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Abstract
This dissertation aims to answer this research question: how does teacher participation in a professional reading club affect confidence towards research-informed practice in their teaching? With the ‘professional standards for teaching and leadership’ (Welsh Government, 2017) including research-informed practice, it is important for teachers to feel confident engaging with educational research literature if they are to meet these standards in their practice. However, with some teachers perhaps not having read academic literature since their training, it could prove daunting or difficult for them to engage with research articles. A review of relevant literature suggested that most teachers are not primarily research-led in their decision making (Nelson et al., 2017), and that some find academic reading intimidating and challenging. In the medical profession, academic medical research journal groups have been used, in which groups of professionals read a research paper and discuss its contents, considering the possible implementation of its ideas. Therefore, the study aimed to explore whether a similar kind of professional literature reading discussion group could be useful in the field of education, and whether it could increase teacher confidence in adopting research-informed ideas in their own practice.
In order to address the research question, a small-scale action research approach was taken, focusing upon an educational research reading study group made up of six teachers in one school.  Quantitative and qualitative data was gathered from questionnaires and interviews, carried out both before and after a professional reading discussion group. All six participants responded to the questionnaires, and two participants volunteered to be interviewed. The reading discussion group was held with six participants, who were provided with a research article and a link to a blog entry which outlined and discussed the same research.  
The findings from this study suggest that teacher participation in a professional reading club appears to lead to an increase in confidence towards research-informed practice. Participants reported that participating in the reading club made them feel more confident about engaging with educational research literature, and that they felt that regular discussion clubs would make them feel more confident about adopting more research-informed practice in their teaching. This implies that such reading and discussion clubs could form a useful part of staff professional learning. Further research could explore whether participation in these clubs could lead to an increase in evidence-informed practice.





1 INTRODUCTION

1.1 Background
Welsh education is undergoing fundamental and wide-ranging reform. The curriculum, pedagogy, and teaching as a profession are all under the spotlight, as acknowledged by Evans (2023). In a time of such change, it is a challenge for teachers to adapt and keep pace with evolving requirements. One such requirement is meeting the ‘professional standards for teaching and leadership’ in Wales (Welsh Government, 2017). These encompass a range of competencies to help professionalise teaching and guide teachers in their development, including a focus on professional learning. This professional learning strand includes engagement with educational research.  
Research engagement, however, may be a new or unfamiliar area for some members of teaching staff in their professional development, particularly if their training was some years ago. Ludgate (2019) highlighted that this might lead teachers to lack confidence in even reading the literature, let alone in executing research-informed practice. I was, therefore, interested to explore how confident teachers felt about reading professional literature and employing research-informed practice, and to discover whether participation in a professional reading club might affect their levels of confidence. If the professional reading club appears to be effective in increasing teacher confidence towards using research-engaged practice, this could be further explored as a means of supporting teachers’ professional development.  
It could be argued that engaging with research will only be beneficial for teachers and their learners if the teachers are able to understand the research and use it to inform their practice in a meaningful way. Research paper reading has been used in the medical field as part of professional development, as acknowledged by Sims, Moss and Marshall (2017) and Greenville-Giddings (2020), and usually referred to as journal clubs. Although this journal club use was in the medical field, this project will consider the use of professional reading groups in the field of education.

1.2 Problem statement
At a pressurised time for teachers due to educational reform, engaging with educational research might be daunting and perhaps difficult for them to manage. Research by Nelson et al. (2017) in England implied that research potentially has a low impact on teachers’ decision making, and I reflected upon whether this might also be the case in Wales and, if so, why. Could it be that teachers do not find research useful in informing decisions, or could it be that they lacked perhaps the time and skills to engage with research literature? Without similar research having been conducted in Wales, I wondered what attitudes were like amongst Welsh teachers towards engaging with research literature. This in turn led to consideration of how teachers potentially could be supported to embrace evidence-informed practice and, consequently, the formulation of my main research question. Therefore, this research project is relevant to current educational practice in Wales because it addresses the current issue of teacher research engagement.  
The professional teaching standards (Welsh Government, 2017) refer to teachers’ research engagement as potentially including action research or enquiry.  Enquiry is also referred to by some as inquiry, such as Timperley, Kaser and Halbert (2014). Action research has been supported by Welsh Government (2019) initiatives such as the National Professional Enquiry Project (NPEP), which links schools with higher education partners. Evans, Llewellyn and Lewabe (2022) discuss participants’ experiences of the NPEP at the university, regional consortia and school level, reporting that only a small number of teachers had taken part in enquiry before. They describe stages involved in enquiry, with reading literature connected to the area of interest being the second stage once a teacher has identified a problem to explore. It seems, therefore, important to support staff so that they can engage effectively with educational literature, especially as some teachers may not have done any academic reading since their training, an issue which is highlighted by Nelson et al. (2017). The high reading level of academic papers may be difficult for some teachers to comprehend fully. Therefore, a voluntary teachers’ professional reading group was proposed as part of this research study in to explore if it had any effect upon teacher attitudes towards research engagement.

