPD activities, remains responsive and reflective. The steps outlined below align with good research practice, 

whereby data is collected in a robust and ethical fashion, reflected upon to make recommendations for 

future practice, and disseminated to others. This ethos is the heart of this toolkit process and will ensure a 

critically reflective stance to the promotion of evaluation.  

2.1. Analysis of staff and programme development needs in relation to 

previous feedback, and institutional and departmental priorities  

Initially it is important to be clear about what constitutes professional development in your institutional 

context. CPD is a continuous, iterative and overlapping process (De Rijdt et al. 2013) which includes: 

 engaging in teaching-related and other CPD activities both institutionally and nationally;  

 applying the concepts and skills developed in teaching practice; 

 evaluating which aspects of practice work, which do not, and reflecting on the reasons why; and 

 developing action plans based on evaluations and reflections for further improvement (Guskey 2002; Lee 

et al. 2013; Trigwell et al. 2012). 
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Evaluation and the planning and delivery of CPD should be aligned and interconnected from the outset. 

When commencing a conversation about evaluation, a useful starting point is to consider institutional and 

departmental priorities. The perceived relevance of a CPD activity, to an individual’s own practice, their 

disciplinary traditions, and the practice and priorities of their home department can determine whether the 

learning that takes place within a CPD activity is transferred into practice (De Rijdt et al. 2013). CPD that is 

connected to an individual’s everyday working life or embedded into what they do has been recognised as 

having the greatest impact on practitioner behaviour (Han 2013). Useful prompts to stimulate such 

discussions could include issues raised through the various teaching and learning committees that regularly 

take place at departmental and institutional level, as these can identify potential areas of CPD need. 

Institutional and departmental dataset are potentially useful in highlighted areas for CPD (Trigwell et al. 

2012). In particular, student feedback through the NSS, PTES, PRES or module and programme evaluations 

can inform CPD needs; indeed, the NSS has led many institutions to place a focus on assessment and 

feedback for their staff CPD (Kovacs et al. 2010). As part of the annual planning process, a schedule of staff 

development activities can then be developed to align with these priorities. Table 1 illustrates some of the 

internal and external data which can be used to inform and evaluate the CPD offer. 

Existing evaluation data also helps with planning. Where a CPD activity takes place regularly (e.g. as part of an 

annual cycle) the individual or team planning and implementing CPD can review feedback from previous 

years. For accredited CPD courses, feedback may come from various sources (e.g., external examiner reports; 

participant satisfaction surveys; programme committees; teaching and learning committees). While this is 

helpful, try not to be limited by the scope of previous evaluations; broaden the planning to consider other 

institutional or departmental influences.  

Table 1: Examples of data sets that can be used to inform a CPD offer and reflect on CPD provision  

Data/system  Detail  Level of analysis  

Academic achievement/ 

good honours profile 

Assessment grades Academic achievement/ 

good honours profile 

Alumni  Graduate surveys Institution 

Attendance Increasingly attendance data is available Class Module Programme 

Institution 

Destination of leavers in 

higher education (DLHE)  

Ascertains the occupation of graduates six 

months after they complete their degree 

Programme Institution 

HESA data relating to staff 

qualifications 

Includes data on the number of staff with 

teaching qualifications/recognition through the 

UKPSF  

Institution  

Institutional input data on 

students 

Includes data on gender, ethnicity, 

internationalisation, disability, progression, 

retention, achievement, NSS 

Module Programme 

Department Institution 

Institutional end of year/ 

end of stage questionnaires  

Normally end of each stage – the content varies 

in each institution may mirror NSS 

Programme Institution 

Key Information Sets (KIS) Proportion of time spent in various learning and 

teaching activities 

Programme Institution 

Module evaluation  End of module questionnaires – normally 

focused on student satisfaction 

Module 

National Student Survey 

(NSS) 

Postgraduate taught 

experience survey (PTES) 

The teaching on courses Assessment and 

feedback Academic support Organisation and 

management Learning resources Personal 

development 

Programme Institution 
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Postgraduate Research 

Experience Survey (PRES) 

Undergraduate experience 

surveys 

Pedagogic research project 

outcomes 

Depending on the focus of the project may 

obtain local level information on teaching 

practices, student experience etc. that could 

inform CPD 

Module Programme 

Department  

Retention and progression Proportion of students discontinuing their 

studies 

Programme Institution 

Staff survey feedback Identify engagement with CPD and CPD 

ambitions 

Institution 

Student awards schemes Student Union awards/student-led awards for 

excellence in teaching 

Programme Institution 

Student Representative 

system  

Evident across the sector provides a way to elicit 

and capture student feedback on teaching and 

learning issues  

Programme Department 

Institution 

2.2. Establish learning outcomes for the CPD activity/aims of the 

evaluation 

The effects of academic development in general, and teacher professional development in particular, are 

wide-ranging and evaluation therefore is not simply about measuring efficiency. As in many fields, 

development means not only building knowledge and skills but also developing a professional identity 

(Rienties and Kinchin 2014; Smith 2010). The transfer of learning into practice happens over time and is 

subject to complex influences (De Rijdt et al. 2013). Value on student learning or engagement is particularly 

difficult to evaluate as even where changes can be identified, attributing these to teachers’ professional 

development is extremely difficult (Cousin 2013; Stes et al. 2013b; Trigwell et al. 2012). The questions 

provided in the templates provide prompts and suggestions to aid better articulation of these links (see 

Section 3).  

Evaluation should be aligned to the learning outcomes and objectives of the CPD activity and be designed to 

evidence the value teaching has had on learning. However, this is not as straightforward as simply asking 

students if they feel they have been taught well. It involves a holistic approach to understanding teaching as a 

set of interrelated activities which have direct and indirect value for students, departments and institutions 

(Stes et al. 2013b; Trigwell et al. 2012). Value can be interpreted differently and depends on the context in 

which it is being considered, reflecting the situated nature of CPD (Bamber 2013; Boud and Brew 2013). The 

types of indicators that have appeared in the literature on value and impact in the context of CPD are 

presented in Table 2 and these are used throughout the report to provide a suggested structure for 

undertaking evaluation. Templates to help design an evaluation strategy that best represents the learning 

outcomes of your CPD activity are presented below.  

To better articulate and evidence the value CPD has had on practice the following are useful principles in 

evaluation:  

 be clear about what changes in practice the CPD intends to achieve; 

 articulate these changes explicitly in the evaluation; and 

 consider how you might evidence these changes.  
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Table 2: Evaluation indicators that can be used to evidence the value of CPD (Adapted from: Guskey 2000, 

2002; Kreber and Brook 2001)  

Evaluation theme  Insights gained 

Satisfaction/reaction of CPD 

participant  

Response to resources, teaching delivery and events 

Motivation Continued participation on CPD  

Self-efficacy  

Confidence  

Reward and recognition 

Changes to teacher 

conceptions of teaching and 

learning  

Teacher reflection and development over time (often after undertaking a 

CPD course or similar) 

Knowledge 

Skills  

Attitude 

Changes in teacher behaviour  Application of ‘skills’ (e.g. lecturing, giving feedback, using specific 

innovations or working with particular subject-based concepts or 

materials) 

Teacher success in receiving teaching-related grants and awards 

Engagement in scholarship and research 

Curriculum developments  

Collaboration with others to develop teaching and learning  

Changes in student learning  Student satisfaction with teaching 

Student learning 

Student orientation to studying 

Student ability to demonstrate critical thinking 

Student perceptions of learning 

Student achievement 

Impact on institution Expectations around teaching within departments 

Expectations around sharing teaching-related knowledge and good 

practice  

Institutional context for teaching enhancement: 

Policies, strategies, recruitment 

Opportunities for reward and recognition 

Enhanced use of peer networks  

Conference attendance 

Impact on institution Expectations around teaching within departments 

Expectations around sharing teaching-related knowledge and good 

practice  

Institutional context for teaching enhancement: 

Policies, strategies, recruitment 

Opportunities for reward and recognition 

Enhanced use of peer networks  

Conference attendance 
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2.3. How and when to evaluate  

Evaluating CPD should constitute harvesting data from existing resources and generating new empirical data 

over longitudinal timeframes.  

Using existing datasets  

Trigwell et al. (2012) emphasise the benefits of using data collected by the institution (Table 1) in conjunction 

with empirical data collected by the CPD provider to develop holistic understandings of the value of CPD. 

These data can be framed as baseline: institutional context, the CPD offer, lecturers’ initial experiences and 

beliefs about teaching; and what is known about student learning; as intervention data: the purpose, content 

and delivery of the CPD activity; and as value data: the value that the activity or event had for staff practice, 

for student learning and the wider institutional context.  

Generating empirical data  

Many researchers caution against taking too narrow an approach to assessing value and against measuring 

only those things which are easily quantified (Bamber 2013; Chalmers et al. 2012). The current focus on 

accountability and a quick outcome is a recognised limitation of current evaluation practice (Bamber 2013). A 

more holistic approach to CPD and impact evaluation may nurture a move to enhancing aspects of CPD that 

take rather longer to demonstrate enhancement or change (De Rijdt et al. 2013).  

Complementing existing datasets with empirical data from participants, students and the wider institution is 

essential for understanding and evidencing the value of CPD (Bamber 2013). Using a range of quantitative 

and qualitative approaches including questionnaires, interviews, reflections (oral and written), focus groups, 

observations and journals can help to capture the complexity (Cousin 2013; Stes et al. 2010) inherent in 

teaching and learning. 

Ways of working towards a more coherent articulation of value might include: 

 staying alert to the complexity in relation to measuring value; 

 considering the range of perspectives from which to consider it (teacher, student, institution and 

programmes); 

 drawing on a range of quantitative and qualitative measures; and 

 exploring value over time. 

Using a mix of qualitative and quantitative methods (see Appendix 1) is also useful because it produces 

different types of data which can be helpful when communicating value to different audiences (Chalmers et 

al. 2012).  

There is a clear need for adopting an approach to evaluation which is robust, reliable, and valid, which will 

ensure evidence-informed insights are gained (Table 3). These concepts are integral to effective research 

design, and should be viewed from a similar perspective with respect to the design and implementation of an 

evaluation protocol (Cousin 2009). It will also mean data captured at different stages of the CPD (and transfer) 

process can be reviewed and reflected upon (De Rijdt et al. 2013).  
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Table 3: Reliability and validity 

Reliability:  

Producing the same findings 

under the same circumstances 

Reliability is dependent on asking the right questions and using well-

designed and appropriate methods. The templates are organised around 

evaluation themes which can be embedded into a range of data collection 

methods and used with a range of stakeholders (see Templates 3 to 8).  

Validity:  

Valid representation of the 

subject of evaluation 

The template structure and questions advocate measuring the value 

and/or impact for teaching, learning and the wider institution over a six-

month to two-year period.  

Template 12 collates satisfaction questions. 

Everyone is an evaluator  

All stakeholders should be involved in exploring the value that CPD of teaching skills has for student learning. 

The student voice is captured through datasets and sources (Table 2), and lecturers can generate data in their 

own practice to better understand and respond to evaluation questions about student learning. These 

include:  

 asking meaningful questions of their own practice, and of their own students to identify where there is 

need for change;  

 asking aligned and relevant questions of students about their practice and its value; 

 ‘classroom’-based action research which introduces an intervention and then measures change in, and 

value for, learning;  

 engaging in pedagogic research;  

 developing case study approaches to capture evidence of change;  

 using quantitative and qualitative instruments to capture student feedback including module evaluation; 

and 

 using consistent methods and questions to evidence impact across a number of events and years of 

delivery, creating longitudinal evidence.  

In order to engage effectively in these activities, lecturers will need to be ‘feedback resilient’, engaging 

critically and reflectively with feedback on the impact and value of their teaching (Campbell et al. 2009). 

Feedback resilience involves trust between staff and students in terms of how their feedback will be used, 

and creating situations where there are meaningful conversations or dialogues around teaching and learning. 

For examples, see Campbell et al. (2009) and Case Study 3, Appendix 4.  

It is important to distinguish between local module and programme data and institutional data, as the latter 

may have been collected for reasons other than evaluation, which may impact on their relevance to the 

evaluation design and the insights which they provide. Equally it is important to remember that the 

underlying motivations behind an individual’s engagement with a CPD activity can vary, which may, in turn, 

have an impact upon their willingness to engage with an evaluation activity and the contribution they make to 

this process. Studies have shown participant motivation can impact on the level of learning they engage with 

during a CPD activity and the extent to which this learning is transferred to practice (De Rijdt et al. 2013). For 

example, individuals may participate in CPD because they want to enhance their knowledge, skills or 

expertise, or because they are expected to for probationary or institutional requirements. Likewise 

evaluation strategies may be implemented because of internal or external drivers (e.g., programme review 

and quality assurance expectations), or because the team recognise the inherent and on-going value to 

enhancing provision and ensuring it remains relevant (Bamber 2013).  
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Evaluating over time  

Good research practice leads us to create benchmarks as starting points from which to measure change and 

learning gain, because it takes time for value to become evident, so early stage thinking is essential (De Rijdt 

et al. 2013). Certain types of questions are better placed in earlier evaluation stages, for example, those 

measuring satisfaction and immediate changes to conceptions about teaching and learning. Questions that 

explore the longer-term impacts of learning from a CPD activity to practice, outcomes for students learning, 

colleagues, the department and institution, are better placed at later stages in the evaluation process (De 

Rijdt et al. 2013).  

The templates reflect these recommendations by: 

 proposing a longitudinal structure for empirical data collection; 

 suggesting a set of research-informed evaluation themes and open questions to prompt a 

comprehensive evaluation strategy; and 

 suggesting a range of methodological approaches and resources to help best evidence the value of CPD. 

2.4 Deliver and evaluate the activity  

While this may seem an obvious stage, it is important to ensure adequate time is allocated to the planning 

and preparation of the evaluation. This will guarantee the evaluation activity will integrate effectively into the 

CPD activity, and create outcomes which may inform institutional planning and ways of working in a timely 

fashion. Only when the evaluation is planned should the CPD activity commence. It is not a last minute ‘add-

on’. This might present a significant shift in preparation thinking.  

One of the first things to do is to establish a benchmark for participants. This is particularly important for CPD 

activities that extend beyond a day such as accredited teaching courses. Some evaluation could usefully take 

place on day one to establish participants’ motivations for engagement, joining a course, and the knowledge 

and experiences they seek to enhance. There is a balance to be struck between the duration of the CPD 

activity and time spent on evaluation. However, even in short two-hour workshops brief two-minute activities 

can capture information about conceptions of aspects of teaching and learning. Consider using learning 

technologies, such as clickers, to help gather data from large groups efficiently. 

Analysis of the data is best undertaken as a team activity rather than assigned to an individual. You, as CPD 

provider, and members of your team will need to fully understand the results of the evaluation. Begin by 

communicating among the team and deciding how the data will be analysed. Depending on the nature of the 

methods employed and the resources available, you may wish to involve someone independent as a 

researcher (For further guidance see Appendix 3). 

In the analysis phase arrange the data to look for patterns. Interrogate the data using the themes provided in 

the templates. In some cases you will need to link data from different data sources. Focus on what is 

important about your data. What are the results telling you? Are there any surprises? Do the findings make 

sense or do you need to gather more information to help you make sense of what you are seeing? Reflect 

collectively on the findings and consider the implications. Identify the key messages and who best to share 

them with. 

2.5 Disseminate the results, reflect and take action 

For evaluation to be useful in enhancing practice, key messages need to be passed on to the people who can 

influence change (e.g., School/Departmental leaders, Associate Deans, Pro-Vice Chancellors etc.). Who these 

key people are varies depending on the scale and scope of the evaluation and its intended purpose. For 

example, an evaluation undertaken on a course for new lecturers may result in findings that can help to 

develop and strengthen courses, programmes, practices or policies. In this case the outcomes of the 

evaluation would need to be shared with the team involved in the design and delivery of the CPD provision so 

they can engage in the reflective cycle. However, those involved in leading or changing practice around 
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teaching and learning in schools or faculties may need to be included, as they may also inform thinking, 

decisions, actions, recommendations in their area of influence to ensure the learning that takes place in the 

CPD activity can be transferred.  

Who needs to know what? 

Begin by communicating among the team reflecting on the findings and considering the implications. Identify 

the key messages and discuss how dissemination is best effected. 

Participants involved in the evaluation should be told what was discovered in relation to their input and what 

will happen as a result. It is important to be realistic about the potential impacts and outcomes of an 

evaluation, what can be achieved. Stakeholders, including institutional leaders, students, and external 

examiners will have differing interests and priorities. In preparing for the evaluation, attention should be paid 

to any potential concerns or areas of interest these groups may have to ensure these are accommodated 

within the evaluation protocol. Template 1 may assist in identifying such interests or concerns, and could be 

used to stimulate a conversation with these groups.  

Disseminating your findings 

The aim should be to present the evaluation results clearly and convincingly, in a form appropriate to the 

intended audience. Dissemination should take place at multiple points throughout the process. This is 

essential in maintaining engagement with the evaluation process for those included and also to create the 

potential for the evaluation to be dynamic and responsive to the context in which it is taking place. In order to 

achieve this, it is important to show that the findings are trustworthy by describing data collection and 

analysis methods. Where established data collection instruments are used, name these and identify their 

origin.  

Identify the areas of value and focus on the main messages that are to be communicated. These should be 

stated clearly with recommendations tied to the evidence captured through the evaluation process. Including 

examples helps to make the findings convincing; graphics and charts can communicate key points or an 

overview of the findings, case studies and quotations can bring the findings to life. The language used should 

be appropriate to the target audience, using everyday terms as far as possible. This is essential to promote 

accessibility as it is recognised that educational development work has a language of its own (Green and 

Huston 2006). 

Guiding understanding 

Help the audience to understand the significance of the results, through for example, comparing findings 

with the rest of the university, national or international picture. It should not be assumed that the intended 

audience have a deep understanding of teaching-related CPD; explain why a particular result is significant or 

valuable. If quantitative data are being reported, care should be taken in the presentation of these as 

numbers are quick to grasp and can look persuasive, but they do not provide the whole picture. Knowing the 

audience is vital, as is knowing which stakeholders are most likely to want numerical results. Graphs and 

charts can help to avoid misinterpretation, and make descriptive or qualitative findings quick to grasp and 

authoritative. 

Ethical issues 

The approach to evaluation advocated here involves the collection of data from human participants. Any 

research which involves the collection of such data are required to obtain and adhere to clear ethical 

guidelines, such as British Education Research Association (2011). CPD participants are likely to include staff 

from all areas of an institution, and depending on the activity, working across different levels from supporting 

teaching and learning to institutional leaders. Although the focus of the evaluation advocated within this 

resource is quality enhancement, it will involve the collection of data which could also be used for monitoring 

and reviewing performance. This concern is highlighted by Digby Warren in Case Study 1, Appendix 4. In 
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preparing for an evaluation, it is essential that those coordinating the process reflect carefully on the risks of 

exposure, confidentiality, anonymity, and potential harm that might accompany collecting sensitive and 

qualitative data, and obtain ethical approval in line with their institution’s guidelines. This will ensure the 

evaluation aligns with key ethical principles of informed consent, openness and honesty.  