1.3 Aims and objectives
Considering the context and problem statement, this dissertation aims to:
· Consider teachers’ existing perceptions of engagement with educational research literature; 
· Consider teachers’ perceptions of engagement with educational research literature following participation in a teachers’ educational research reading discussion group.

The following objectives were used to address the aims:
· Explore existing literature relating to teacher professional reading groups;
· Explore existing teacher attitudes towards and experiences of engagement with educational research through a questionnaire and interview;
· Implement an intervention in the form of a teacher professional reading group, with its design informed by the literature review;
· Explore subsequent teacher attitudes towards and experiences of engagement with educational research through a questionnaire and interview, including consideration of any changes in teachers’ perceptions.  


1.4 Research questions
The main research question is: How does teacher participation in a professional reading club affect confidence towards research-informed practice in their teaching? In responding to this question, I will also consider the following sub-questions:
· What are teachers’ attitudes towards educational research prior to participation in an educational research reading discussion group? 
· What are teachers’ attitudes towards educational research after participation in an educational research reading discussion group?

1.5 Context of the research
This study took place in an 11-16 comprehensive school in a town in south Wales, which will be referred to as School X. I conducted the research in School X, where I am also a teacher. School X participates in the NPEP in partnership with a local university, so there is some familiarity with the research process amongst staff. Whilst not all teaching staff have been directly involved in conducting research, they have all been involved in professional development training where research processes have been discussed. The participants in the research are six members of teaching staff at the school, with varying levels of teaching experience and some range of subject specialisms (a demographic table of participants is given in section 3.5). None of the participants have been directly involved in School X’s NPEP work.

1.6 Significance of the study
This study could benefit the teacher participants by facilitating the development of their practice in the professional learning strand of the ‘professional standards for teaching and leadership’ (Welsh Government, 2017). This could lead to a range of possible outcomes, perhaps relating to further research engagement or action research. At a more basic level, it could also help teachers potentially to become more confident in their use of educational research to inform their practice.
Furthermore, pupils can benefit from their teachers’ possible increased understanding of educational issues covered in the educational research they consider as part of the professional reading group. Sims, Moss and Marshall (2017) appear to support this theory, implying that improved pupil outcomes could be a consequence of teacher journal clubs. Their consideration of empirical evidence from studies in teacher Continuing Professional Development (CPD) included a suggestion that involvement in a journal club discussion group could be effective in leading to habit change, referring to research by Gollwitzer and Sheeran (2006). This could be because teachers may try different approaches in teaching and learning that could be more effective than those they would have used without reading and discussing the research.  
Additionally, School X’s Senior Leadership Team (SLT) and the wider educational community can benefit from this research, as its findings can help to inform decisions around establishing ongoing professional reading groups to aid staff development and support research-informed practice.  
Finally, this study can contribute to the small but emerging field of study around teacher engagement with research in Wales. With professional learning and reading part of the current policy regarding ‘professional standards for teaching and leadership’ (Welsh Government, 2017), a study that explores some of the ways in which this might be supported in schools could be useful to inform decision-making. Teacher reading groups to explore educational research are not a new idea, but are not widely established within schools, more commonly being a feature of professional development in the medical field, an issue which is identified by Grenville-Giddings (2020). Therefore, this study can contribute towards an emerging range of research into teacher professional reading groups, allowing others to consider its scope, limitations, opportunities and outcomes. In turn, this could allow this research paper to be considered as part of a teacher reading group’s professional discussions, and perhaps shape the continuation or otherwise of the group.