Reporting formats and media 

Reporting the findings of your evaluation can take a number of forms, such as: 

 a formal project report; 

 an internal publication: an institutional newsletter or blog for selected findings; 

 a module or programme site on the VLE to communicate results to student partners, staff-student liaison 

meetings; 

 selected findings used for monitoring purposes, linked to learner analytics; 

 a presentation to relevant committees, course teams, programme leaders, steering groups, other 

stakeholders; and 

 wider communities: it may be appropriate to share findings via mailing lists, newsletter articles, 

conferences and journal contributions – while being alert to ethical issues of confidentiality and data 

protection. 

Acting on the evaluation findings 

Reporting should ‘open the door’ for a conversation with relevant stakeholders so that recommendations can 

be transformed into actions. The timing of dissemination is therefore crucial and will happen at different 

points in the academic year for different stakeholders.  

In conclusion: philosophy underpinning impact evaluation  

Evaluation should ask both the teacher-facilitator and the ‘student’ to reflect and co-learn. In designing an 

evaluation the following points may be helpful guidance:  

 Alignment: Ideally evaluation should be built into a programme at the design stage so that decisions 

about what will be taught and how to measure its value are made together. This helps to align the 

learning and intended outcomes of the CPD activity and the subject of evaluation. Measuring satisfaction 

with CPD is not the same as evidencing its value for teaching and learning. 

 Methods: Adopting a mixed methodology, combining quantitative and qualitative approaches and a 

range of data sources, can help to demonstrate the outcome and evidence the value of CPD. It also 

promotes the collection of a range of data which can be of relevance to a diverse audience. The questions 

in the templates should help refine the nature and scope of evaluative work. Guskey (2002) suggests that 

the key is to ask good questions and that a good evaluation does not need extensive resources. 

 Timing: Evaluation ideally takes place before, during and after an activity so that both short and longer-

term impact and value can be evidenced. Research shows that it can take months and years for lecturers 

to transfer lessons learned through CPD events into practice and that transfer is dependent on a range of 

local environmental factors (De Rijdt et al. 2013). Evaluation should capture this timescale.  

 Inclusion of relevant stakeholders: For evaluation to be useful and its findings to be deemed 

legitimate, it is important to include all relevant stakeholders. These are likely to include the CPD provider, 

the CPD participants, students and leaders of teaching and learning (Managers, Heads of School, and 

Deans) although these may vary between institutional contexts.  

 Context: A CPD activity may take place and have value for its participants, but without supportive 

institutional conditions its value and impact will be difficult to capture. The wider institutional context is 

critical to how CPD is perceived. The extent and speed with which participants can make changes to their 

teaching and therefore to student learning is variable.  

 Be realistic about what can be achieved: Newcomers to evaluation might start by exploring value from 

a single stakeholder perspective before including others. This should allow those new to the process the 
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time to familiarise themselves with the process before embarking on the evaluation of significant 

interventions in, for example, courses and accreditations schemes.  

 Ethics: Evaluation must be conducted ethically. This means it should conform to the relevant institution's 

and/or professional association's ethical guidelines for research and data protection (e.g., British 

Educational Research Association 2011), and also to relevant teaching, learning and assessment policies.  
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3. Templates  

The following templates are designed to assist in the development of evaluation processes that evidence the 

value of teaching-related CPD. They are intended for use by those with a remit for providing and supporting 

teaching-related CPD, typically in an educational or academic development role. However it was recognised 

that these templates may be used by others, and this was considered in the presentation and framing on the 

templates.  

The assumption is that the primary focus of an evaluation will be on the learning or intended outcomes of a 

CPD activity, but users will recognise that different activities evoke different approaches to evaluation. For 

example, taking part in an accredited course over an extended time period is likely to prompt different 

evaluation approaches to taking part in an ad-hoc two-hour workshop.  

Templates1 (Deciding what to evaluate) and Template 2 (Deciding which methods to use in evaluation) are 

designed to frame the process. These are intended to be completed by the individual(s) or team engaged in 

designing and implementing the evaluation. They may require some time to complete and involve the 

collection of institutional or programme-level data. While this can appear time-consuming, completing these 

in full will ensure the resulting evaluation process is rigorous and captures relevant data.  

Templates 3 to 12 offer series of questions to prompt the creation of bespoke interviews, focus groups and 

questionnaire schedules for the following CPD activities: teaching courses for new lecturers (Template 3), 

teaching and learning workshops (Template 4), teaching and learning conferences (Template 5), peer review 

schemes (Template 6), teaching and learning development projects (Template 7), teaching and learning 

mentoring (Template 8), questions for institutional leaders and CPD providers (Template 9), teaching and 

learning accreditation schemes (Template 10), evaluation questions for students (Template 11), and 

questions to evaluate participant satisfaction (Template 12). 

The evaluator is invited to identify which CPD activity, teaching and learning themes and methods they wish 

to use in their evaluation. They are then presented with exemplar sets of open questions (developed in 

consultation with the sector) which represent the evaluation themes and stakeholder groups that can 

demonstrate the value of CPD for teaching and learning. These templates allow users to select questions that 

suit their context. The open questions can be used in their current form or adapted to a range of other 

methods.  

The appendices include links to additional resources and guidance.  

Being alert to needs and opportunities of participant cohorts 

Depending on their role within the institution, staff who engage in CPD may have varying levels of prior 

teaching experience and different opportunities to put their learning from CPD into practice. When using the 

templates, an awareness of the different categories of participants and a consideration of how their teaching 

contexts may affect the potential impact of the CPD are important in relation to evaluation. 

Staff groups who participate in CPD programmes may include: 

 graduate teaching assistants (GTAs); 

 associate lecturers; 

 early career academics; 

 professional services staff (librarians, learning technologists, etc.); and 

 experienced academics. 

These groups may vary widely in terms of their: 

 prior teaching experience; 
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 disciplinary practices; 

 teaching opportunities; 

 ability to influence departmental policy and practice; 

 opportunities to use their learning from the CPD in their practice; and 

 time for reflection. 

In Table 4, we set out some of the needs and opportunities that may characterise these diverse groups when 

it comes to evaluating the impact of their CPD. 

Table 4: Needs and opportunities of participant cohorts 

Staff Group Needs/limitations Opportunities 

GTAs May be new to teaching; may have 

fewer opportunities to change practice 

or to influence others. 

May have recently been undergraduate 

students; have insights into the impact of 

CPD on the student experience; 

enthusiasm for new approaches to 

teaching. 

Associate lecturers May have fewer opportunities to 

change practice or to influence others.  

Short term contracts may inhibit 

experimentation with teaching (Rutz et 

al. 2012). 

May teach in a range of different contexts 

and be experienced teachers. 

Early career lecturers Likely to be new to teaching; may be 

trying to juggle teaching development 

with establishing research career. 

Potential for longitudinal evaluation; can 

consider CPD impact in relation to career 

progression; can enter social/professional 

institutional networks; may have 

departmental support/time release to 

reflect upon teaching development; can 

plan teaching development. 

Professional services 

staff 

May have limited opportunities to 

teach and try out CPD; may not work 

with the same cohorts of students 

over time. 

Opportunities to work across institution; 

potential to collaborate with colleagues 

from a range of departments so can 

influence across disciplines 

Experienced 

academics 

Heavy workload – limited time for 

reflection on the impact of CPD. 

In a good position to influence colleagues, 

policy and strategy; can use leadership 

role to effect change across school, faculty 

and institution.  

Experienced teachers; have access to 

teaching grants; teaching awards; familiar 

with the student experience; links to other 

institutions. 

Educational/academic 

developers 

Work across university departments.  

Interested in evaluation; may have 

limited opportunity or current 

experience of techniques 

In a good position to influence processes, 

policy and strategy with academic staff 

and some students.  

Involved in design and delivery of CPD – 

can model practice in evaluation to 

participants. 
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In Table 4, we have presented some of the limitations and opportunities that staff in different roles might 

experience in relation to implementing their learning from CPD. Specific questions that those who are leading 

evaluations of CPD might consider are: 

1. How will a participant’s prior experience influence the effectiveness of CPD over time? 

2. What opportunities are there for participants to implement learning from CPD?  

a. Are they able to develop the curriculum? Design and implement teaching and assessment 

methods?  

b. Can they influence policy, practice, and peers? 

c. Do they teach on a regular basis? 

3. Do participants have sufficient time to reflect on the impact of CPD upon their teaching? 

4. Do participants work in a context that supports the development of teaching practice? 

An awareness of participants’ current teaching contexts and opportunities may influence the ways in which 

evaluation of CPD is conceptualised and undertaken. These questions might also be used to consider CPD 

policy more broadly. 

Guidance for using the templates to develop an evaluation strategy  

Templates 1 and 2 ask the crucial questions that will help you to establish the sub-sets of questions to be 

asked. These are supported by evaluation question sets in Templates 3-12. With many questions to choose 

from, honing is critical. What do you need to know before, during and immediately after the session (ideally 

within two weeks of completion) to set benchmarks? What should be followed up six months and two years 

later? These are suggested later times but may need varying to capture critical points in the academic year. 

 Terms and definitions: Terminology and definitions for academic development, teaching and learning 

vary between and within institutions. The evaluation themes and template questions attempt to be clear, 

but may need adapting to your own context. 

 Small steps: The toolkit is designed to provide a comprehensive evaluation framework which considers 

all the major stakeholders. However, a user may wish to take a more granular approach, for example 

exploring a specific evaluation theme with a particular stakeholder group. (e.g., through exploring the 

impact on lecturers’ conceptions and changes to behaviour before, two weeks after, and six months after 

a CPD activity). As a user’s interests and experience grow, they may include more themes, time points and 

stakeholder groups, and use the guidance to better evidence changes to lecturers’ practice and to student 

learning to help enhance this in their own and their CPD participants’ practice. This helps to move beyond 

self-reporting on value to more robust forms of evidence. 

 Mix and match the questions across time points: Users may want to evaluate with different cohorts of 

CPD participants at different times, drawing on questions suggested at different time points in the 

evaluation process. It is recommended that common questions are included each time (e.g., questions 

asked either prior to, during or immediately after a CPD activity) to enable the participants to engage 

effectively with the evaluation process and to reflect on past experiences. This assists in gaining insights 

into the learning that takes place through a CPD activity and what is transferred into practice.  

 Be inclusive: HE in the UK is international, characterised by academics belonging to diverse ethnic, 

linguistic, cultural and religious backgrounds. In piloting this resource, the need to consider inclusivity 

with respect to this diversity and the presence of learning support needs. Having a range of evaluation 

methods on offer allows respondents to choose which best suits their needs assisting in promoting 

inclusivity.  

 Give people time to respond: To undertake an evaluation thoroughly, stakeholders need to be provided 

with the data collection instruments and sufficient time to collate the data and information necessary to 

reflect and form responses. 

 Trial the questions before implementation: Answering your own questions initially, and piloting with a 

small group will give reassurance that the questions capture essential information without being too 

overburdening the respondent.
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Template 1: Deciding what to evaluate 

This template is intended for use by those designing and implementing a CPD activity. Planning evaluation should begin when planning a CPD activity so that 

evidencing the value of the CPD activity is embedded throughout its design and implementation.  

The CPD activity Responses  

What is the CPD activity you want to evaluate?   

What are the intended outcomes of the CPD activity?  

How are decisions about the CPD curriculum design 

made? 
 

Who needs to know how well a CPD activity works?   

How does the CPD activity relate to institutional 

teaching and learning priorities?  
 

What particular staff need is met through this activity?  

How does the student voice inform this CPD activity?   

How is participation/completion recognised?  
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Evaluation  Responses Links to guidance  

What are the intended outcomes of the CPD activity 

you want to evaluate?  
  

How does evaluation align with the intended 

outcomes?  
  

Are you interested in measuring participant 

satisfaction with the course provision?  
 Template 12  

How can you embed and evidence the impact that 

motivation has on engagement with CPD? 
  

How can you embed and evidence changes to 

conceptions of teaching and learning in teachers?  
 Appendix 1 

How can you embed and evidence changes to 

teaching practice? 
 Appendix 1 

How can you embed and evidence changes to 

student outcomes? 
 Appendix 2 

How can you embed and evidence changes to the 

wider institution? 
 Appendix 3 

What audiences will you need to communicate the 

evaluation to?  
  

What sorts of data can best help you to do this?  Template 2, Appendix 3  
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Template 2: Deciding which method(s) to use in evaluation 

Work through the columns A to E to decide which methods would be most useful for collecting the data you require. There are pros and cons to using different 

methods and you will find that you will have to make decisions considering their overall feasibility. 

A: Objectives B: Audience C: Sources 
D: Nature of this  

information  
E: Additional data 

From Template 1, what are 

the intended outcomes of 

this CPD activity? 

For whom are these data 

intended?  

Think about the primary 

question you are trying to 

answer. 

What would this 

information look like?  

What other information would it be 

useful to consider? 

Rephrase these as questions 

you would like to answer. 

In what form/level of detail 

would it be best received? 

Who is best placed to provide 

you with this information? 

(select more than one if 

required) 

Participants/Students/Peers/ 

Staff involved in CPD/Line 

managers/Institutional leaders. 

Consider your responses to 

columns B and C to select a 

method with guidance from 

the Table below. 

Is there any data you could use to 

explore the results obtained in more 

detail? Reconsider columns B, C and D 

with this in mind. 

For the CPD participants     

1     

2.     

3.     

For the recipients     

1     

2     

3     

For the institution     

1     

2     

3     

 

  



30 

Prompts to consider Possible methods 

Is this information already available? Existing datasets:  

 see Table 1 for examples of institutional/departmental/programme-level 

datasets.  

Is this information you can elicit from analysing material which already 

exists?  

Participant or student reflections:  

 journals, assessment design, modifications to curriculum.  

Is this information fairly straightforward, which an individual could provide 

quite easily by selecting from different options or responding in a few 

sentences?  

Is it important that you reach a large number of people for this 

information? 

Would you like to give individuals a chance to remain anonymous? 

Questionnaires: See Appendix 3 

 can include a mix of closed and open questions to generate both qualitative and 

quantitative data;  

 design of the questionnaire to be considered carefully, keeping in mind analysis; 

 piloting is important. 

Is this a question that can be better answered by discussion between 

individuals involved in the CPD activity – bringing together different 

opinions and ideas about a topic? 

Focus groups: See Appendix 3  

 important for individuals to feel comfortable in the group;  

 useful to have two facilitators - one to encourage discussion and the other to 

take notes; 

 recording, transcription and ethics around this. 

Does the information necessitate detailed explanations, understanding of 

thought processes, attitudes or a range of influencing factors?  

Would you rather have in-depth information from a small group of people 

rather than short, factual responses from a larger group? 

Interviews: See Appendix 4 

 structured, semi-structured or unstructured;  

 interview schedule; 

 recording, transcription and ethics around this. 

Are you interested in seeing what people do rather than listening to what 

they say they do? 

Observations 

Could you collect this information using other innovative methods?  role-play; 

 using Lego to express and explain concepts;  

 expression through artefacts – paintings, sculptures. 
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Template 3: Teaching courses for new lecturers 

These questions are aimed at participants on introductory courses for new teachers such as the Post Graduate Certificate in Education or similar. The questions 

apply to accredited or non-accredited provision, intensive courses delivered over a week, or those that are delivered over the course of a year or more. Table 3 

highlights the range of participants that may attend introductory teaching courses. 

 Prior to CPD During Immediately after Six months after 12-24 months 

General 

 How long have you been 

in a teaching and/or 

supporting learning role 

within HE? 

What do you like about 

the course? 

What three things from 

the teaching course did 

you find 

a) most useful; 

b) least useful. 

What three things from 

the teaching course 

have you found 

a) most useful; 

b) least useful. 

What three things from 

the teaching course 

have you found 

a) most useful; 

b) least useful. 

  What would you like to 

change about the 

course? 

What recommendations 

do you have to improve 

future courses? 

What did you find most 

challenging about 

engaging with the 

course? 

What did you find most 

challenging about 

engaging with the 

course? 

Motivation/Reaction 

 Why have you chosen to 

undertake the teaching 

course? 

How have your 

individual aims been 

addressed and 

accommodated in the 

course? 

What plans do you have 

to continue to develop 

your teaching-related 

knowledge, skills and 

practice through 

teaching-related CPD? 

Have you undertaken 

any teaching-related 

CPD since completing 

the teaching course? 

What further CPD plans 

do you have? 

Have you undertaken 

any teaching-related 

CPD since completing 

the teaching course? 

What further CPD plans 

do you have? 

 What do you expect to 

gain from attending this 

course? 

How were these 

expectations identified? 

How, if at all, have your 

expectations of the 

course changed since 

you started? 

How did your experience 

of undertaking the 

teaching course align 

with your expectations? 

Would you recommend 

this course to your 

peers? Why? 

To what extent did the 

course meet your 

expectations? 

Would you recommend 

this course to your 

peers? Why? 

To what extent did the 

course meet your 

expectations? 

Would you recommend 

this course to your 

peers? Why? 
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 How important do you 

think this course will be 

in relation to your future 

career aspirations? 

How important do you 

think this course will be 

in relation to your future 

career aspirations? 

How important do you 

think this course will be 

in relation to your future 

career aspirations? 

To what extent has this 

course helped you in 

relation to your future 

career aspirations? 

To what extent has this 

course helped you in 

relation to your future 

career aspirations? 

Teacher's concepts 

Knowledge 

In what ways have you 

previously engaged with 

pedagogic literature and 

theory? 

In what ways are you 

engaging with pedagogic 

literature and theory to 

develop your practice? 

What plans do you have 

to implement ideas from 

the pedagogic literature 

you were exposed to in 

your practice?  

Have you implemented 

ideas from the 

pedagogic literature you 

were exposed to 

through the course, in 

your practice? Please 

explain. 

Have you implemented 

ideas from the 

pedagogic literature you 

were exposed to 

through the course, in 

your practice? Please 

explain. 

 

In what ways do you 

think this course will 

impact your knowledge 

about teaching and 

learning? 

What have you learned 

so far? Has this 

knowledge been helpful? 

What new information 

or ideas were you 

introduced to through 

this course?  

What new information 

or ideas did you gain 

through this course? 

Have they been useful in 

your current role? 

What impact did 

attending the teaching 

course have on your 

knowledge and 

understanding of 

learning and teaching? 

Skills 

In what ways do you 

think this course will 

help you to develop 

skills which are useful in 

your current role? 

What skills around 

teaching and learning 

has the course helped 

you develop so far? 

What new skills around 

teaching and learning 

have you developed as a 

result of engagement 

with the course? 

What new skills around 

teaching and learning 

did you gain through 

this course? How have 

they been useful in your 

current role? 

What new skills around 

teaching and learning 

did you gain through 

this course? How have 

they been useful in your 

current role? 

Attitude 

How important do you 

think it is that staff are 

accredited to teach in 

HE? 

In what ways have you 

been encouraged to 

reflect on your practice 

and what mechanisms 

are you using to achieve 

this? 

In what ways, if at all, 

has reflecting on your 

experiences through the 

course influenced your 

practice? 

In what ways, if at all, 

has reflecting on your 

experiences influenced 

your ideas about 

teaching, learning and 

the student experience? 

In what ways, if at all, 

has reflecting on your 

experiences influenced 

your ideas about 

teaching, learning and 

the student experience? 
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Teacher's behaviour 

 

What impact do you 

think attending this 

course will have on your 

practice? 

How have you 

begun/how do you plan 

to apply the knowledge, 

skills and ideas gained 

through your course in 

your practice?  

What have you changed 

in response to the 

information or ideas you 

were introduced to 

during the course? 

What have you changed 

in response to the 

information or ideas you 

were introduced to 

during the course? 

Do you routinely 

evaluate impact of 

teaching on learning? 

Has the process of 

undergoing the teaching 

course led to new areas 

of teaching and learning 

activity/research? Please 

explain. 

Do you routinely 

evaluate impact of 

teaching on learning? 

Student learning 

 

What impact do you 

think attending this 

course will have on your 

approach to student 

learning? 

What impact do you 

think attending this 

course will have on your 

approach to student 

learning? 

How have you changed 

or altered your 

approach to student 

learning? 

(student engagement/ 

pedagogies/content/ 

achievement) 

How has your 

engagement with the 

teaching course 

impacted on students?  

(student engagement/ 

pedagogies/content/ 

achievement) 

How can you evidence 

this impact? 

How has your 

engagement with the 

teaching course 

impacted on students?  

(student engagement/ 

pedagogies/content/ 

achievement) 

How can you evidence 

this impact? 

Impacts on institutional culture 

 

How did you find out 

about this course? 

Do you have ongoing 

discussions about 

teaching and learning 

concepts with your 

peers? 

How have your wider 

teaching and learning 

contacts helped develop 

your thinking? 

In what ways has your 

engagement in teaching 

and learning 

communities changed as 

a result of your 

participation in the 

course? 

In what ways has your 

engagement in teaching 

and learning 

communities changed as 

a result of your 

participation in the 

course? 

 

Are you expected to 

attend teaching-related 

CPD as part of your 

academic development? 

In what ways are you 

expecting to be 

recognised and 

rewarded for completing 

the teaching course? 

How have you been 

recognised and 

rewarded for completing 

the teaching course? 

How have you been 

recognised and 

rewarded for completing 

the teaching course? 

How have you been 

recognised and 

rewarded for completing 

the teaching course? 
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How well do the aims of 

this course align with 

departmental priorities? 

How well do the aims of 

this course align with 

departmental priorities? 

How well did the aims of 

this course align with 

departmental priorities? 

How has the teaching 

course helped you 

pursue departmental 

priorities? 

How has the teaching 

course helped you 

pursue departmental 

priorities? 

 

What departmental/ 

institutional support are 

you expecting to enable 

you to engage with this 

teaching course? 

What support have you 

been given to engage 

with this teaching 

course? 

What additional support 

from the department/ 

institution would you 

find useful? 

What support have you 

been given to engage 

with this teaching 

course? 

What additional support 

from the department/ 

institution would you 

find useful? 

How have changes you 

have made in your 

practice as a result of 

the course been 

supported by your 

department?  

What additional support 

from the department/ 

institution would you 

find useful? 

How have changes you 

have made in your 

practice as a result of 

the course been 

supported by your 

department?  

What additional support 

from the department/ 

institution would you 

find useful? 

 

What expectations are 

there for you to share 

good practice gained 

from the course with 

your peers?  

What plans do you have 

to share good practice 

gained from the course 

with your peers? 

In what ways have you 

shared good practice 

gained from the course 

with your peers? Please 

provide examples. 

In what ways have you 

shared good practice 

gained from the course 

with your peers? Please 

provide examples. 

How have you 

disseminated the 

information or ideas you 

were introduced to 

during the teaching 

course? Please provide 

examples. 
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Template 4: Evaluating the impact of teaching and learning workshops (1-4 hours in length)  

Teaching and learning workshops can vary in length; this template is designed for use with those that are short, one-off CPD activities. Given their limited duration, 

CPD providers are recommended to focus their evaluation on capturing expectations and immediate reactions, instead adapting Template 5 for workshops that are 

longer in duration.  

 Prior to CPD Immediately after 

General 

 How did you find out about this workshop?  

 How long have you been in a teaching and/or supporting 

learning role within HE? 

 

Motivation/Reaction 

 
Are you expected to attend teaching-related CPD events 

as part of your academic development? 

What other CPD do you plan to engage with to build on the ideas 

introduced to you in this workshop? 

 
Why have you chosen to attend this workshop? How did your experience of the workshop align with your 

expectations? 

 
What do you expect to gain from attending this 

workshop? 

What three things from the workshop were most useful to you? 

What recommendations do you have to improve future workshops? 

Teacher's concepts 

Knowledge/conceptions 

To what extent do you think attending this workshop will 

enhance your knowledge and conceptions of teaching 

and learning? 

What new information, approaches or ideas were you introduced to 

at this workshop? 

How will you use these new ideas/approaches? 

Skills 

To what extent do you think attending this workshop will 

help you develop skills which are useful in your current 

role? 

How, if at all, has the workshop helped you develop specific skills 

around teaching and learning which might be useful in your role? 
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Workshops Prior to CPD Immediately after 

Attitude   

Teacher's behaviour 

 
What impact do you think attending this workshop will 

have on your practice? 

What impact do you think attending this workshop will have on your 

practice? 

What will you use from this workshop in your practice and why? 

Student learning 

 

How, if at all, do you anticipate your participation in this 

workshop will impact students? 

How will you use the knowledge/skills/practice that you have gained 

in your practice? 

To what extent might these changes to your 

knowledge/skills/practice impact students? 

How can you evidence this impact? 

 What role have students from your institution had in this 

workshop? 

What do you think the benefit was for students involved in this 

workshop? 

Institutional/Departmental culture 

 
How well do the aims of this workshop align with 

departmental and/or institutional priorities? 

To what extent did the topics covered in this workshop align with 

departmental and/or institutional priorities? 

 
What support have you been given to attend this 

workshop? 

How did the workshop develop your network of teaching and 

learning contacts? 

 
What expectations are there for you to disseminate 

workshop information? 

What are your plans for sharing the workshop information? What 

challenges do you anticipate to doing so? 
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Template 5: Evaluating the impact of teaching and learning conferences/one-day teaching and learning 

workshops 

The questions here can be used to evaluate both activities. The wording is currently focused on Teaching and Learning conferences, therefore users would need to 

amend this for Teaching and Learning workshops.  

 Prior to CPD Immediately after Six months after 

General 

 

How did you find out about this 

conference? 

What do you like about the 

conference?  

What three things from the 

conference did you find 

 most useful; 

 least useful. 

 

How long have you been in a teaching 

and/or supporting learning role within 

HE? 

  

Motivation/Reaction 

 

Are you expected to attend teaching 

related CPD events as part of your 

academic development? 

What other CPD might you engage 

with to build on the ideas you were 

exposed to in the conference? 

Have you undertaken any teaching-

related CPD since the conference? 

What further CPD plans do you have? 

 

Why have you chosen to attend this 

conference? 

How did your experience of the 

conference align with your 

expectations? 

Did the conference meet your 

expectations? Please explain. 

 

What do you expect to gain from 

attending this conference? 

What three things from the 

conference were most useful to you? 

What recommendations do you have 

to improve future events? 

What three things from the 

conference were most useful to you? 

What recommendations do you have 

to improve future events? 
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Teacher's concepts 

Knowledge/conceptions 

To what extent do you think attending 

this conference will enhance your 

knowledge and conceptions of 

teaching and learning? 

What new information or ideas were 

you introduced to at this conference? 

What impact did attending this 

conference have on your knowledge 

and conceptions of teaching and 

learning? 

Skills 

To what extent do you think attending 

this conference will help you develop 

skills which are useful in your current 

role? 

How, if at all, has the conference 

helped you develop specific skills 

around teaching and learning which 

are useful in your role? 

What impact did attending this 

conference have on developing your 

skills in [a certain] area? 

Teacher's behaviour 

 

What impact do you think attending 

this conference will have on your 

practice? 

What impact do you think attending 

this conference will have on your 

practice? 

What have you done in response to 

the information and ideas you were 

introduced to at this conference? 

Student learning 

 

How, if at all, do you anticipate your 

participation in this conference will 

benefit students? 

To what extent might these changes 

to your knowledge/skills/practice 

impact students? 

How can you evidence this impact? 

How has attending this conference 

had an impact on you/the students? 

How can you evidence this impact? 

 
What role have students from your 

institution had in this conference? 

What do you think the benefit was for 

students involved in this conference? 
 

Institutional/Departmental culture 

 

How well do the aims of the 

conference align with departmental 

and/or institutional priorities? 

To what extent did the topics covered 

in this workshop align with 

departmental and/or institutional 

priorities? 

How have the topics covered in the 

conference helped you pursue 

departmental priorities? 

 

What support have you been given to 

attend this conference? 

What additional support would help 

you? 

Have you applied for support for 

another conference? 
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How confident are you at networking? 

Which of the speakers will you 

prioritise to meet? 

How, if at all, did attending the 

conference develop your network of 

teaching and learning contacts? 

How did the conference develop your 

network of teaching and learning 

contacts? 

What have you done as a result of 

these links? 

 

What expectations are there for you to 

disseminate conference information 

to your colleagues and/or students? 

What are your plans for sharing your 

learning from the conference? What 

challenges do you anticipate? 

How have you disseminated the 

information or ideas you were 

introduced to at this conference? 

  



40 

Template 6: Evaluating the impact of peer review schemes 

Across institutions, peer review schemes assume a variety of guises, some primarily focusing on reviewing individual teaching, others having a more all-

encompassing scope which includes any aspect of teaching and learning activity conducted either individually or in teaching teams (e.g. moderation of student 

work; planning and designing new modules). The questions contained within this template have been designed to fit a range of contexts and as with all the other 

templates can be tailored to suit institutional and individual needs.  

 Prior to CPD Six months after 12-24 months  

General 

 Has a previous review taken place? 

If so, what goals were set at the end of 

the previous review? 

How have you been able to address 

the goals from your previous review? 

 

 To what extent have your previous 

goals been achieved?  

Have you undertaken any teaching-

related CPD since your last review? 

What further CPD plans do you have? 

 

Motivation/Reaction 

 

What do you hope to gain from this 

review process? 

Have you gained what you hoped 

from the review? 

What did you gain from the review?  

Are your thoughts about this the same 

as they were immediately after the 

review? 

 

Are there any specific skills or areas of 

knowledge that you hope to develop 

over the next 12 months? 

How confident are you that you can 

address the concerns you had at the 

start? 

How confident are you that you can 

address the concerns you had at the 

start? 

Teacher's concepts 

Conceptions 

What is the focus of this review? 

What materials are available as a 

focus for reflection and discussion? 

Has the review process resulted in any 

changes in your thinking? 

Has the review process raised any 

new concerns? 

Has your thinking around aspects of 

teaching and learning changed as a 

result of the review process? 
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Knowledge 

What are your aims or intentions in 

this review? (for e.g. using technology) 

What have you learned: 

About your students? 

About your teaching/role as a teacher? 

About teaching and learning more 

generally? 

Were you introduced to any new ideas 

or information around teaching and 

learning as a result of the review 

process? 

Attitude 
How important do you think it is that 

staff engage in peer-review? 

How important do you think it is that 

staff engage in peer-review? Why? 

How important do you think it is that 

staff engage in peer-review? Why? 

Teacher's behaviour 

 

What impact do you think the review 

process might have on your practice? 

What plans do you have to change 

elements of your practice after 

engaging with the review process? 

Have you made any changes to your 

teaching approach and methods? 

Please explain. 

Student learning 

 

How do you anticipate students will 

respond during the review? 

How have students responded? How 

do you know? 

Has your engagement in peer-review 

impacted your students?  

How can you evidence this impact? 

Impacts on institutional culture 

 

Is there an expectation/policy around 

peer review in your institution? 

To what extent does your 

department/institution support you in 

making changes to your practice? 

What additional support from the 

department/institution would you find 

useful? 

How have any changes you have 

made in your practice as a result of 

the review process been supported by 

your department? What additional 

support from the department/ 

institution would you find useful? 

 

To what extent do you have ongoing 

discussions about teaching and 

learning with your peers? 

Do you anticipate the review process 

will encourage you to have ongoing 

discussions about teaching and 

learning concepts with your peers? 

To what extent has the review process 

prompted further engagement with 

teaching and learning communities in 

the institution? 

 

What expectations are there for you to 

share good practice with your peers?  

What plans do you have to share good 

practice knowledge gained from the 

review with your peers? 

In what ways have you shared good 

practice gained from the review with 

your peers? Please provide examples. 
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Template 7: Evaluating the impact of teaching and learning development projects 

The work of Amundsen and Hum (2012, p. 4) was used to define the scope of work undertaken through pedagogic research, teaching development grants/SoTL-

based projects as those that result in ‘systematic inquiry’ into an aspect of teaching practice, which may result in changes in ‘conceptions of self as a teacher and 

researcher, changing understanding about student learning and the application of project findings to teaching practice’. This definition aligns with the model of 

SoTL advocated by Trigwell and Shale (2004) where they include student learning as an outcome that can be documented.  

 Prior to CPD During Immediately after Six months after 12-24 months 

General 

 How long have you been 

in a teaching and/or 

supporting learning role 

within HE? 

Is the project on course?  Do you have plans to 

build on this research? 

Have you applied for 

funding to continue this 

work? 

Have you applied for 

funding to continue 

this/other pedagogic 

research work? 

Have you applied for 

funding to continue 

this/other pedagogic 

research work? 

Motivation/Reaction 

 

Why did you submit an 

application to undertake 

the proposed project? 

What successes have 

you experienced? 

What did you find most 

satisfying about 

undertaking the project? 

What did you find most 

satisfying the project? 

What did you find most 

satisfying the project? 

 

What informed the 

development of this 

proposal? 

What challenges have 

you encountered? 

What did you find most 

challenging about 

undertaking the project? 

What did you find most 

challenging the project? 

What did you find most 

challenging the project? 

 

What do you expect to 

gain from undertaking 

this project? 

How have your 

expectations of the 

project changed? 

How did your experience 

of the project align with 

your expectations? 

To what extent has the 

project benefited you in 

relation to your future 

career aspirations? 

To what extent has the 

project benefited you in 

relation to your future 

career aspirations? 

Teacher's concepts 

Knowledge 

What experience do you 

have of pedagogical 

research and/or 

teaching development 

work? 

Are you more aware of 

scholarship and 

pedagogic literature as a 

consequence of this 

project? 

What new knowledge of 

pedagogic research and 

development work have 

you gained as a 

consequence of this 

project? 

How has your 

engagement with 

pedagogic research and 

development work 

influenced your 

practice? 

How has your 

engagement with 

pedagogic research and 

development work 

influenced your 

practice? 
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Conceptions 

What impact do you 

think undertaking this 

project will have on your 

knowledge about 

teaching and learning 

more broadly? 

What impact has 

undertaking this project 

has had on your 

knowledge about 

teaching and learning 

more broadly? 

What new information 

or ideas did you gain 

about teaching practice 

and student learning as 

a consequence of this 

project? 

What knowledge, 

experience or skills of 

teaching practice and 

student learning do you 

feel you gained as a 

consequence of this 

project? 

What knowledge, 

experience or skills of 

teaching practice and 

student learning do you 

feel you gained as a 

consequence of this 

project? 

Skills 

What impact do you 

think undertaking this 

project will have on your 

skills as a researcher? 

What impact do you 

think undertaking this 

project has had on your 

skills as a pedagogic 

researcher? 

What impact do you 

think undertaking this 

project has had on your 

skills as a pedagogic 

researcher? 

What impact do you 

think undertaking this 

project has had on your 

skills as a pedagogic 

researcher? 

What impact do you 

think undertaking this 

project has had on your 

skills as a pedagogic 

researcher? 

Teacher's behaviour 

 

What impact do you 

think undertaking this 

work will have on your 

practice? 

What impact do you 

think undertaking this 

work is having/will have 

on your practice? 

What recommendations 

for teaching, learning 

and the student 

experience resulted 

from this work?  

Has it been possible to 

implement them? 

How have you applied or 

used the knowledge 

gained through the 

project since its 

completion? 

Have the findings of the 

project led to new areas 

of teaching and learning 

and research? 

Student learning 

Engagement 

What role will student 

have in the proposed 

work? 

How have students been 

involved in the project? 

What do you think the 

benefit was for students 

involved in this project? 

What do you think the 

benefit was for students 

involved in this project? 

What do you think the 

benefit was for students 

involved in this project? 

 

How do you think this 

project will impact on 

students? 

How do you think this 

project will impact 

students? 

How can you evidence 

this impact? 

How has undertaking 

this project had an 

impact on students? 

How can you evidence 

this impact? 

How has this project 

impacted students? 

How can you evidence 

this impact? 

How has this project 

impacted students? 

How can you evidence 

this impact? 
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Impacts on institutional culture 

 

How well do the aims of 

this project align with 

departmental/ 

institutional priorities? 

How well did the project 

align with departmental/ 

institutional priorities? 

What have been the 

impacts of this work on 

your Department/School 

and where relevant 

more widely? 

What have been the 

impacts of this work on 

your Department/School 

and where relevant 

more widely? 

What have been the 

impacts of this work on 

your Department/School 

and where relevant 

more widely? 

 In what ways has the 

project encouraged 

wider collaboration with 

peers? 

How has this benefited 

you? 

In what ways has the 

project encouraged 

wider collaboration with 

peers? 

How has this benefited 

you? 

What have been the 

responses of colleagues 

to the outcome of the 

work? 

Do you continue to 

maintain links with the 

network of contacts you 

built through the 

project? 

How has this benefited 

you? 

Do you continue to 

maintain links with the 

network of contacts you 

built through the 

project? 

How has this benefited 

you? 

 

What support/from your 

department/institution 

have you identified that 

would assist you in 

undertaking this work? 

What support/from your 

department/institution 

have you received?  

What additional support 

would help you?  

Who supported you in 

undertaking this work? 

What support did you 

receive? 

In what ways do you 

support other colleagues 

engaging in pedagogic 

research and 

development work? 

In what ways do you 

support other colleagues 

engaging in pedagogic 

research and 

development work? 

 

What CPD needs have 

you identified that 

would assist you in 

undertaking this work? 

What professional 

development 

opportunities are you 

engaging with to 

undertake this work? 

What are your future 

CPD plans? 

What professional 

development 

opportunities have you 

engaged with to 

undertake this work? 

What are your future 

CPD plans? 

How did undertaking 

this work impact your 

professional 

development? 

What are your future 

CPD plans? 

How did undertaking 

this work impact your 

professional 

development? 

What are your future 

CPD plans? 

 

What expectations are 

there for you to 

disseminate the 

outcomes of this work? 

How do you plan to 

disseminate the 

outcomes of this work?  

What plans do you have 

to disseminate the 

outcomes of this work? 

 Workshops; 

 Conferences; 

 Papers. 

How have you 

disseminated the 

outcomes of this work? 

Please explain. 

How have you 

disseminated the 

outcomes of this work? 

Please explain. 
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Template 8: Evaluation questions for participants involved in teaching and learning mentoring 

Questions here assume mentoring will focus on developing an individual's academic career as a whole, not just their teaching. In some institutions, teaching may 

not be considered the most important area in which to support development. 

Prior to CPD  During  Immediately after  Six months after  12-24 months 

How long have you been in a 

teaching and/or supporting 

learning role within HE? 

Has anything in your practice 

changed as a result of 

discussion with your mentor? 

What, have you learned 

about: 

 your students? 

 your teaching? 

 your academic identity? 

 teaching and learning 

generally? 

Is the mentoring relationship 

continuing? 

Is the mentoring relationship 

continuing? 

Are there any targets that you 

are expected to reach in the 

next 12-24 months? 

Do you feel any more able to 

address your main concerns? 

Has the mentoring process 

resulted in any changes in 

your thinking? 

Has your thinking about your 

teaching changed as a result 

of the mentoring process? 