1.7 Structure of the dissertation
The first chapter of this dissertation has introduced the study. The second chapter is a literature review of pertinent literature relating to teaching as an evidence-informed profession, and ‘journal club’-style educational research discussion groups. Chapter three discusses the methodology considered and utilised in the study. The findings of the study are outlined and discussed in section four, along with their potential implications and limitations. Chapter five is the conclusion of the study, which considers the scope of the research, and suggests areas for further study.

2 LITERATURE REVIEW

2.1 Introduction
This research study sought to explore if participation in a professional reading and discussion group had an effect upon teacher confidence towards adopting evidence-informed practice. Evidence- or research-informed practice in teaching is suggested by Ludgate (2019) to include consideration of evidence to guide strategies and interventions that might be employed with pupils. This is echoed by Welsh Government (2017), who outline a vision for education which is evidence-informed; this vision will be considered further within this chapter. Welsh Government (2017) also propose that this evidence could come from both academic research and from teachers’ own professional enquiries.  
Teacher engagement with educational research can be said to reflect the concept of Schools as Learning Organisations (SLOs). The Organisation for Economic Co-operation and Development, or OECD, (2016) explains that SLOs are based on a business model whereby organisations are able to adapt to meet changing needs, and professionals can build upon their expertise. The OECD (2018) went on to explore more specifically the situation in Wales. They suggested that the areas where both primary and secondary schools needed development as SLOs were: the development of continuing professional development opportunities for staff; and in the establishment of an ethos of enquiry, exploration and innovation. This implies that there is a need for an intervention of the kind in this research study, as it could allow staff to engage with educational research, perhaps forming part of their professional development and facilitating part of the enquiry process. Welsh Government (2018) has developed its own model for SLOs, placing Curriculum for Wales’ four purposes at the centre (as further considered in section 2.2), and which underpin seven areas. These areas reflect the OECD (2016) model of SLOs. Therefore, this research project should in theory contribute to School X’s development as an SLO, as it will help to facilitate teacher engagement with research.
This chapter, which is broken into six sections, examines pertinent literature on the topic of teacher engagement with educational research literature, including the use of discussion groups. The first section is this introduction, and the second explores the current context of the teaching profession in Wales. The third section considers research-informed practice in education and its impact on teachers and pupils. The fourth section considers the potential for reading and discussion groups (often called journal clubs) to be applied within education, as well as the health system (as outlined earlier). The fifth section studies Professional Learning Communities (PLCs) and collaboration, and the sixth and final section examines teacher efficacy.

2.2 The current context of the teaching profession in Wales
The Welsh Government’s commissioning of reviews into two key areas of Welsh education – the curriculum and initial teacher training (ITT) – has had a significant impact on the teaching profession in Wales. First, Furlong (2015) called for the reform of teacher training and professional development.  When reviewing the existing standards for Qualified Teacher Status (QTS) at the time, he noted that there was not clear reference to the role that research can play in professional development, nor to the importance of critical reflection. Furlong (2015) also reflected upon the disconnect between those current standards, and the reflections made by Donaldson (2015) in Successful Futures, the review of the curriculum in Wales. Donaldson’s (2015) review proposed four purposes of the curriculum in Wales (see Figure 1 below).
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Figure 1: Four core purposes of the curriculum (Donaldson, 2015, p 29)

Furthermore, Donaldson’s (2015) report recommended that teachers draw upon twelve pedagogical principles to support learning, including the use of Assessment for Learning (AfL), providing authentic contexts for learning, and encouraging collaboration.  
Furlong (2015) suggested that the then current teaching standards lacked an acknowledgment of the creativity and reflection that would be required by teachers if Donaldson’s recommendations were to be actioned. The subsequent ‘professional standards for teaching and leadership’ (Welsh Government, 2017) included five areas, as outlined in Figure 2:
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Figure 2: Professional standards for teaching and leadership (Welsh Government, 2017)