Has your thinking about your 

teaching changed as a result 

of the mentoring process? 

What are your own goals in 

relation to:  

 Your teaching? 

 Your academic career? 

Are any new issues or 

concerns being raised? 

Do you think you will make 

any changes to the way you 

approach your teaching as a 

result of mentoring?  

 If Yes, what do you intend 

to change? 

Have you made any changes 

to your teaching approach or 

methods? 

Have you made any changes 

to your teaching approach or 

methods? 

Are there any milestones you 

hope to reach in the next 12-

24 months (e.g. completing a 

probationary period)? 

Has there been any change in 

what you hope to gain from 

working with your mentor? 

Has the mentoring process 

raised any new concerns? 

How have students 

responded? How do you 

know? 

How have students 

responded? How do you 

know? 

What do you hope to achieve 

in the next 12-24 months? 

 What progress has been 

made towards targets that 

you are required to reach? 

Has there been any other 

effect of the mentoring 

process? 

Has there been any other 

effect of the mentoring 

process? 

How will you know whether 

you have reached your goals? 

 Have you gained what you 

hoped from working with 

your mentor? 

How confident are you that 

you can address the concerns 

you discussed with your 

mentor? 

How confident are you that 

you can address the concerns 

you discussed with your 

mentor? 
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How confident are you that 

you understand institutional 

and departmental policies 

and procedures related to 

teaching and learning? 

 What will you prioritise in the 

next six months to advance 

your goals? 

What did you gain from the 

mentoring/working with your 

mentor? Is your answer to 

this the same as it was 

immediately afterwards? 

What did you gain from the 

mentoring/working with your 

mentor? Is your answer to 

this the same as it was 

immediately afterwards? 

What materials are available 

as a focus for reflection and 

discussion about your 

teaching
1
? 

  What will you do in the next 

12 months? 

What will you do next in 12 

months and 24 months? 

Are you satisfied with your 

action plan for the next 

period? 

Do you need to modify your 

action plan? 

   

  

                                                        

 

1 For example, previous review documentation or reflective notes, ATI, course and lesson plans, student work, student feedback. 
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Template 9: Evaluation questions for institutional leaders and CPD providers 

These questions for institutional leaders and CPD providers may be used for any CPD activity. They have been refined and developed from the work of Chalmers et 

al. (2012), undertaken in Australia, to evaluate teacher preparation programmes.  

Indicative questions: Potential indicators: 

In what ways do institutional policies and strategic priorities encourage, support 

and recognise participation in the CPD activity? Are all staff with responsibility for 

teaching in the institution expected to have a qualification of accreditation to 

teach in HE? 

University policies regarding appointment and promotion; PDR processes; 

reward and recognition; numbers of staff gaining recognition of the Higher 

Education Academy. 

Where and with whom does responsibility for managing the CPD activity lie? Central unit for teaching and learning.  

What are the main aims of XXXX (e.g., in-house recognition scheme; PGCert; 

Teaching and Learning conference, staff development workshops)? How are these 

shared with staff? 

Online resources; workshop resources. 

What modes of delivery and on-going support are offered? Is support offered 

centrally? Are faculties/schools/departments encouraged to hold CPD events? 

Number, timing, range and mode; availability of mentors; availability of 

dedicated support. 

Faculty requests for support events/activity. 

What short term/long term/formal/informal evaluation processes are in place for 

teaching, student learning, staff development? 

Periodic review and benchmarking; completion rates; time taken to 

successfully gain recognition; workshop evaluations; professional 

discussions. 

How and when are decisions about the design of the particular CPD activity made? 

How has XXXXX been developed in light of feedback received? 

Review of process and reporting to relevant CPD/enhancement activity to 

university committees.  

How is achievement of XXXX recognised and celebrated in the institution? Awards ceremony; linked to promotions criteria; PDR process. 

How does faculty/department culture support the transfer of learning from the 

CPD activity? 

Faculty/departmental planning relating to teaching and learning.  

How do student views on their teaching experiences feed into the development of 

the recognition scheme? 

Are students asked to contribute to the review of the CPD activity?  

Do students contribute to staff appraisal/mentoring processes? 

Student participation in activities, workshops and conferences. 

What broader claims can the leaders of the CPD activity make about its impact on 

student learning? 

Student representation on recognition committees; evidence of transfer to 

practice; peer review.  
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Template 10: Evaluating the impact of learning and teaching recognition and accreditation schemes 

These are schemes that are designed to offer recognition in line with the UKPSF by bodies such as the HEA (through which people can gain recognition for their 

contribution to leading/supporting teaching and learning at Associate, Fellow, Senior Fellow or Principle Fellow level), SEDA (SEDA fellowships) or the Association of 

Medical Educators. They usually involve individuals putting together reflective statements, case studies or portfolios of their experience which demonstrate how 

they are working to support the UKPSF.  

Professional Recognition Prior to CPD During Immediately after Six months after 12-24 months 

General 

 How long have you been 

in a teaching and/or 

supporting learning role 

within HE? 

What have you found 

most useful so far? Why? 

What three things from 

undergoing the 

professional recognition 

process were most 

useful to you? Why? 

Reflecting back on your 

experience of seeking 

professional recognition, 

what has been most 

useful? Why? 

Reflecting back on your 

experience of seeking 

professional recognition, 

what has been most 

useful? Why? 

 How did you find out 

about the professional 

recognition scheme? 

 Would you recommend 

this scheme to your 

colleagues? Why? Why 

not? 

What have been the 

benefits of applying for 

fellowship/accreditation/ 

professional 

recognition? 

Would you recommend 

this scheme to your 

colleagues? Why? Why 

not? 

Motivation/reaction 

 Why have you chosen to 

apply for recognition? 

How have your 

individual aims been 

addressed and 

accommodated during 

the process? 

What plans do you have 

to remain in good 

standing? 

Have you undertaken 

any teaching-related 

CPD since applying for 

professional 

recognition? 

What further CPD plans 

do you have? 

Have you undertaken 

any teaching-related 

CPD since applying for 

professional 

recognition? What 

further CPD plans do 

you have?  

 What do you expect to 

gain from this process? 

How have your 

expectations of the 

professional recognition 

process changed since 

you started? 

How did your experience 

of undergoing the 

professional recognition 

process align with your 

expectations? 

What do you remember 

most about the process 

of applying for 

professional recognition 

and why? 

What do you remember 

most about the process 

of applying for 

professional recognition 

and why? 



49 

 What impact do you 

think gaining 

professional recognition 

will have on your career 

advancement and 

employability? 

 How do you think the 

process of seeking 

professional recognition 

will assist you in your 

career? 

Are there new 

opportunities for you 

since achieving 

professional 

recognition? 

How has the process of 

seeking professional 

recognition assisted you 

in your career so far?  

How are you preparing 

to apply for a ‘higher’ 

level of recognition, e.g., 

in the Higher Education 

Academy scheme? 

Teacher’s concepts: 

Knowledge How would you describe 

your knowledge/ 

understanding of the UK 

Professional Standards 

Framework? 

In what ways are you 

engaging with the UK 

Professional Standards 

Framework? 

How would you describe 

your knowledge of the 

UK Professional 

Standards Framework 

now? 

To what extent has the 

UK Professional 

Standards become 

embedded in your 

practices? 

To what extent has the 

UK Professional 

Standards become 

embedded in your 

practices? 

 How would you describe 

your knowledge of 

pedagogic literature? 

In what ways are you 

engaging with pedagogic 

literature to develop 

your application? What 

have you learned so far? 

What new information 

or ideas were you 

introduced to while 

preparing your 

application for 

accreditation/profession

al recognition? 

To what extent do you 

continue to engage with 

pedagogic literature? 

Please provide 

examples. 

To what extent do you 

continue to engage with 

pedagogic literature? 

Please provide 

examples. 

 What forms of feedback 

do you regularly use to 

reflect on your teaching 

practices? 

What forms of feedback 

are you using to support 

your application? 

What new forms of 

evidence have you 

drawn on to support 

your application? 

To what extent has this 

process of evaluation 

helped you? What have 

you learned? 

To what extent has this 

process of evaluation 

helped you? What have 

you learned? 

Attitude How important do you 

think it is that staff are 

accredited to teach in 

HE? 

To what extent has 

engaging with the 

professional recognition 

process encouraged you 

to reflect on your 

teaching/leadership 

practices? 

In what ways does 

gaining professional 

recognition support your 

teaching practices? 

To what extent do you 

reflect on your 

teaching/leadership 

practices? How is this 

recorded? 

To what extent do you 

reflect on your 

teaching/leadership 

practices? How is this 

recorded? 
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Conceptions  In what ways is reflecting 

on your experiences 

influencing your ideas 

about teaching, learning 

and the student 

experience? 

What new information 

or ideas were you 

introduced to through 

the professional 

recognition process? 

Has the process of 

undergoing professional 

recognition led to new 

conceptions around 

teaching and learning? 

Please explain. 

Has the process of 

undergoing the 

professional recognition 

process led to new areas 

of teaching and learning 

activity and/or research? 

Please describe. 

Teacher behaviour      

 What impact do you 

think applying for 

professional recognition 

will have on your 

knowledge, skills or 

practice? 

How have you begun to 

apply any knowledge, 

skills or ideas in your 

practice? 

What have you done as 

a result of completing 

the professional 

recognition process? 

To what extent have you 

applied the knowledge 

and skills developed 

through the professional 

recognition process? 

Can you provide some 

examples? 

What challenges have 

you experienced as you 

undertook these 

changes? 

What have you changed 

as a result of undergoing 

the professional 

recognition process? 

Can you provide some 

examples? 

What challenges have 

you experienced as you 

undertook these 

changes? 

Changes in student outcomes 

 What impact do you 

think applying for 

professional recognition 

will have on your 

approach to student 

learning? 

In what ways have you 

changed or altered your 

approach to student 

learning? 

What has changed in 

relation to your teaching 

practices as a result of 

achieving professional 

recognition? 

How has your 

engagement with the 

professional recognition 

process impacted on 

students? 

How can you evidence 

this impact? 

How has your 

engagement with the 

professional recognition 

process impacted on 

students? 

How can you evidence 

this impact? 
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Impacts on institutional culture 

 How did you find out 

about the professional 

recognition framework? 

What support is 

currently available to 

you to assist you with 

your application? 

What further support do 

you need?  

What support did you 

access?  

How helpful was the 

support given to you 

throughout the 

professional recognition 

process?  

Looking back on your 

experience of applying 

for professional 

recognition, what (if any) 

suggestions for 

improvements would 

you make? 

Looking back on your 

experience of applying 

for professional 

recognition, what (if any) 

suggestions for 

improvements would 

you make? 

 What expectations are 

there for you to share 

your ideas, experience 

and knowledge of the 

accreditation/ 

professional recognition 

process? 

How do you anticipate 

sharing information 

gained through the 

accreditation/ 

professional recognition 

process? 

Has the process of 

undergoing 

accreditation/ 

professional recognition 

led to the emergence of 

new contacts/networks 

around teaching and 

learning?  

How have you 

disseminated the 

information or ideas you 

were introduced to 

during the professional 

recognition process? 

 

How has your 

achievement of 

accreditation/ 

professional recognition 

contributed to pursuing 

departmental priorities? 

 

 How do you expect to be 

rewarded/recognised for 

your participation in the 

in-house recognition 

scheme? 

 How have you been 

recognised/rewarded in 

your department/ 

institution following 

accreditation? 

How has achieving 

Fellowship been seen by 

your students? 

Colleagues?  
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Template 11: Evaluation questions for students contributing to teaching-related CPD  

With students we must be mindful of the timeframe. Face-to-face student availability may be constrained by the academic year, but follow-up can take place in later 

years and with alumni. These questions are intended for those students involved in the design and delivery of a CPD activity, or as participants. To determine the 

wider impacts on student learning, we recommend reviewing institutionally available datasets e.g. NSS, module evaluation data, student perception questionnaires 

and student achievement data.  

 Prior to CPD Immediately after Six months after the CPD activity 

General 

 
How did you become involved in this staff 

CPD activity? 

What was your input to this activity? What impact do you think your input had on 

those involved with the CPD activity?  

 In what ways are you going to be involved in 

XXXX? 

What preparation did you have to do? Thinking back to what you were asked to 

do, are there any suggestions for changes 

you would make? 

Motivation/reaction 

 What do you expect to gain from being 

involved in this staff CPD activity? 

How did your experience of contributing to 

the scheme align with your expectations? 

To what extent did your involvement in 

XXXX meet your expectations? 

Would you recommend being involved to 

your peers? Why? 

 

Are there any specific skills or areas of 

knowledge that you hope to develop by 

being involved? 

What new information or ideas were you 

introduced to as a consequence of 

contributing to this scheme? 

Reflecting back on your experiences, what 

impact did your involvement in XXXX have 

on your knowledge and understanding of 

learning and teaching? 

Support 

 

What support do you expect to receive in 

performing this role? 

What support have you been given to 

support you in contributing to this scheme? 

How helpful was the support given to you? 

Looking back on your experience what 

suggestions for improvements would you 

make? 
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Employability 

 What impact do you think contributing to 

this CPD activity will have on your studies 

and future careers and employability? 

What impact do you think contributing to 

this scheme will have on your studies and 

future careers and employability? 

Reflecting back on your involvement in 

XXXX, how do you now feel it has helped 

you in your studies/your current and future 

careers or employability? 

Student Learning 

 

What are your views on involving students 

in staff development? 

Were there opportunities for you to shape 

the direction/content of the CPD activity? If 

so – in what ways? 

To what extent do you feel that your 

involvement has made a difference?  

 to you; 

 to your course; 

 to your career development or 

employability. 

  

How do you think this scheme impacts on 

the broader student experience in your 

institution? 

How do you think this scheme impacts on 

the student experience in your institution? 
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Template 12: Evaluating satisfaction with an activity  

Questions that establish participant satisfaction with teacher facilitation, content, delivery, administration, facilities and logistics of the CPD activity can be useful to 

inform future event planning. These questions (taken from Taylor-Powell and Renner 2009) are typically administered during and after the activity. Satisfaction 

questions do not give the evaluator any information about impact or value of the event on teaching practice. You may wish to include some of these questions in 

your evaluation. Typically these are operationalised in a questionnaire using nominal or Likert data collection. 

Evaluation questions 

about facilitation. 

 Was your teacher sufficiently knowledgeable in this area?  

 Did your teacher encourage you to participate in the activity? 

 Did your teacher welcome your and other students’ ideas?  

 Did your teacher explain the content of the activity clearly?  

 Did your teacher use appropriate examples?  

 Did your teacher use a range of pedagogic activities in the 

session?  

 Did your teacher answer questions in a helpful way?  

 Was your teacher well-prepared? 

 Did your teacher use technology effectively? 

 Did your teacher use your name?  

 What were the teacher’s strengths? 

 What were the teacher’s weaknesses? 

 How could the teacher improve their teaching? 

Evaluation questions 

about content and 

delivery. 

 Was the course pitched at the right level for you? 

 Did the course meet your expectations?  

 Were the materials useful? 

 Were the materials accessible? 

 Were the technologies accessible? 

 Was the teaching of good quality? 

 Was the teaching well-paced? 

 Were the teaching methods used appropriate? 

 Was the content relevant? 

 Was the content well structured? 

  Was the content up-to-date? 

 Was the content interesting? 

 Were sufficient examples included? 

 How much of the content was useful to you?  

 What were the three best things about the activity? 

 What were the three worst things about the activity? 

 What should never happen again? 

 Was this activity time well spent? 

 Would you recommend this activity to others?  

 Is this activity relevant to other people in your workgroup? 

 How could the activity be improved?  

 Did you make any new contacts at this event? 

Evaluation questions 

about the administration, 

facilities and logistics. 

 Was the activity value for money/good use of your time? 

 Was the date of the activity convenient? 

 Was the time of the activity convenient?  

 Was the length of the activity appropriate?  

 Were you satisfied with the standard of the administration?  

 Were the joining instructions easy to follow? 

 Was the venue location convenient? 

 How far did you travel to attend this activity?  

 Were you satisfied with the standard of the venue?  

 Were you able to see the activity clearly?  

 Were you able to hear the activity communications 

clearly?  

 Was the room temperature comfortable?  

 Were you satisfied with the standard of the food?  

 Were the coffee/food breaks conveniently timed?  

 Were the coffee/food breaks sufficient? 

 



55 

 

Appendices 

1. Evidencing teaching 

As evaluators we can ask questions about the value of CPD for our participants, but, to create a context 

where evaluation is as robust and valid as possible, we should give those who support teaching and learning 

the tools with which to evaluate their own practice.  

Reflection 

There are models, templates and tools in existence for those who teach (Table 5). They provide guidance to 

adopt a reflective approach to teaching and learning, which can help to create approaches to evaluating their 

practice.  

Table 5: Models of reflection 

Model/framework Description 

Gibbs (1988)  Cyclical process which guides individuals in reflecting upon an incident through 

six stages, subsequently arriving at an action plan for the next time a similar 

situation is encountered. 

Johns (1995)  Provides cue questions for reflection based on different dimensions of 

knowledge: aesthetics (own experience), empirics (scientific), personal (self-

awareness) and ethics (moral).  

Borton (1970)  Reflection for future action by responding to three key questions:  

What? So What? Now What? 

Smyth (1989)  Provides prompts for the four sequential stages of reflection:  

1. Describing (What do I do?);  

2. Informing (What does this mean?); 

3. Confronting (How did I come to be like this?); 

4. Reconstructing (How might I do things differently?) 

Instruments for self-assessment 

When considering changes to teaching conceptions and/or behaviours, there are rating scales and 

questionnaires that can help to operationalise the nature of those changes. These may be of interest to the 

CPD provider/evaluator or to the lecturer (Table 6).  
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Table 6: Evaluation instruments for self-assessment 

Instrument Description 

Approaches to Teaching Inventory 

(Trigwell and Prosser 2004) 

Revised (Trigwell et al. 2005) 

Questionnaire to help consider whether teaching practice in a 

particular context/subject is focused on information transfer 

(teacher-focused) or conceptual change (student-focused). 

Teachers’ Sense of Efficacy Scale 

(Tschannen-Moran and Woolfolk 

Hoy 2001) 

Questionnaire which measures the extent to which teachers 

believe they can influence specific aspects of student learning. 

Feedback Evaluation Checklist 

Feedback Audit Tool 

(University of Reading, Evaluating 

feedback provision
2
) 

Tools to reflect upon and improve the quality of feedback teachers 

provide to their students. 

The toolkit makes provision for lecturers to consider and provide feedback on the evaluation experience for 

two reasons:  

1. To inform the evaluator about the design and utility of the evaluation process. 

2. Participating in the evaluation can potentially be a reflective CPD activity in itself as the participant 

looks back over practice, evidences value, and looks forward to next steps. There is potential for these 

data to be linked to the HEA ‘Good Standing Agenda’ as a way to evidence continued development in 

teaching. These data can also be used to support institutional processes where CPD is relevant for 

example in annual reviews and promotions (Cashmore et al. 2013).  

2. Evidencing student learning  

Evaluating changes in students' approaches to learning is a useful way to appraise teaching and one which is 

currently under-utilised in the evaluation of teaching-related CPD. 

Trigwell et al. (2012) argue that measuring the impact of CPD programmes on student learning is complex 

and difficult because there is no direct causal link between the two and the many other factors that influence 

student learning. We can however make suggestions for how the links between CPD, teaching and the 

student learning experience can be better articulated.  

Using existing datasets and systems 

There are datasets and systems that CPD providers and lecturers can use as indicators of student satisfaction 

and learning (Table 7), to provide benchmark, evaluation and monitoring data.  

To suggest links between CPD, student satisfaction and learning, crude comparisons can be made between 

many data and lecturer participation in CPD, but this depends on the extent to which and in what format the 

latter is captured by the institution. Ideally it should be collected in a form that can be linked with other 

institutional datasets. Other, more nuanced analyses of the value of CPD can be made by both CPD providers 

and lecturers through targeting interventions at a particular level (department, programme, module) and 

seeking evidence of impact through changes in the data trends. Research shows that where this approach 

has been taken, there can be increases in student satisfaction (Trigwell et al. 2012) and attainment (Mowbray 

and Perry 2015). 

                                                        

 

2 http://www.reading.ac.uk/web/FILES/EngageinFeedback/final_audit_tool_28_05_09.pdf 

 http://www.reading.ac.uk/web/FILES/EngageinFeedback/audit_checklist_08_05_09.pdf 

http://www.reading.ac.uk/web/FILES/EngageinFeedback/final_audit_tool_28_05_09.pdf
http://www.reading.ac.uk/web/FILES/EngageinFeedback/audit_checklist_08_05_09.pdf
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There are caveats to using these datasets and systems that evaluators should consider. Often these are 

quantitative instruments that measure satisfaction which is limited when trying to extrapolate about learning. 

This can be mitigated by developing existing instruments to better address students' engagement with, 

perceptions of and approaches to study, for example through embedding these items into module evaluation 

and student perception questionnaires (Table 7). 

Table 7: Suggested indicators for capturing student learning 

Student engagement  Time and effort students devote to educationally purposeful activities.  

Face-to-face contact between students and academics. 

Developing reciprocity and cooperation between students and academics. 

Use of active learning techniques. 

Giving prompt feedback. 

Emphasising time on task. 

Communication of high standards. 

Respect for diverse talents and ways of learning (Chickering and Gamson 

1987) 

 used as a proxy for quality (Kahu 2013); 

 often manifested through Student Charters – these offer possibilities for 

operationalisation. 

Student perceptions  Resources. 

Teaching. 

Study approaches  Shifts between surface and deep learning.  

Systematic approach to studying.  

Use a range of approaches to study. 

Time organisation. 

Collaboration with other students. 

Information literacy. 

ICT literacy. 

Revision approaches. 

Student achievement  Measuring learning gain in addition to summative achievement. 

What has been learnt. 

Ability to problem solve. 

Ability to think and communicate critically. 

Where such amendments are not possible or desirable, there are instruments which specifically address 

student engagement, approaches to learning and learning gain. These provide a snapshot of student 

behaviours which can, over time, identify impact and change (Table 8). 
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Table 8: Instruments for student evaluations 

Instrument Description 

Experience of Teaching and 

Learning Questionnaire (ETLQ) 

Shortened Experience of 

Teaching and Learning 

Questionnaire (SETLQ) 

Learning and Studying 

Questionnaire (LSQ) 

Measurement instruments
3
 developed by the ESRC Teaching and 

Learning Research Programme project: ‘Enhancing Teaching-

Learning Environments in Undergraduate Courses’. 

Students rate their expectations of a degree programme/course/ 

unit and the learning gains they have made through the course. 

They also rate statements about their approaches to learning and 

their experiences of the teaching on the course. 

Approaches and Study Skills 

Inventory for Students (ASSIST) 

(Entwistle 1997) 

This inventory consists of three sections: the first measures 

conceptions of learning; the second produces scores on students’ 

approaches to learning (deep, surface, strategic); the third lets 

students rate their preferences for different types of teaching. 

A short version of ASSIST is available. 

Student Evaluation of 

Educational Quality (SEEQ) 

(Marsh 1982) 

Students evaluate instructors on nine teaching dimensions 

(learning, enthusiasm, organisation, group interaction, individual 

rapport, breadth, examinations, assignments, and assessments) 

and provide an overall impression. 

This student feedback questionnaire is widely used in the US. 

Course Experience 

Questionnaire (CEQ) 

(Ramsden 1991) 

Captures students’ perceptions of good teaching, clear goals, 

appropriate workload, appropriate assessment and an emphasis 

on independence. 

These approaches can better capture student learning, and using multiple data sources moves beyond self-

reporting to a more robust evidence base. It is therefore useful to consider where guidance for using these 

data sources sits within the CPD offer and to note that different groups of teachers, in particular associate 

lecturers, graduate teaching assistants and postgraduate teachers, often have less awareness and access to 

evaluation methods.  

Students are also integral to the evaluation process but they are notoriously over-burdened with 

expectations to provide feedback on teaching and learning and can therefore be mechanistic in their 

approach to evaluation particularly through questionnaires. Using mixed-method approaches where 

students give feedback in different formats that ensure anonymity can help mitigate feedback fatigue. 

Making sure that students understand the importance of evaluation and how it can benefit their learning 

experience may also help to mitigate these issues.  

Closing the loop: CPD provision and students  

Historically there has been little direct contact between students and CPD provision, with most current 

evaluation mechanisms allowing students to comment on the product of CPD rather than its process. Raising 

student awareness and involvement can support the student body to engage in an informed and critical 

discussion about teaching quality including evaluation. CPD providers can usefully: 

 raise awareness of academic development processes and the extent to which lecturers are involved;  

                                                        

 

3 http://www.etl.tla.ed.ac.uk//publications.html#measurement  

http://www.etl.tla.ed.ac.uk/publications.html#measurement
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 include students in discussions around teaching and learning agendas through mechanisms such as 

student charters and student representative systems. See the University of Portsmouth’s Student 

Academic Facilitator
4
 scheme for an example of how this has been taken forward; 

 include students in the delivery and content of CPD provision, including peer review, to provide student 

perspectives on academic development themes. See the Student Reviewer Scheme
5
 at the University of 

Lincoln for how students have undertaken peer review;  

 create links between academic development units (CPD providers) and the Student Union Education 

Representatives. The Student Union is an important catalyst for change and for raising local and national 

agendas;  

 create links between students, CPD and show how student charters or similar instruments are 

implemented and evaluated; and 

 involve students in collaborative action research into teaching and learning issues. See the University of 

Exeter’s initiative Students as Change Agents
6
 where students undertake research into teaching and 

learning issues which directly impacts their own learning. 

Evidencing impact on institutional culture 

By ‘institutional culture’, we mean the attitudes, values, ethos, goals and practices that are assumed to be 

shared across an institution. Institution-wide evaluation poses a different set of challenges for the acquisition 

of evidence of impact of an initiative. It can be challenging to show how a change of culture be demonstrated 

across an institution and, perhaps more importantly, attributed to a particular cause, such as CPD provision. 

While teaching-related CPD may affect institutional culture, the culture of the institution also influences the 

impact of the CPD activity (Chalmers and Gardiner 2015).  

Nonetheless, although challenging and complex, attempting to gather evidence of changes in attitudes and 

assumptions at institution level may have its own benefits. For example, institution-wide evaluative practices 

may:  

 raise awareness about CPD initiatives; 

 stimulate conversations about CPD across groups who are not normally in dialogue; and 

 help define what is meant by ‘impact’ in a particular context. 

In this section, we consider potential indicators of change in institutional culture and suggest techniques for 

gathering evidence of impact. 

Relevant recent research 

Investigating the impact of CPD upon institutional culture may also contribute to the development and 

awareness of CPD provision. For example, Jones et al. (2013), suggest that discussions about impact from 

different perspectives across an institution (departments, faculty, senior managers, quality office, registry) 

can stimulate a dialogue about the common goals and aims for the offering, and help to determine the 

extent to which it is influencing institutional policy and practice. 

In terms of measuring impact at the institutional level, the following approaches and strategies are suggested 

in recent literature: 

1. Consider using occasional but in-depth, fine-grained evaluation of institution-wide impact rather than 

always relying upon annual monitoring reports. The in-depth evaluation should involve a range of 

stakeholders and can help involve staff in the ongoing development of CPD rather than just 

                                                        

 

4 https://www.heacademy.ac.uk/developing-student-academic-facilitator-role-university-portsmouth 

5 http://edeu.lincoln.ac.uk/portfolio/student-reviewer 

6 http://as.exeter.ac.uk/projects/changeagents/ 

https://www.heacademy.ac.uk/developing-student-academic-facilitator-role-university-portsmouth
http://edeu.lincoln.ac.uk/portfolio/student-reviewer
http://as.exeter.ac.uk/projects/changeagents/
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attempting to measure effectiveness (Jones et al. 2013). Such evaluation might involve focus groups, 

panel discussions, interviews, and written reflections. 

2. Include ‘pathways to impact’ in the design of CPD programmes. These can be discussed with 

participants and other stakeholders, so that awareness of impact is under consideration from the 

beginning of the CPD. Early conversations and awareness-raising may help shape the way in which 

the CPD becomes embedded in practice and can help establish realistic expectations about the 

challenges and complexities of identifying impact (Jones et al. 2013).  

3. Cousin (2013) urges universities to ask awkward questions about the very nature of the CPD. She 

encourages an institutional reflexivity which questions the university’s vision of CPD, why the CPD 

provision is being offered in its current format and the extent to which the evaluation of the CPD 

provision penetrates the fabric of the institution. Such an exercise could be framed as being forward 

looking (using, for example, an appreciative inquiry methodology or similar). 

4. Consider talking about the impact of CPD in terms of its impact on the productivity of the 

organisation. Stefani (2013, drawing upon research by Aguinis and Kraiger 2009) offers a compelling 

case for talking about academic development in a way that alludes to the ‘business’ of HE: staff 

retention, discipline or school reputation, and productivity. 

5. Draw on students as institutional researchers. Gunn and Fisk (2013) describes an evaluation of 

academic development at the University of Glasgow through a series of projects in which students 

from a range of disciplines were employed to carry out research into the impact of curriculum and 

course changes. The overall project has benefited from having disciplinary insights from both 

academics and students into the effectiveness of various interventions. It has resulted in a set of 

resources that could be used as tools to stimulate further reflection on different pedagogical activities 

(See ‘The Enquiry-Based Learning Project’ under ‘Resources’ below). 

Potential indicators 

The following table describes possible indicators that might signal the impact of CPD within an institutional 

culture. 

Table 9: Suggested indicators for shift in institutional culture 

Aspect of institutional 

practice 
Indicators 

Alignment of CPD 

policy with broader 

institutional strategies 

 Prominence of CPD offering in top level strategies and policies – e.g., 

Teaching and Learning (T&L) strategy; mission statement; strategic plan. 

Engagement of 

broader community in 

institution-wide T&L 

events 

 Participation in institution-wide Teaching and Learning conference (e.g., 

attendance, number of proposals, external contributors, participation from 

broad cross-section of institution); 

 Teaching prizes (increase in number of nominations; attendance at prize-

giving events; evidence of heightened general awareness and prestige of 

prizes); 

 Teaching grant schemes (increased number of proposals; sense of prestige; 

enhanced outputs – conference talks, publications, resources). 

Institutional support 

for T&L CPD 

achievements 

 Reward and recognition policies value CPD achievement; 

 Hiring and probation policies recognise CPD accreditation; 

 Annual review/appraisal practices incorporate CPD attainment; 

 Mid-career/experienced staff encouraged and supported to undertake CPD. 

Evidence of cross-

institutional dialogue 

about CPD provision  

 Heads of Departments contribute to CPD offering; 

 T&L networks (formal and informal) are established and flourishing; 

 T&L CPD is on agenda for committee discussion; 
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 Forums for interdisciplinary discussions about T&L are available; 

 Membership of institution-wide T&L networks/forums has grown; 

 Evidence of sharing T&L achievements related to CPD (e.g., outcomes of 

action research projects/enquiries/portfolios/studies related to a PGCert or 

other CPC offering). 

Leadership/capacity 

building in T&L 

 Are past participants in CPD programmes stepping into T&L leadership roles 

in departments/faculties? Are they influencing practice through policy and/or 

pedagogic research? 

Organisational 

performance 

 Are there ways of attributing enhanced institutional performance to CPD 

provision? Indicators might include improved productivity; staff retention; 

organisational reputation; reduced costs and enhanced social capital (Stefani 

2013). 

Discussion 

As with any evaluation, considerations of impact should be designed as an integral element of the CPD 

provision and be addressed as an ongoing area of enquiry. Discussing what is meant by ‘impact’ with a range 

of stakeholders is a valuable exercise that can reveal complexities inherent in impact evaluation and which 

might lead to the deeper type of questioning that Cousin (2013) advocates. Institution-wide approaches 

should, ideally, enable the consideration of multiple indicators simultaneously. Although potentially 

complicated, this could offer a rich holistic picture of how CPD is influencing institutional culture in relation to 

teaching and learning and, as Trigwell et al. (2012) suggest it can potentially identify areas of change that a 

focus on a single indicator would not detect. 

Resources 

The following instruments and guides address impact and evaluation of CPD obliquely rather than directly. 

However, the methods are relevant and the resources could be adapted to stimulate an institution-wide 

review of CPD. 

Table 10: Guides to Assessment Impact Evaluation 

Blackey, H.; Clayton, S.; Connor, C. and Lim, H. (2011) Assessing the impact of learning and teaching strategies 

in Wales. York: Higher Education Academy. Available from: 

https://www.heacademy.ac.uk/sites/default/files/assessing_impact_wales.pdf  

This instrument is aimed at evaluating the impact of learning and teaching strategies. However, its 

institutional approach and the attempt to draw together a number of areas to do with teaching excellence 

means that it could be adapted to explore the impact of CPD in relation to teaching. 

The Enquiry-Based Learning Project – Glasgow. The online resources associated with the project offer a 

variety of ways of framing impact and evaluation in relation to teaching and learning activities. Of particular 

interest as an exemplar, might be the section on ‘Programme and Course Design and Review’ which 

comprises a number of tools such as the ‘Checklist of pedagogic principles against key strategic priorities’. 

http://www.gla.ac.uk/services/learningteaching/resourcesforstaff/goodpracticeresources/examplesofgoodpra

cticeattheuniversityofglasgow/ 

Mayes, T. (2014) Developing and supporting the curriculum: Summary report. QAA Scotland. 

http://www.enhancementthemes.ac.uk/docs/publications/developing-and-supporting-the-curriculum-

summary-report.pdf?sfvrsn=12  

This report describes curriculum enhancement work in Scottish higher education. Section 2 considers at 

length support for professional development of academic staff and addresses how such work intersects with 

curriculum considerations more broadly. There is a useful diagram that maps relevant indicative outcomes. 

This style of mapping could be helpful in visually representing how CPD fits into and influences the 

institutional culture.  

https://www.heacademy.ac.uk/sites/default/files/assessing_impact_wales.pdf
http://www.gla.ac.uk/services/learningteaching/resourcesforstaff/goodpracticeresources/examplesofgoodpracticeattheuniversityofglasgow/
http://www.gla.ac.uk/services/learningteaching/resourcesforstaff/goodpracticeresources/examplesofgoodpracticeattheuniversityofglasgow/
http://www.enhancementthemes.ac.uk/docs/publications/developing-and-supporting-the-curriculum-summary-report.pdf?sfvrsn=12
http://www.enhancementthemes.ac.uk/docs/publications/developing-and-supporting-the-curriculum-summary-report.pdf?sfvrsn=12
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3. Additional guidance on evaluation methods 

There are a range of methods that you can use to undertake evaluation of CPD. Table 10 and following 

sections presents some guidance on the more commonly used approaches, but there are many more to 

explore, for example: portfolio evaluation, learning journals, observations, peer review and role play. 

Table 11: Approaches to data collection  

Quantitative This approach quantifies value.  

The data is numerical. 

Questionnaire data. 

Existing monitoring data. 

Big data.  

Content analysis. 

Statistical analysis.  

Qualitative  This approach attempts to qualify the 

nature and process of value for 

stakeholders.  

The data is non-numerical.  

Interviews.  

Focus groups. 

Observations. 

Visual analysis. 

Thematic content analysis.  

Phenomenological analysis.  

Mixed This approach quantifies and qualifies the 

process and nature of value.  

Uses both approaches to build holistic 

understandings. 

Questionnaires 

Questionnaires offer an opportunity to gather basic data from groups of people. They are good for 

measuring responses to specific questions and they enable researchers to make comparisons across groups. 

They can also help you collect data over time with the same cohort and across different cohorts in order to 

help ascertain how attitudes and perceptions have changed. 

Strengths: 

 allows you to survey a large group of people relatively quickly; 

 good at collecting factual information; 

 can be anonymous; 

 can be offered on paper or online; 

 tend to be less time intensive than other methods in terms of administering, completing and analysing; 

 useful for longitudinal studies, enabling comparisons across cohorts and year groups;  

 can collect quantitative and/or qualitative data; 

 quantitative data can be systematically analysed; 

 online surveys packages incorporate toolkits for analysis; 

 you can gather contact details for follow-up interviews or focus groups. 

Challenges: 

 completion rates are often linked to the length of time a questionnaire takes and the demands it makes;  

 additional factors such as tone of voice, facial expressions cannot be taken into account; 

 it is harder to gather responses to more complex questions; 

 developing clear, unbiased questions can be challenging and may require training. 

Things to consider: 

 be clear about what you are evaluating; 

 determine what types of questions are most relevant to your study: Closed – T/F; multi-choice; Likert-style 

or Open – with free text answers; 
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 pilot the questionnaire to test the clarity and validity of the questions. 

When to use: 

Questionnaires are useful to gather baseline data, take a snapshot of participants’ views midway in a course, 

understand attitudes towards satisfaction at the end of a course or as a means of rating the relative value of 

components of a CPD programme in a longitudinal study. Additionally, questionnaires can be used as one 

element of a mixed-methods study, and may offer findings which can be explored in more depth using 

toolkits such as interviews or focus groups. 

Ethical issues: 

Finally, it is important that respondents understand their rights and the researcher’s responsibilities in 

relation to storage of data, anonymity and withdrawing from answering a questionnaire at any point. 

Table 12: Questionnaire resources 

Graham Gibbs lectures 

A series of three video lectures with Creative 

Commons licenses. Taken together, they offer quite 

a comprehensive guide, pitched at an audience that 

has little experience of using questionnaires. 

 

Creative Commons license: CC-BY-NC-SA. 

Video 1: Question types and piloting: 

https://www.youtube.com/watch?v=vjailyWAcJQ  

This also addresses the point of when a 

questionnaire is an appropriate method 

Video 2: Questionnaire layout and question 

wording: 

https://www.youtube.com/watch?v=BZLVI5zae2E  

Video 3: Ratings and scales:  

https://www.youtube.com/watch?v=_aOhcGf8EcY  

Sheffield Learning and Teaching Resource. 

This resource contains a summary of advantages 

and disadvantages of using questionnaires, some 

advice about the process and a link to some sample 

evaluation questions. 

http://www.shef.ac.uk/lets/strategy/resources/eval

uate/general/methods-collection/questionnaire 

University of Wisconsin – Cooperative Extension 

2009. 

This resource provides an excellent introduction 

and many helpful examples of how to develop an 

end-of-session evaluation questionnaire for 

teaching-related CPD.  

http://learningstore.uwex.edu/assets/pdfs/g3658-

11.pdf 

 

Interviews 

Interviews (usually one-to-one) offer a way to explore questions in more depth and they tend to yield 

qualitative data that is potentially richer and more complex than that collected through questionnaires. They 

are also useful to follow up findings from questionnaires. 