These standards could be said to reflect the move to professionalise teaching at all levels of experience, as acknowledged by Evans (2023). The standards not only include the minimum requirement for newly qualified teachers, but also has upper descriptors for sustained highly effective practice (Welsh Government, 2017). These are aimed at providing career-long professionalism for experienced teachers.
The ‘professional standards for teaching and leadership’ (Welsh Government, 2017) include a standard focused upon professional learning, which engagement with wider reading and research as important for teachers at all levels. This engagement with research extends beyond wider reading of existing academic studies to encompass practitioners’ own professional enquiries.  
The Welsh approach appears to be endorsed by Leat, Reid and Lofthouse (2015), who suggest that teacher engagement with research has value. However, they warn that research engagement in education needs to be more than a dictated activity from policy makers. It could be argued, though, that the focus on critical reflection advocated by Furlong (2015) implies that research engagement by Welsh teachers is intended to be an active and reflective process rather than a passive mandated activity. Indeed, Timperley, Kaser and Halbert (2014) suggest that engagement with the educational research behind proposed changes could lead to more successful implementation, because teachers will have a fuller understanding of the ideas and may then feel more open to innovative practice. This implies that research engagement could be useful for Welsh teachers at a time of significant curriculum change 
As well as an educational reading discussion group supporting practitioners in working towards the standards in ‘professional learning’ (Welsh Government, 2017), discussion with colleagues and any subsequent development of practice would also relate to the ‘collaboration’ strand.  In turn, depending on the nature of the research with which teachers engage, this could lead to development of practice in whichever other standard is relevant. For example, reading and/or undertaking research into an aspect of pedagogy could also aid teachers’ progression in the ‘pedagogy’ standard.  This could include exploring one or more of Curriculum for Wales’ (Welsh Government, 2020) twelve pedagogical principles, such as authentic learning or AfL. For example, if teachers were to discuss and potentially trial ideas after reading and discussing Puslednik and Brennan’s (2020) study on pupil participation in authentic research programmes as part of their science learning, they would explore the ‘authentic contexts for learning’ area of pedagogy outlined in the Curriculum for Wales (Welsh Government, 2020), as well as the ‘collaboration’ professional standard due to the consultation they undertook with colleagues.
This context suggests that reading educational research has become an area for teachers to address to fulfil the ‘professional standards for teaching and leadership’ (Welsh Government, 2017). Therefore, teacher confidence in engaging with research reading can be seen as a pertinent area for research. It is in this context that it is important to understand how participating in educational research reading could impact upon teachers.

2.3 The impact of research-informed practice in education on teachers and learners 
Schools and teachers aim to provide the best possible experiences and outcomes for their learners. Therefore, it is logical that activities undertaken by teachers should also aim to contribute towards these positive experiences and outcomes. Coldwell et al. (2017) reported on teacher research engagement in England, and assert that there is relatively limited research available on the impact of research-informed practice in schools, although more is emerging. Research by Cain and Allan (2017) analysed case studies relating to teachers’ research engagement. Their paper suggests that research-informed practice can often be indirect, with policy makers and senior leaders disseminating research findings which teachers then implement, rather than the teachers engaging with the research firsthand. This appears to be supported by Coldwell et al. (2017), who took a case study approach. Their research involved surveying and interviewing teachers from fifteen schools over two years about their attitudes towards, and engagement with, educational research. They also found that, at a teacher level, use of research to guide practice was indirect, mainly coming through school leaders and policy approaches.  
Ludgate (2019) emphasises the importance of using research to drive reflection and improvement, rather than being a tool to justify approaches without evaluation. This implies that teachers need to consider their own particular school and classroom contexts when evaluating the potential usefulness of research. Biesta (2010) also recommends caution in considering educational research, stating that the complexity of the field, with so many variables, makes directly transferring practice recommended by research to real-life contexts almost impossible. Furthermore, Biesta (2010) asserts, it is important that teachers’ professional knowledge and judgement is not ignored in favour of evidence from other contexts. Similarly, Anwarddin (2015) evaluated research from a range of countries that examined teachers’ research engagement, concluding that most initiatives do not take adequate account of teachers’ own contexts. These comments suggest that a school-level reading group could be useful in facilitating staff discussion of research literature in relation to their own school and classroom contexts, because the same approach may lead to differing outcomes in different settings.
Whilst these voices can appear to be critical of evidence-informed practice, Tallman and Feldman (2016) suggest that educational research and teacher experience are equally important in a teacher journal club. Findings from their study of a science teacher journal club implied that the articles read by the teachers may have given them a wider perspective on educational issues, whereby they considered their own context alongside those outlined in the research. Therefore, the professional reading group proposed by this research study may help to overcome the potential flaw identified by Biesta (2010) and Anwarddin (2015), by including teachers’ professional judgement in consideration of the evidence in the reading material. Discussion in a reading group could help to overcome this; it may motivate staff to engage with the process, because they can explore the research’s relevance to their own context. 
Taking this approach also reflects the SLO model outlined by the OECD (2016), in which professional learning is used to drive change in practice to meet evolving needs. Therefore, the research chosen for discussion by a selected teacher group should be aimed at meeting the needs of the context so that reflections are useful and relevant for participants.  
Nelson et al.’s (2017) research into teacher research engagement in England surveyed 1670 teachers. They found that teachers had a positive attitude towards engagement with professional research, but it was not apparently a key factor in driving teachers’ decisions regarding learning and teaching. More influential factors appeared to include self-generated ideas and those arising from training. This raises questions about why research evidence was not more of a driving force in the adoption of teaching approaches, and whether teachers in Wales might have similar attitudes and experiences. As training was named as an influential factor on teacher decision making, it seems logical that training opportunities based around educational research findings, such as a research reading discussion group, could help teachers to consider more evidence-based factors when making decisions. This might be because it would provide the time and a forum in which teachers could engage with more research. Cain et al. (2019) also appear to support research engagement as part of a teacher’s suite of practice.  They reflected upon literature from the United Kingdom and international contexts relating to research-informed practice in teaching, and proposed that engagement with research could inform teachers’ decision making and reflection upon their practice.
Furthermore, a balanced approach to research-informed practice in schools is endorsed by Cain (2019). He refers to published research acting as what he calls a “third voice” (Cain, 2019, p.147) in discussions between teachers, where perspectives come firstly from the individual teacher, and secondly from their colleagues. Without consideration of published research (Cain’s ‘third voice’), teachers may be restricted by their own experiences in their own contexts, and certain ideas could be dismissed or simply not considered. Therefore, the professional reading and group discussion in this research study may be an important element in introducing different perspectives, both from the research itself and from the views of colleagues in discussions. 