Things to consider: 

What format of interview would best suit your evaluation? Interview formats may be:  

 structured – fixed set of questions asked to all interviewees; 

 semi-structured – set of questions and key themes for exploration, but questions vary between 

interviews; or 

 unstructured – no predetermined questions; interviewee is encouraged to talk around a set of issues. 

https://www.youtube.com/watch?v=vjailyWAcJQ
https://www.youtube.com/watch?v=BZLVI5zae2E
https://www.youtube.com/watch?v=_aOhcGf8EcY
http://www.shef.ac.uk/lets/strategy/resources/evaluate/general/methods-collection/questionnaire
http://www.shef.ac.uk/lets/strategy/resources/evaluate/general/methods-collection/questionnaire
http://learningstore.uwex.edu/assets/pdfs/g3658-11.pdf
http://learningstore.uwex.edu/assets/pdfs/g3658-11.pdf
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How will you keep a record of the interview? You may wish to use a voice recorder so that you can 

concentrate on asking questions and listening to the responses. If you are using a recording device, ensure 

that you have consent from your interviewee. 

How do you intend to analyse the data? You might wish to transcribe in full and use a grounded approach 

(that involves coding the data) as a means of interpretation. This is labour-intensive but may help you make 

comparisons across groups over time. Or you may prefer to draw out broad themes that you observe in the 

data. 

Strengths: 

 topics can be probed more fully; 

 interviews are appropriate for complex, nuanced discussions; 

 questions can be tailored to suit the context; 

 the interviewee’s views are brought to the fore and can shape the direction and flow of the conversation; 

 topics that are unanticipated by the interviewer can be accommodated and explored; 

 a fine-grained perspective of the question under consideration can be obtained. 

Challenges: 

 interviews can be time-consuming to organise, administer and analyse; 

 anonymity is harder to guarantee with interviews; 

 interviews are not practical for large groups where sampling would be required; 

 analysis of interview data can be challenging and less straightforward than survey data; 

 they may require transcribing or extensive note-making; 

 participants may be less willing to be interviewed than to complete a survey;  

 interviewers should run pilot interviews for practice to guard against ‘leading’ an interviewee towards a 

particular response. 

When to use: 

Interviewing might be a suitable technique to use if you are following a set of individuals on a longitudinal 

study as they develop their practice after completing a CPD course. You could arrange to interview them at 

regular intervals with a view to building up over time an understanding of their journey as teachers. The 

results could be reported as a case study. 

Ethical issues: 

Finally, it is important that respondents understand their rights and the researcher’s responsibilities in 

relation to storage of data, anonymity, responsible reporting of data and withdrawing from the interview 

process at any point. If the interview is being recorded, a specific consent form will need to be provided. 
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Table 13: Interview resources 

Djebarni, R., Burnett, S. and Richards, B. (2014) ‘Research 

Methods for Business Students, Managers and Entrepreneurs’. 

University of South Wales. 

This multimodal e-book is an excellent resource; it is good for 

interviewing techniques, and covers questionnaires and focus 

groups. It is freely available, CC-licensed, designed to work with 

iPads and Macs. Licence: Attribution-NonCommercial-ShareAlike 

4.0 International 

https://itunes.apple.com/us/book/researc

h-methods-

forbusiness/id862468951?ls=1&mt=13 

Graham Gibbs’ ‘The Research Interview: How to do a research 

interview’. 

In this 18-minute video, Graham Gibbs comments on examples 

of good and bad interview technique and runs through what he 

considers to be the ten characteristics of a good interviewer. 

Some people might feel they know most of this but the replay of 

an interview with commentary is very engaging. 

https://www.youtube.com/watch?v=9t-

_hYjAKww 

Focus groups 

Focus groups are effectively group interviews and they can be an efficient way of exploring a set of issues in 

depth with a cohort. Focus groups are also a useful way of gathering a range of views and offer an 

opportunity to hear points and counterpoints.  

Things to consider: 

Having two people to run the focus group works well - with one person facilitating the discussion and the 

other taking notes. It is particularly helpful to make a recording of the session. 

Ensure that members of the group feel comfortable with each other before the session officially begins. The 

establishment of a sense of trust, an environment conducive to discussion and a relaxed atmosphere should 

enable a free-flowing conversation. 

Strengths: 

 a good opportunity for participants to reflect upon and share experiences;  

 participants can stimulate observations or recollections that might not have surfaced in either surveys or 

interviews; 

 the experience of thinking collaboratively about a topic can be a rewarding activity for groups of peers. 

Participants may feel they have gained new perspectives or ideas from the session; 

 the data generated from a focus group has the potential to be rich and multi-voiced. 

Challenges: 

 arranging focus groups can be more time-intensive than surveys or interviews; 

 good facilitation skills are needed to keep discussions focused and ensure everyone is contributing; 

 dominant, persuasive speakers can steer the discussion in a way that may not be representative of the 

group; 

 it is difficult to take notes in a focus group, so you may wish to record the session (with consent of 

participants); 

 participants need to feel secure in the presence of peers to express their views. A trusting, confidential 

environment should be established. 

http://creativecommons.org/licenses/by-nc-sa/4.0/
http://creativecommons.org/licenses/by-nc-sa/4.0/
https://itunes.apple.com/us/book/research-methods-forbusiness/id862468951?ls=1&mt=13
https://itunes.apple.com/us/book/research-methods-forbusiness/id862468951?ls=1&mt=13
https://itunes.apple.com/us/book/research-methods-forbusiness/id862468951?ls=1&mt=13
https://www.youtube.com/watch?v=9t-_hYjAKww
https://www.youtube.com/watch?v=9t-_hYjAKww
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When to use: 

Focus groups would be a good way of getting feedback about a programme midway through and at the end. 

It could be a good way of working with institutional stakeholders to canvas their views about the value of CPD 

programme and it would be a useful way of gathering longitudinal data from participants. 

Ethical issues: 

Finally, it is important that respondents understand their rights and the researcher’s responsibilities in 

relation to storage of data, anonymity, responsible reporting of data and withdrawing from the focus group 

at any point. If the focus group is being recorded, a specific consent form will need to be completed. The 

facilitator should emphasise the importance of confidentiality within the group to establish a sense of trust 

for all contributors 

Table 14: Focus groups resources 

Smith, M.K. (2011) ‘Using focus groups in evaluation and research’ 

Helpful, clear and practical. Addresses evaluation directly and offers 

useful advice for how to handle data if using for a research project. 

http://infed.org/mobi/using-

focus-groups-in-evaluation-and-

research/  

Facilitating focus groups. 

This is an excellent CC-licensed blogpost describing the process of 

setting up and running a focus group. Jo Alcock is a librarian at 

Birmingham City University. 

This work by Jo Alcock is licensed under a Creative Commons 

Attribution-Non-Commercial-Share Alike 2.0 UK: England & Wales 

License. 

http://www.joeyanne.co.uk/2012

/03/13/facilitating-focus-groups/  

General advice on how to run a focus group by the Big Local Charity 

Partnership.  

CC licensed: ‘All our work is licensed under a Creative Commons 

Attribution-NonCommercial-ShareAlike 2.0 UK: England and Wales 

License. 

http://localtrust.org.uk/library/h

ow-to-guides/focus-group -  

4. Case Studies 

Introduction 

These case studies profile current teaching-related CPD in six contrasting HE institutions. In each example 

there is: 

 a brief profile of the institution; 

 an account of the teaching-related professional development opportunities available for staff; 

 a description of how teaching-related CPD is currently being evaluated; 

 a discussion of the institutional challenges in relation to evaluating staff CPD; and 

 a brief overview of future plans in relation to evaluating staff CPD where available. 

Institutional provision for staff-related CPD 

The six institutions provide a range of CPD activities including: accredited courses for new lecturers (often 

tied to probationary requirements), in-house HE Academy accreditation schemes for established staff, 

teaching-focused workshops, seminars and conferences. At some institutions, support is also provided for 

pedagogic research and development work, but this is less common. 

http://infed.org/mobi/using-focus-groups-in-evaluation-and-research/
http://infed.org/mobi/using-focus-groups-in-evaluation-and-research/
http://infed.org/mobi/using-focus-groups-in-evaluation-and-research/
http://www.joeyanne.co.uk/
http://creativecommons.org/licenses/by-nc-sa/2.0/uk/
http://creativecommons.org/licenses/by-nc-sa/2.0/uk/
http://creativecommons.org/licenses/by-nc-sa/2.0/uk/
http://www.joeyanne.co.uk/2012/03/13/facilitating-focus-groups/
http://www.joeyanne.co.uk/2012/03/13/facilitating-focus-groups/
http://localtrust.org.uk/library/how-to-guides/focus-group
http://localtrust.org.uk/library/how-to-guides/focus-group


67 

Depending on the institution and unit size, members of the educational development teams develop 

relationships with specific areas to facilitate the deliverer of tailored support that is sensitive to discipline 

needs. 

Evaluation approaches 

Most institutions undertake some form of evaluation during a CPD activity such as a course for new lecturers, 

to capture immediate reflections and to 'fine tune' provision to ensure it meets the demands of the specific 

group of participants. End of activity evaluation is commonplace, with self-completion questionnaires or 

reflective statements used to capture changes in practice or teaching beliefs. Since accredited provision are 

already linked to quality assurance processes then the evaluation is deemed to be far more straight forward 

than ad hoc workshops and teaching and learning conferences.  

A range of approaches are used to evaluate provision, with the process and timescale of the evaluation 

determined by a number of factors including: institutional drivers (e.g., periodic review), length of the CPD 

activity, and the availability of resources (particularly staff time). In-depth, longer term evaluation is less 

frequent, and when it takes place it is usually in response to an external steer such as periodic review or 

research funding opportunities. Where it is built into standard practice, there is a recognised need for the 

longer term follow-up to be quick to complete and administer e.g. using an online survey. More resource 

intensive approaches can hinder uptake. 

Challenges with respect to evaluating CPD  

All interviewees recognised the importance of undertaking evaluations but grappled with a number of issues: 

 evaluation is a complex process, with no direct cause and effect relationship between staff CPD and 

student learning; 

 resources are required to support long-term data collection; 

 changing institutional agendas impact upon evaluation processes; 

 ethical concerns regarding the use of evaluation data for quality monitoring purposes;  

 building evaluation into everyday practice in departments remains a challenge; 

Unique focus of each case study 

London Metropolitan University - In-depth evaluations have changed the practices of the staff within the 

Centre for the Enhancement of Learning and Teaching. Staff draw on both formal and informal mechanisms 

of evaluation within their regular evaluation practices. 

Sheffield Hallam University Focus on peer enhancement, and tailor their evaluation to focus on specific 

themes: monitoring numbers and staff profiles; evaluating process indicators; measuring outcome indicators 

and measuring the impact on broader teaching and learning ambitions.  

University of Roehampton - Students are regarded as integral to all aspects of university life, including 

evaluation processes. Students contribute to some staff CPD events and to staff peer review. 

Nottingham Trent University - Staff in the Centre for Professional Learning and Development seek to 

evaluate impact at five different levels, informed by the Kirkpatrick (2005) evaluation framework.  

Queen Margaret University Draws on multiple sources of evidence to evaluate its CPD provision, including 

the literature, feedback from staff at all levels, and so-called 'practice wisdom' to demonstrate the value of a 

CPD activity. The small size of the institution means that a significant amount of evaluations takes place 

informally through discussions with staff.  

Plymouth University - A number of specific projects have been designed over the past 10 years to evaluate 

staff CPD both within Plymouth and in its Partner Colleges.  
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Case Study 1 – London Metropolitan University 

Profile 

 London Metropolitan University is a large post-1992 university spread across three London campuses, 

organised in four Faculties.  

 It has 16,000 students, and offers undergraduate and postgraduate degrees across a range of over 27 

subject areas. 

 The University is committed to widening access to higher education, invests in entrepreneurship and 

innovation, and places employability at the heart of the curriculum. 

Professional development opportunities for staff 

The Centre for the Enhancement of Learning and Teaching (CELT) runs a PGCert and MA in Learning and 

Teaching in HE (MALTHE) accredited by the Higher Education Academy at UKPSF Descriptor 2, and a Learning 

and Teaching Practice course accredited at Descriptor 1. These programmes are integrated within the 

University’s CPD Framework for Academic Practice, overseen by CELT, which also includes provision for staff 

to gain professional recognition from D1-D3, on the basis of experience. The Centre organises an annual 

Learning and Teaching conference, and a range of professional development modules, seminars and 

workshops, plus online guides and resources. CELT produces a registered journal, Investigations in university 

teaching and learning
7
.  

Evaluating the effectiveness of teaching-related CPD  

CELT routinely gathers statistics and qualitative feedback from attendees at CELT organised activities, and 

these are presented in an annual report which is designed to “inform the University and Faculties of CELT’s 

range of services… to demonstrate output and outcomes and thereby provide a basis for consideration of 

future priorities and funding of CELT work”.
8
  

Courses, such as the MALTHE and the e-learning modules, are evaluated continuously. At the start of the CPD 

activity staff establish what participants hope to gain from the course, and adjust as appropriate; during the 

course informal feedback is collected to help clarify expectations, and fine-tune the content and process. At 

the end of the courses, more formal methods (self-evaluation questionnaires; evidence presented in projects, 

particularly those relating to curriculum evaluation, redesign and assessment practices; and changes to 

participants’ beliefs about teaching and learning) are used to evaluate participants’ satisfaction and shifts in 

their teaching practices. CELT staff are interested in the impact on student learning, and the impact that 

participation has on the culture of the department and the institution. The impact on students is measured 

indirectly by teachers self-reporting on shifts in their teaching approaches e.g., from a teacher-centred to a 

more student-centred approach, rather than looking at shifts in student results or other impact indicators. 

In 2008, a substantive impact study of the MALTHE was undertaken with staff who had completed the 

programme within the previous four years (Warren 2008). The study explored “the impact of the formal 

course on lecturers’ pedagogical thought and practice, and opportunities for and barriers to implementing 

acquired ideas or desired changes”. It utilised an open-ended questionnaire which was emailed to 

participants.  

In 2013, a similar, smaller-scale evaluation was undertaken, with the purpose of collecting feedback for 

programme revalidation. 

                                                        

 

7 https://metranet.londonmet.ac.uk/celt/scholarship--research/investigations-research-journal/investigations2_home.cfm 

8 

https://metranet.londonmet.ac.uk/fms/MRSite/psd/hr/capd/CELT%20Policy%20Docs/CELT%20Annual%20Report%202012

%20to%202013.pdf 

https://metranet.londonmet.ac.uk/celt/scholarship--research/investigations-research-journal/investigations2_home.cfm
https://metranet.londonmet.ac.uk/fms/MRSite/psd/hr/capd/CELT%20Policy%20Docs/CELT%20Annual%20Report%202012%20to%202013.pdf
https://metranet.londonmet.ac.uk/fms/MRSite/psd/hr/capd/CELT%20Policy%20Docs/CELT%20Annual%20Report%202012%20to%202013.pdf
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Every five years we conduct a major review towards updating provision for revalidation. This is 

when we use questionnaires and focus groups with previous participants, to get a sense their 

views of the benefits of the CPD and how it has impacted on their educational thinking and 

practice and on their students' learning.” (Digby Warren, Head of the Centre for the Enhancement of 

Learning and Teaching (CELT)) 

There were a lot of similarities between the findings of the 2008 and 2013 evaluations. Respondents 

identified cross-disciplinary networks, opportunities to share practice and a boost in confidence as key 

features of the course:  

Participants described the benefits of being part of a whole network where they could share 

ideas across disciplines, and get new ideas… for some of them it was a really transformative 

experience in terms of extending their understanding of teaching and learning, and just really 

giving them confidence that some of the new teachers need to get them started. (Digby Warren, 

Head of the Centre for the Enhancement of Learning and Teaching (CELT)) 

However, participants also encountered impediments to integrating their learning from the MALTHE into 

their teaching practice:  

People left the programme with ideas and inspiration and confidence and keen to maybe try out 

things but when they got out into the real world of the department they found that change was a 

little less easy to implement... that there were cultural and institutional inhibitors. (Digby Warren, 

Head of the Centre for the Enhancement of Learning and Teaching (CELT)) 

Staff that progress to the Masters programme (MALTHE) are asked to submit a reflective ‘graduation 

statement’ articulating what they have learned through the process of undertaking the course, and to think 

ahead in terms of how they think this would inform or influence their future practice. These reflective 

statements are used as a further source of impact evaluation evidence. 

Challenges to evaluating CPD 

It was recognised that the benefits to practice might well become clearer some time after completion of the 

CPD activity. However, carrying out longitudinal in-depth evaluations such as the post-completion impact 

evaluation for MALTHE is resource intensive. Another challenge noted was the fluctuation in institutional 

agendas and policies. When asked ‘Why is longer term evaluation not carried out as a matter of course?’, the 

response was: 

There are times when it’s important to make visible the quality and impact of what one is doing 

and so you seize those moments when it is necessary to do that. Because of the kind of fairly 

common cycle of having programmes reviewed every five years I think people often rely on that 

more standard periodic review process as a way to reflect on and refresh CPD provision without 

necessarily doing the more in-depth study that a proper longitudinal impact study requires, I 

think it’s all these mix of things, it is resources, it is political agendas, institutional agendas. (Digby 

Warren, Head of the Centre for the Enhancement of Learning and Teaching (CELT)) 

The sensitivity of undertaking impact evaluation was also highlighted in the interview. It was felt that there 

needed to be a clear division between education enhancement, and gathering data that ultimately could be 

used for quality monitoring. This connected to the question of ‘Who undertakes the evaluation?’ In particular, 

if an evaluation involves students, ‘Who speaks to the students?’ 
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I think there is a fine balance to be struck between asking teaching staff to articulate how they 

feel both [teachers and students] benefit, and how their thinking and practice has changed, and 

not making them feel they are being made subject to some kind of appraisal when you come in 

and start talking to their students. I think it presents some quite tricky research ethical issues. 

(Digby Warren, Head of the Centre for the Enhancement of Learning and Teaching (CELT)) 

Case Study 2 – Sheffield Hallam University 

Profile 

 Sheffield Hallam is the fourth largest university in the UK, with 34,718 students (25,988 undergraduates 

and 7,114 postgraduates).  

 The University has four teaching faculties – including 18 academic departments – based across two 

campuses (City and Collegiate). 

 The University encourages work-based learning, with over half of all courses offering integrated practice 

or work placement opportunities.  

Approach to CPD for academic staff 

The approach draws upon a peer enhancement strategy informed by the following principles: focused on 

teaching and learning practice; authentic; facilitated by using expertise to scaffold learning and application; 

peer supported; team-based; evidence-based; and generates reflection and feedforward. The key 

components of appraisal, CPD and Peer Review and Enhancement continue to be central to this strategy.  

Measuring the impact of this work on the staff and student experience remains a challenge, 

although we routinely reflect on our approach, trial new ways of measuring what we do and 

adapt our practice in light of experience and feedback. (Jackie Cawkwell, CPD Manager) 

Professional development opportunities for staff 

Teaching-related professional development opportunities for academic and learning support staff at 

Sheffield Hallam include informal and credit-bearing opportunities; responsibility for these areas of work lies 

in different parts of the University.  

The central directorate works with faculty leaders and the wider academic community through a 'hub and 

spoke' approach; events and opportunities are co-designed and co-facilitated by staff from the Learning 

Enhancement and Academic Development (LEAD) directorate and faculty learning and teaching leaders and 

innovators. The aim is to develop good inspirational learning and teaching practices across the University by 

targeting staff groups according to their levels of experience. Priorities are currently early career teaching 

staff and academics with leadership roles. The themes of learner engagement, course belonging and 

professional recognition are current priorities. The CPD strategy seeks to reinforce the need to support staff 

commitment to remaining in good standing as Fellows and Senior Fellows of the HEA. 

Evaluating the effectiveness of teaching-related CPD  

The central directorate (LEAD) evaluate the impact of the CPD events that they co-ordinate, and broader CPD 

work. All academic staff were surveyed on their engagement with, and attitude towards, CPD in March 2012. 

Participants reported overwhelming support in terms of successful delivery and achieving stated outcomes of 

CPD sessions, particularly early career staff who welcomed the informal and inclusive approach. Anecdotally, 

colleagues who attended reported that engaging with CPD extended both their practice and their confidence, 

whilst presenters demonstrated a growing capacity for leadership of others in their academic discipline and 

pedagogy in the context of HE. 

LEAD seeks to identify several very specific elements when they monitor, evaluate and measure impact: 

1. Monitoring numbers and staff profiles of those attending and facilitating events.  
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2. Evaluating process indicators e.g., expectations, quantity/quality of each event. 

3. Measuring outcome indicators (impact) for individual staff (both participants and facilitators). For 

example: affective outcomes, such as confidence and motivation as a result of engaging with CPD 

activities; development of skills associated with professional practice, such as critical enquiry, 

evidence-informed practice, reflective practice and scholarship; development of a repertoire of 

'classroom' practice and tool-kit of resources for teaching, learning and assessment activities. 

4. Measuring the impact on broader teaching and learning ambitions, i.e. aligning provision with 

institutional and teaching team objectives, and informing individual development plans. 

We also reflect more generally on other aspects that influence the achievement of our aims 

relating to excellent teachers, teaching excellence and improvements to the student experience, 

for example: appraisal; Peer Review and Enhancement; professional recognition targets and 

strategies; recording CPD and maintaining good standing. (Jackie Cawkwell, CPD Manager) 

Monitoring and review of Appraisal and Peer Review aim to encourage good practice in recording and 

reflecting on outcomes for the individual and their line manager. The only recording beyond this, however, 

involves the requirement of an audit at faculty level that captures which activities took place and identifies 

any relevant cross-faculty and staff development issues. In reality, the latter information is often too 

generalised to inform future CPD activities.  

Challenges to evaluating CPD 

Monitoring numbers and profiles of all the CPD that actually occurs is a huge task. In some cases, routine 

monitoring is not appropriate or even possible (for example, when nurturing special interest groups or 

contributing to ad hoc events). In many cases it is more appropriate to encourage individuals to record their 

engagement autonomously, for example, using PebblePad. Evaluating aspects such as meeting expectations, 

while useful for planning, design and delivery purposes, does not in itself contribute in any meaningful way to 

our understanding of the actual impact of CPD activities.  

CPD activities are often a 'slow burn' and without the chance to practice and reflect on new 

approaches, impact can be overlooked or disassociated from the initial development activity. Nor 

do we routinely have access in any detail to reflective discussions between academic colleagues, 

their peers and their line-managers. Thus the impact of what we do is often lost to us. (Jackie 

Cawkwell, CPD Manager) 

Future plans 

LEAD seeks more effective integration of monitoring, evaluation and measuring of impact for the range of 

professional development activities that staff engage with. These vary between discipline-specific and 

teaching and learning pedagogy; between scholarship and research; between credit bearing courses, non-

credit bearing (but formal) and informal events. Aspirations include: 

1. An improved capacity for all academic and learning support staff to act autonomously in: 

a. recognising their own development needs as part of an evidence-informed approach to 

practice;  

b. working collaboratively with peers in effectively addressing those needs; 

c. feeling confident in practising and further reflecting on new ways of being and doing; 

2. More effective use of institutional quality assurance processes such as Course/Periodic Review, 

institutional audit, appraisal, and performance management. This would benefit both the 

implementation of institutional strategies and inform future policy direction; 

3. Extending our understanding of how our growing community of professionally 

recognised/certificated staff (and our community of staff engaged in maintaining and further 

developing themselves) actually impact on the learning gains and overall experience of our learners. 
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Case Study 3 – University of Roehampton 

Profile 

 The University of Roehampton is located in south-west London and comprises four Colleges.  

 It had 8,530 students enrolled in the 2013-14 academic year, and offers undergraduate and postgraduate 

degrees across a range of subjects including Business and Management, English Literature, Creative 

Writing, Film, Anthropology, Sports Science, Sociology, Education, Dance, Drama, Philosophy, Classics, 

Criminology, Psychology, and Counselling. 

 It was recently named in the Sunday Times Good University Guide as the best modern university in 

London. 

Professional development opportunities for staff 

There is a growing institutional expectation that staff involved in teaching will have recognition at Descriptor 

2 of the UK Professional Standards Framework (UKPSF). The Department of Academic Enhancement (DAE) 

runs an introductory course for PhD students who teach, technicians and visiting lecturers supporting 

learning and teaching, accredited at D1. It offers a mandatory probationary programme for new lecturers: 

The University of Roehampton’s Certificate in Learning and Teaching in Higher Education (URCert), accredited 

at D2. In addition, the University manages an in-house CPD framework for experienced staff, accredited at all 

four levels of the UKPSF and this is aligned to hiring and promotion processes; for example, staff seeking 

promotion to principal lecturer are expected to have achieved or be working towards D3.  

A dedicated DAE staff member acts as the link to each department. In addition, DAE offers a range of 

teaching-related workshops, a popular annual learning and Teaching Conference, and has been particularly 

successful in gaining funding for teaching-related research projects.
9
 Individualised support is also given to 

staff consistently receiving disappointing module feedback, via a personalised development programme 

tailored to their needs. This might include peer reviews of teaching, professional dialogue and introductions 

to new teaching approaches.  

Student engagement with teaching-related CPD 

Student engagement
10

 is high on the University of Roehampton’s agenda, and as such this forms a specific 

aspect of interest in this case study. The university has a student Senate, which meets regularly with the Vice 

Chancellor as a formal committee. Student representatives from across the different programmes and the 

Students’ Union have an active role in policy making for the university, with a dedicated budget of around 

£50,000 to spend on initiatives that they think are worthwhile. This central drive for student engagement 

impacts across all departments. DAE involves students in staff CPD in a number of ways. Students have been 

involved in peer reviews of academic staff on the URCert, and this has been hugely successful. Student 

consultants are trained by DAE staff to observe teaching and to give feedback. Students observe staff from a 

department which is not connected to their own programme. They focus on the pedagogic practices of the 

lecturer, not the content.  

                                                        

 

9 http://www.roehampton.ac.uk/Services/Learning-and-Teaching/Research/ 

10 http://www.roehampton.ac.uk/Services/Learning-and-Teaching/Student-Voice/ 

http://www.roehampton.ac.uk/Services/Learning-and-Teaching/Research/
http://www.roehampton.ac.uk/Services/Learning-and-Teaching/Student-Voice/
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They could talk about whether or not the academic was trying to involve and include all of the 

students, whether all the material seemed to be taken from a sort of Anglo-centric source, 

whether the lecturer just read from PowerPoint slides and whatever. So they definitely had the 

wherewithal to comment on the sort of pedagogic practice adopted, and that was very positive. 

And a lot of the academics said: ‘We’ve always wanted to ask for sort of direct student feedback, 

but we know that our own students are never going to be as honest as they might be, because 

we’re marking their work, and because they’ve got to confront us in the session, so, you know, 

they’ve got to be there in the session next week, if they’ve said anything negative’, whereas if they 

have students from outside their departments, you know, no axes to grind anywhere, so they 

could get this sort of, this direct student feedback. (Jo Peat, Head of Academic Professional 

Development)  

As part of the HEA-funded project ‘Re-imagining Attainment For All’ (RAFA Project), students at Roehampton 

have been involved in developing an interactive resource (dialogue sheets) to use with academic staff teams 

to help them to review teaching and assessment practices. The project was set up in response to the 

attainment gap between black and minority ethnic students and white students. The dialogue sheets are 

generated by students with a student co-ordinator, and include student reflections on their teaching and 

learning experiences. These are presented as direct quotes to the learning and teaching advisory group 

chairs alongside data from planning, on the degree attainment differential for their programmes. Jo Peat 

explains:  

Rather than it being us [academic staff developers] facilitating these workshops, we got our 

student consultants to do it. So we very much took a back seat, and we got them to facilitate the 

workshops and to guide the direction of the workshops. The academics said that they’re the best 

workshops they’d ever attended, because they could hear directly from the students. It wasn’t 

being mediated by anyone, they could say to the students that, ‘I never knew you felt that, really, 

the students on my programme feel that?’, and the students were saying, ‘Well, yes, I’m one of 

them and, yes, this is exactly how we feel, you know, this is what we’re experiencing, these are 

the emotions we go through’. So the fact that we weren’t there, as the sort of the purveyors and 

the facilitators of these workshops, made them much more powerful, and the academics really 

did like that direct link with the students. 

This approach has been so successful that a number of cross-university workshops have been held utilising 

the same approach in examining what the students have said, and what that might mean for pedagogic 

practices across the university.  

Evaluating the effectiveness of teaching-related CPD  

Participants on formal CPD offerings are asked to evaluate the course upon completion, and, in the case of 

the URCert, one year afterwards. Both evaluations take the form of an email questionnaire. The initial 

feedback is sought using a 22-item survey the bulk of which comprises Likert-style statements about teaching 

and learning. For example, one statement reads “My ideas on teaching and learning are substantially the 

same as before”. Five open questions are asked at the end, focusing on participant satisfaction, attendance 

and participants’ reaction to undertaking a small-scale research project. A year later, participants are sent 

seven further evaluation questions which ask participants to recall the most and least valuable aspects of the 

course and to identify changes in behaviour in relation to teaching and assessment practices.  

In addition to formal monitoring via questionnaires, there are numerous opportunities for informal feedback, 

helped, in part, by the small size of the institution.  
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We try to ask staff fairly regularly without being sort of overly enthusiastic about badgering them, 

about elements that have contributed to them changing their practice…we've all got departments 

we link with, and we'll visit them sort of at least once a month for meetings and things. So we've 

got lots of opportunities for fairly sort of ad hoc conversations and informal conversations about 

how things are going, so we do get quite a lot of information that way, but it is informal, you 

know, it's not a formal way of sort of evaluating practice and impact. (Jo Peat, Head of Academic 

Professional Development) 

In relation to the RAFA project, both staff and students complete evaluation sheets that capture their 

reactions to the CPD activity and changes in teaching and learning behaviours. In addition, verbal feedback is 

sought individually to try and ascertain the impact of the activity upon practice. 

Challenges to evaluating CPD 

While it is recognised that longitudinal evaluations can provide useful information relating to impact on 

teaching practices, in reality this is not straightforward. For example, in the past, longitudinal evaluation had 

been undertaken to assess the impact of the Annual Teaching and Learning Conference on practice, six 

months after the event. However, the response rate was so low that these evaluations have been 

discontinued. 

Our annual learning and teaching conference, and that's become very popular, you know, we get 

an awful lot of staff there now, in fact more than we ever thought we would get there, and they 

have an evaluation to fill in. One of the questions is something about what they think they might 

do in terms of their own practice in the light of what they've seen or been part of in the 

conference, but often that's the bit that's sort of left blank or it's answered: ‘I don't know’, and 

even if we go back sort of six months later and say: ‘Did you make any changes?’, again, it tends 

to be sort of: ‘Oh, I'm not really sure, I didn't really think about it that way’. (Jo Peat, Head of 

Academic Professional Development) 

Future plans 

Involving students with Peer Review is something that Peat would like to see developed beyond the URCert. 

She regards it as important that teaching staff aren’t primarily receiving their feedback from educational 

developers. Resources constrain development in relation to the training of students, and ensuring that both 

students and staff are protected.  

Case Study 4 – Nottingham Trent University 

Profile 

 Nottingham Trent University (NTU) is a large university with 27,000 students. 

 The University has recently improved its overall ranking, moving from 73
rd

 to 57
th

 in the Guardian 

University League Table for 2015. 

 A diverse range of academic disciplines are provided by nine Academic Schools organised in three 

Colleges: College of Business, Law and Social Sciences; College of Arts and Sciences; and College of Art, 

Design and Built Environment. 

Professional development opportunities for staff 

The Centre for Professional Learning and Development (CPLD) was established in 2008 as part of the Human 

Resources Department. Its role is to promote and support effective professional development policy, strategy 

and opportunities for all staff groups as appropriate to help meet the University’s strategic ambitions.  
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Being part of HR has actually helped us... we have professional development very much 

embedded in the annual appraisal process, in wider policy and in wider practice around the 

institution. So it’s really helped from that point of view. (Alison Stewart, Academic Practice 

Development Consultant) 

In 2011, CPLD led the development of institutional CPD frameworks to assist and inform academic practice 

professional development. One of these was the NTU Teaching Development Framework (NTU TDF), 

designed to support the professional development of all staff who teach and/or support learning at NTU.  

The Framework has five elements including the NTU Learning and Teaching Professional Development Policy. 

Another Framework element embeds national standards for teaching and supporting learning as set out in 

the UKPSF by defining what they mean at NTU; all staff who teach and support learning at NTU are expected 

to gain HEA recognition. As such, the Framework demonstrates the University’s commitment to embedding 

those standards within professional practice and its staff development policy and provision.  

NTU-wide Teaching-related CPD, delivered by CPLD, has undergone significant development over the last 

seven years and includes writing workshops and one-to-one support for HEA applicants, online distance 

learning resources and a number of conferences, course leader workshops, teaching development 

sabbaticals and secondments, pedagogic research, and professional development programmes including: 

1. The new Postgraduate Certificate in Academic Practice (PGCAP) – permanent lecturers new to 

teaching in HE are required to complete Module 1 by the end of their first year. In addition to 

academic credits, this gives them HEA Associate Fellow recognition, and they go on to achieve HEA 

Fellow recognition within three years of starting at NTU. 

2. The 100-hour Certificate in Learning and Teaching in HE programme (CiLTiHE) is aimed at full-time, or 

part-time staff with some prior HE teaching experience, and Hourly Paid Lecturers. The course 

comprises five modules each aligned to the five areas of activity of the UKPSF.  

3. Postgraduate Research Students complete a 25-hour Essential Teaching Toolkit programme (ETTiHE) 

to achieve their ‘Readiness to Teach’ certificate. It provides them with the practice skills and 

knowledge to design and deliver individual sessions. 

Evaluating the effectiveness of teaching-related CPD  

The overall service provided by CPLD is evaluated with the aim of understanding its impact for the individual 

participants, their teams, the wider Schools and Professional Services, and the institution. Evaluation is 

regarded as a crucial aspect of all work undertaken, as CPLD is required to report on the outputs and 

outcomes it supports.  

CPLD has designed an Evaluation Framework to enable different levels of impact to be determined.  

CPLD’s remit for staff development across NTU’s academic and professional services falls into three 

categories of role:  

 consultancy or advice to support CPD development; 

 partnership working to help develop and/or deliver CPD; 

 direct provision of courses and resources. 

The CPLD Evaluation Framework maps those three categories of role against five levels of impact: 

Level 0: Establishing foundations and awareness – the work that needs to be in place before a 

development intervention. 

Level 1: Initial responses – the reaction to a development intervention at the time or shortly after by those 

involved (including CPLD staff), using the ‘CPD Reactionnaire’, an online post event feedback form. 
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Level 2: Perceived change – the change to an individual’s/team’s practice as reported by them during follow-

up activities. 

Level 3: Observable change – the change in an individual’s/team’s practice as observed by a line manager or 

person.  

Level 4: Institutional impact – changes to institutional practice (aims, structures, processes) and their 

impact. 

We try really hard not to deliver training which is discrete and doesn’t tie in with a bigger 

organisational development ethos. We try and build our CPD into other drivers so that we can 

demonstrate wider, observable impact and change. That’s really important to demonstrate our 

contribution to the wider organisation. (Lindsay Davies, Academic Practice Development Consultant) 

The evidence for the impact of all three roles at the different levels is captured via a suite of tools and 

measures, including self-reflective questions, practice and policy reviews, and practice case studies.  

The CPLD Evaluation Framework was created in-house in 2012 to meet the needs of the Centre and builds on 

Kirkpatrick (2005) evaluation levels and The Rugby Team Impact Framework (Bromley et al. 2008) which was 

designed to measure the effectiveness of researcher development initiatives. 

Kirkpatrick’s model focuses on the effect on the participant. What I wanted to do was to widen 

that. Greater impact is made when the impact shifts to the Department. So we are interested in 

how far does ownership shift from us out to the target group? So ultimately we should be 

performing a consultancy role and things should be working either in partnership with us or 

owned by the Schools for instance. We are interested in: How far has the activity become 

embedded within the organisation? E.g. has policy changed? That’s the high-impact stuff. You 

may be able to get some quantitative statistics around that but others are more qualitative. They 

are about: what has happened to the institutional structure or who is represented on various 

bodies. (Lindsay Davies, Academic Practice Development Consultant) 

All CPD events including conferences, workshops, and briefings are evaluated at Level 1 using the ‘CPD 

Reactionnaire’. It captures participant feedback about the effectiveness of the event organisation, booking 

and publicity, the learning environment, facilitation, and how well the event matched participants’ 

expectations. Level 0 evaluation is completed prior to the event to evaluate the appropriateness of the event 

design in line with the needs of the target audience. 

We have always tried to avoid just rating the popularity of interventions using a simple ‘tick-box’ 

approach to evaluate impact. That Level 1 approach has its place and benefits, but we are more 

interested in getting actual evidence of how the intervention has impacted on participants’ 

practice in the short and longer term. (Alison Stewart, Academic Practice Development Consultant) 

Teaching and learning professional development courses, such as ETTiHE and CiLTiHE outlined earlier, 

are routinely evaluated at Level 2 to determine to what extent to which the CPD has informed participants’ 

practice. This is evaluation is done using a number of methods including: 

 Pre-course and post-course self-diagnostic assessments against learning outcomes and other 

skills/knowledge frameworks, to identify initial levels of participant confidence, competence and/or 

capability and how these alter as a result of engagement in the course. 

 Activities during professional development delivery using critically reflective questions are used in a 

number of settings including online questionnaires, practice portfolios, presentations, formative and 

summative assessments, class discussions, and occasionally – focus groups - related to the CPD learning 

outcomes. Both group and individual feedback is collected, and much of it is anonymous. In discussions 

and feedback activities, participants are left together in a room (without the facilitator) to collate their 

responses. This approach has generated rich information about impact on practice, knowledge and 
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values, which CPLD has been able to use to demonstrate the impact of professional development on 

practice.  

Consultancy and bespoke teaching and learning CPD activities are evaluated in two ways. Firstly, 

participants are asked to complete a questionnaire, which asks four open questions. These questions seek to 

understand: what was most useful; what needs to happen next; whether they are any further development 

needs for the individual or for the staff team. Secondly, the relevant manager is asked to complete an 

evaluation, which asks more searching questions in terms of whether the CPD activity achieved the agreed 

objectives and outcomes, and how those align to the needs of the team and the strategic priorities of the 

university.  

CPLD reports that a very rich source of higher levels of impact of teaching-related CPD emerged from the 250 

applications for HEA professional recognition via the HEA-accredited NTU Scheme.  

The application process at NTU focuses applicants and referees not only on explaining what is 

done and why, but also identifying impact on practice – and the information they use as evidence 

of impact. Applicants and referees often found the latter aspects the most challenging parts of 

the process. Not only did they find it rewarding and satisfying to see what they had achieved over 

time, but we realised the value of it as evidence of impact at Levels 2 and 3 in our Evaluation 

Framework. Some have said that it has changed the type of conversations they now have in the 

peer and line manager reviews. (Alison Stewart, Academic Practice Development Consultant) 

Future plans 

There is a strong institutional drive to demonstrate impact of activities on teaching quality. CPLD has 

identified the potential of using their Evaluation Framework to support this. It will involve working with senior 

managers and academic staff to review and revise, as appropriate, the standards already defined using the 

UKPSF in the NTU Teaching Development Framework to articulate an institutional definition of ‘teaching 

quality’. 

CPLD is working to establish a sustainable method for longitudinal evaluation of the impact of teaching-

related CPD, including the new Postgraduate Certificate in Academic Practice starting in January 2016 and 

HEA professional recognition fellowships. In 2015-16, academic staff will be asked to identify in annual plans, 

the professional development activities they will complete to achieve this. This will enable CPLD to evaluate 

the impact of those activities in contributing to supporting implementation of University strategic goals and 

teaching quality. 

Longitudinal evaluation is one of those areas that is ‘tricky’ and it’s tempting to end up avoiding it 

because it is just too difficult and very time consuming, or get hung up on particular measures 

which are not really telling us anything about long term impact. I’m sure we’ll find an approach 

that’s a sensible compromise! (Alison Stewart, Academic Practice Development Consultant) 

CPLD has started discussions with the Students’ Union to identify ways of involving students in teaching-

related CPD and evaluation. 

The discussions we’ve had with colleagues from Plymouth really brought home to us how we 

haven’t really thought about involving our students. We approached the Student Union Reps at a 

recent NTU teaching conference and were delighted to hear them say they have lots of ideas 

about how they could get involved. So we’re meeting them over the summer to talk further. 

(Alison Stewart, Academic Practice Development Consultant)  
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Case Study 5 - Queen Margaret University, Edinburgh 

Profile 

 Queen Margaret University (QMU) is a small post-1992 university which dates back to 1875, granted full 

university title in 2007. The University is located to the east of Edinburgh, and has a portfolio of socially 

and economically relevant educational programmes that are organised within two Schools.  

 QMU has around 6,000 students and 470 staff. The university also has a broad portfolio of undergraduate 

and postgraduate programmes with international partners in Egypt, Greece, India, Nepal and Singapore. 

Professional development opportunities for staff 

Staff from the Centre for Academic Practice (CAP) contribute to policy and strategic planning, collaborate with 

all departments and units, and provide professional development for staff and post-graduate students in all 

aspects of learning, teaching and assessment. The breadth of CAP’s offer is illustrated in their annual 

programme handbook, and includes a series of short courses, bespoke workshops for programme teams or 

schools, and support for staff wishing to apply for HEA Fellowship.
11

 QMU runs a Masters in Professional and 

Higher Education (PGC PHE), of which the Post Graduate Certificate is HEA accredited. This is an applied 

programme, founded upon theories of inclusive learning and reflective practice, relevant and of interest to 

practitioners across all subject/practice areas. Since 2013 all new lecturers undertake this course.  

The in-house CPD Scheme was piloted at QMU in 2013 and is optional for experienced members of staff. No 

university targets have been set for the achievement of Fellowship. The emphasis is very much on 

enhancement. 

Evaluating the effectiveness of teaching-related CPD  

Evaluation of credit-bearing CPD programmes (such as the PGC PHE) is relatively ‘straight forward’ because 

there is a requirement for annual programme monitoring, which includes the involvement of students and an 

external examiner. In Scotland, quality monitoring takes the form of Enhancement-Led Institutional Review 

(ELIR), within which institutions examine and monitor their own quality processes, and express this in a 

Reflective Analysis. The QAA undertakes a cycle of quinquennial visits to review the findings of the 

institutional self-review.” Questions such as ‘How are we developing the staff who deliver the PGC PHE 

programme?’, and ‘How are we enhancing teaching practices on the programme?’ are included in the annual 

programme monitoring which feeds, eventually, into the ELIR process. 

With that kind of formal provision, evaluation is embedded and what is really important is that 

the quality assurance and the quality enhancement agendas do very clearly join up. And then 

evaluation is linked in to university processes; for example, people will talk at their performance 

enhancement review [appraisal] about their progress on the programme. So in those formal 

programmes then evaluation is reasonably straight forward. It’s not innovative, but it is 

embedded. (Roni Bamber, Director of Centre for Academic Practice) 

In 2010, a substantive piece of research was undertaken to explore the evaluative practices of academic staff 

at QMU, to ascertain what was done beyond formal requirements. Two members of CAP issued an online 

survey to around 200 academic staff (see Bamber and Anderson 2012) and found that a great deal of 

evaluation of teaching and learning goes on, but this isn’t always reflected in formal reporting structures. 

Much evaluation is informal and local, and often falls below the radar of formal monitoring.  

Bamber suggests that we need to move away from thinking about ‘impact’ and instead consider ‘evidencing 

value’. Drawing on her experience of running the HEA-accredited CPD Scheme at QMU she describes a 

                                                        

 

11 http://www.qmu.ac.uk/cap/PdfFiles/ProgrammeCurrent.pdf 

http://www.qmu.ac.uk/cap/PdfFiles/ProgrammeCurrent.pdf
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triangular approach that considers three distinct types of data (literature, feedback from review processes 

and ‘practice wisdom’) that can be analysed with to demonstrate the value of CPD activities (See Bamber 

2013). 

The first element is research: what is the literature and what are the theoretical frameworks that 

we are aware of, that would support what we are doing and help us keep developing? Second, 

evaluation: what feedback do we get from externals, from panel members, from participants in 

the CPD scheme and, also, what might we pick up from their applications that would suggest the 

value of the scheme? (And we know there is great value in applying for Fellowship – it’s a 

development activity in itself). And the third type of data is practice wisdom: what do we learn 

from discussions with staff, and from our knowledge of what is appropriate in our context. What 

do we pick up informally from staff that explains the value to them of going through that CPD 

process? Collectively that can be quite rich. It’s quite hard to capture, but that’s one of the areas 

that I think is most promising, that is probably under-appreciated because it is informal data 

which may look ‘unscientific’ to anyone taking a very technical-rational stance on evaluation. (Roni 

Bamber, Director of Centre for Academic Practice) 

The small size of the institution means that a significant amount of evaluation takes place informally, within 

that practice wisdom frame:  

A lot of what we do happens in the informal domain because everybody knows each other and 

talks to each other in the corridor and you get to learn all sorts of things about people’s teaching 

practice and what’s going on with their students, and that comes in to that practice wisdom area. 

It is really valuable information but it’s not necessarily written down. (Roni Bamber, Director of 

Centre for Academic Practice) 

Challenges to evaluating CPD 

The biggest challenge to evaluating CPD is that there is no direct cause and effect relationship, and so impact 

is always by implication, by interpretation and association.  

We can only go by what they [teachers] tell us, and usually it’s things like ‘I’m a lot more 

confident’; ‘I’ve got a greater repertoire of techniques’; ‘I feel as if I am responding better and 

learning better’; but it is hard to produce concrete evidence of that. (Roni Bamber, Director of 

Centre for Academic Practice) 

Bamber has been involved in the evaluation of teaching and learning for many years. In a previous institution 

she collected data from PGCert participants over a period of nine years, and has used a number of tools such 

as the Approaches to Teaching Inventory (Trigwell and Prosser 2004), and the Teaching Methods Inventory (Coffey 

and Gibbs 2002).  

We also designed a confidence questionnaire and we did try to find some kind of patterns in the 

data between entry and exit over that period of time. But there wasn’t, maybe because the 

numbers weren’t that great. There were no concrete data that we could call significant patterns. 

So measurable data is hard to establish, but we do get lots of rich evaluation data from 

discussing with staff their day to day practices, and how they’re developing those. The challenge 

is to turn that into something meaningful for reporting purposes, in this era of impact and 

measurement. (Roni Bamber, Director of Centre for Academic Practice) 

Future Plans 

Bamber suggests that evidencing the value of academic development is a challenging aspect of evaluating 

something as intangible as the benefits of developing staff. The staff at CAP will continue to gather data 

based on Research, Evaluation and Practice Wisdom, and are looking at how best to combine formal and 
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non-formal sources of data in ways that suit different purposes (e.g., for reporting, for improving our CPD 

Scheme, for planning future provision). 

Case Study 6 - Plymouth University 

Profile 

 Plymouth University is a large post-1992 university located in the south-west of England. 

 It has 27,000 students organised into six faculties and 18 Schools in Plymouth, and with national and 

international partners. 

 In 2012 Plymouth University was recognised for its innovative teaching, impact-driven approach to 

research, and the way it works with partners to create social and economic benefits for its neighbouring 

communities through the Queen’s Anniversary Prize for Higher and Further Education.  

 Plymouth focuses heavily on teaching development and accreditation, and currently hosts 10 Principal 

Fellows of the HEA, and has secured 22 National Teaching Fellowships. 

Professional development opportunities for staff  

Plymouth University has had an Educational Development team since the 1990s; supported four Higher 

Education Funding Council for England (HEFCE)-funded Centres of Excellence in Teaching and Learning 

(CETLs); and hosted the HEA Geography Earth and Environment Subject Centre 2000-11. It has also been 

successful in several JISC, HEA and the Fund for Developing Teaching and Learning (FDTL) projects.  

This legacy in pedagogic research and development continues at Plymouth through the Pedagogic Research 

Institute and Observatory (PedRIO).
 
Established in 2011, PedRIO proactively works toward meeting the goals 

of the University’s 2020 strategy. The Institute conducts leading-edge pedagogic research, promotes good 

practice and develops its teaching staff through professionally accredited study programmes. With a core 

management team, researcher expertise and executive steering group, PedRIO has a reputation for working 

towards the aims and goals of the HEA, particularly reflected in its recent successful application to the HEA’s 

Strategic Enhancement Programme for a learner analytics project.
12

 PedRIO researchers explore the ways in 

which students experience higher education and seek to enhance the opportunities for learning and personal 

transformation which access to higher education brings. Significantly the involvement of researchers from all 

disciplines of the university provides a platform for interdisciplinary research which impacts on and 

influences policy and practice. Pedagogic research formed more than 70% of the University’s submission to 

the Education unit of assessment in the Research Excellence Framework (REF) 2014. 

There is an institutional expectation that staff involved in teaching will have recognition at Descriptor 2 of the 

UK Professional Standards Framework (UKPSF). The Postgraduate Certificate in Academic Practice (PGCAP) is 

available to all academic staff with teaching responsibilities; it is a contractual requirement for new full-time 

academic staff to the university. The Postgraduate Certificate in Clinical Education is offered through the 

Medical School for their staff. For experienced staff there is an in-house CPD framework (The Teaching 

Development Framework
13

), accredited at all four levels of the UKPSF. The shorter Graduate Teaching 

Assistant’s course (GTA) has been offered for the past 16 years, aimed specifically at PhD students or staff 

with very limited teaching hours. As of September 2015 the redesigned PGCAP will cater for both full-time 

academics and PhD students. The first module is accredited at Associate Fellow level allowing a ‘step-off’ 

point for those who do not wish to gain the full certificate or do not have sufficient teaching hours. 

CPD is further facilitated via Educational Developers who acts as link partners to each of the Faculties. The 

support offered is varied and ranges from specifically tailored workshops for discipline teams to individual 

                                                        

 

12 http://www1.plymouth.ac.uk/research/pedrio/Documents/596989_261401%20PedRIO%20Annual%20Report_LM_YS.pdf 
13

 https://www.plymouth.ac.uk/your-university/teaching-and-learning/qualifications-and-recognition/tdf 

http://www1.plymouth.ac.uk/research/pedrio/Documents/596989_261401%20PedRIO%20Annual%20Report_LM_YS.pdf
https://www.plymouth.ac.uk/your-university/teaching-and-learning/qualifications-and-recognition/tdf
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support with programme and module design. PedRIO offer a range of teaching-related workshops,
14

 two 

main Conferences, and supports staff who are interested in undertaking pedagogic research by offering 

internal funding opportunities and research support. A series of teaching-related resources
15

 (e.g., The 7 

Steps Guides) support the continual professional development of teaching staff.  

Evaluating the effectiveness of teaching-related CPD  

Evaluation of the formal credit bearing programmes is considered by the Programme Director to be relatively 

straight forward as there are various quality assurance mechanisms in place, such as the end of module 

evaluation sheet which is designed to reflect the questions and themes used in the National Student Survey. 

There are also formal requirements to involve students and the external examiner, and their views are 

considered at each annual programme monitoring event. 

Ironically, I actually think the most useful evaluation is not that which goes to quality assurance. 

We use post-it note feedback at the end of each day, and that’s really informal. We generally ask 

‘What did you like?’ and ‘What suggestions do you have for improvement?’ This approach not only 

informs our future practice but also demonstrates to the participants how they might collect 

feedback from their own students. The feedback is really helpful for us because it enables us to 

respond on Tuesday to something we heard on Monday, and change and adapt accordingly, or 

go back over something that was unclear, or introduce something new. So for me, that’s the most 

responsive, useful feedback that we get. (Polly Magne, PGCAP Programme Director) 

Over the past 10 years there have been a number of specific projects designed to evaluate teaching related 

CPD within Plymouth and in the Partner Colleges. Two examples are: 

1) Graduate teaching assistants: responding to the challenges of internationalisation 

The Plymouth GTA programme has been running since 1999 to provide participants with an introduction to 

the practice of university teaching. The teaching team undertook a rigorous evaluation because: the course 

had a diverse cohort, with a growing number of international students, many of whom experienced 

difficulties with the assessed component of the course. The team were interested in examining the longer 

term impact on participants’ professional development, particularly the extent to which they applied the 

knowledge gained into their teaching (Winter et al. 2014) 

A mixed methodology generated both quantitative and qualitative data. An online questionnaire captured 

demographic information, evaluated course content, delivery and assessment, and established impacts on 

Continuing Professional Development (CPD). It contained a mix of Likert scale, closed and open questions 

and was administered using Survey Monkey. The questionnaire was sent to all who participated on the 

course between 1999 and 2012, with contact via university email and alumni networks. Of 626 people 

contacted, 171 responded, giving a response rate of 27.3%, in line with response rates in similar studies (e.g., 

Brew et al. 2011). The questionnaire results informed the development of a semi-structured interview which 

was used with a purposive sample of 10 participants from all three year cohorts. This provided the 

opportunity to explore themes emerging from the questionnaire and examine the longer-term impacts of the 

course for on-going academic development. 

                                                        

 

14
 https://www.plymouth.ac.uk/your-university/teaching-and-learning/our-events 

15
 https://www.plymouth.ac.uk/your-university/teaching-and-learning/guidance-and-resources 

https://www.plymouth.ac.uk/your-university/teaching-and-learning/our-events
https://www.plymouth.ac.uk/your-university/teaching-and-learning/guidance-and-resources
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This evaluation proved to be extremely valuable. Based on the outcomes of this work reflective 

writing support was introduced, as this emerged as a particular area of need. Course content and 

support were perceived as highly relevant, and gave participants adequate preparation for a 

future career in academia, either in the UK or further afield. More widely, hidden challenges 

emerged regarding inequalities in the ability of students to access teaching opportunities which 

were integral to successfully completing the course. As a result, the teaching team changed the 

support we provided participants and revised the guidance offered to PhD supervisors in terms 

of offering teaching opportunities. (Rebecca Turner, Educational Developer)  

2) Longitudinal Evaluation of the Teaching Development Framework (2012-ongoing) 

Plymouth’s in-house accreditation scheme commenced in 2012, with the first Awards panel held in July 2012, 

and bi-monthly thereafter. In the first year, 48 workshops were delivered to 160 staff, and a significant 

amount of individual support was given both face-to-face and via email. To evaluate the impact of the 

accreditation scheme and to explore the experiences of staff gaining HE Accreditation via this route a part-

time research assistant was appointed to work with the TDF Manager. An online questionnaire was 

administered to those engaged with the scheme in the 2012-13 academic year. This captured demographic 

information (e.g., role, discipline) and initial reflections on motivations and experiences. Thematic analysis 

was undertaken on the qualitative responses with the resulting themes informing the interview schedule. 

Then 39 staff were interviewed (20 had completed their application, 19 were in progress). Participants were 

asked to reflect on their role, their motivation for seeking accreditation, their departments’ view of the 

process, personal insights into the process, and their perceptions of their colleagues’ views on the process.  

None of the respondents indicated professional development as their primary role for engagement although 

73% of staff who responded to the online questionnaire felt that the application process had impacted 

positively on their teaching and/or leadership.  

The process of completing the application required me to undergo a peer review and also think 

critically about the philosophy and principles underlying my teaching practice. As a new 

university lecturer [in Plymouth], it is very easy to get caught up in the day to day teaching and to 

forget to make time to reflect. (Participant, 2013) 

Putting thoughts down in writing helps to focus on strengths and weaknesses. It's all about the 

tangibility, much like the teaching itself really! i.e. if your own thoughts are in order, your 

engagement with the students is more likely to be successful. (Participant, 2013) 

Strategic thinking motivated many of the respondents who regarded accreditation as useful for gaining 

recognition, attracting students to their courses, job security and promotion. 

The findings of the first year evaluations have now been published and shared at a number of UK 

and International Conferences (Spowart et al. 2015). We continue to monitor the quality of what 

we offer and seek feedback from all staff who have engaged with us. We are extending this 

research with a number of other UK-based HE Institutions in order to make comparisons across 

the sector. Further research which tracks the impact of accreditation longitudinally would 

enhance our understanding, particularly as we begin to see staff return to the scheme to apply 

for Senior and Principal Fellowships having further extended the impact of their teaching-related 

work. (Lucy Spowart, Teaching Development Manager 2012-14) 

Challenges to evaluating CPD 

While there have been a range of evaluation projects over a number of timeframes we recognise many of 

these projects are resource intensive, relying on the support of a research assistant to analyse the data. A 

further challenge is that project participants are often concerned about what they remember. This is never a 

problem once you get academics talking but it does mean you have to build reflection and discussion around 

the specific CPD activity into the evaluation.  
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Future plans 

As Plymouth has such a broad range of provision, adopting a sustainable, long-term approach to evaluation 

needs careful consideration. Debby Cotton, Head of Educational Development, would like to see a more 

consistent approach to the evaluation of all the work undertaken by the team.  

As I see it, the limitation of most current approaches to evaluation is that they offer a snapshot of 

how things are at a single point in time. My aspiration is to get systems and processes in place 

that enable us to track the impact of our activities both more consistently and longer term. The 

real challenge is to achieve this in a way which is efficient and sustainable long-term. (Debby 

Cotton, Head of Educational Development) 

Cotton is very keen to build in more opportunities to involve students in staff CPD, both in terms of input, but 

also in terms of trying to gain a better understanding of the impact of staff CPD on student learning. The plan 

is to embed the recently developed Evaluation process into professional development as a way to evaluate 

the impact of staff CPD and educate lecturers to evaluate their own work. 
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