2.4 The potential for reading and discussion groups (journal clubs)
According to Sims, Moss and Marshall (2017), a journal club, as originally used in the medical profession, involves professionals reading an article, summarising and discussing it, and planning how to implement its findings in the professionals’ own practice. In subsequent meetings of the club, the implementation is discussed and evaluated. Grenville-Giddings (2020) acknowledges the lack of research into similar teacher journal clubs, whilst suggesting that professionals in the education sector could also benefit from participation in such clubs. Brill, Falk and Yarden (2003) conducted research within the education field and explored the use of journal clubs with biology teachers, particularly in relation to updating their subject knowledge, but also in the activities they conducted with learners. They concluded that teacher journal clubs were likely to be useful as part of continuing professional development, because the discussion element appeared to facilitate participants’ understanding of the ideas presented in the research. Furthermore, the teachers also appeared to gain new skills and understanding of educational practice.
Additionally, a study by Tallman and Feldman (2016) suggested that science teacher participation in a journal club looking at science education research led to some positive outcomes. The participants appeared to develop their research literacy, learning that they needed to appraise the literature critically so that they could evaluate its potential usefulness. The study also concluded that participants saw the relevance of science education research literature to their own practice. It did, however, concede that this particular study did not explore whether the research literature engagement led to an improvement in practice. This issue will also not be explored in part of this research study due to time limitations and the difficulties in measuring research impact. This potential limitation could, however, be a consideration for further research.
The independent regulator for teachers in Wales, the Education Workforce Council (EWC) has its own online journal club entitled Meddwl Mawr, where it recommends texts for teachers to read and discuss. At a more local level, the EWC gives guidance on how teachers can establish their own journal clubs (EWC, 2018). This guidance suggests that a purpose of these clubs is to help bridge the gap between research and classroom practice, a purpose which the research of Brill, Falk and Yarden (2003) and Tallman and Feldman (2016) imply could be fulfilled by such clubs. Furthermore, the EWC (2018) suggests that clubs provide an opportunity for teachers to evaluate research findings and consider how they might adapt and utilise them in their own classroom practice, also reflecting, perhaps, the spirit of the findings of Brill, Falk and Yarden (2003) and Tallman and Feldman (2016). Therefore, the EWC (2018) would also appear to support the intervention proposed in this research, as they imply that it could lead to adoption of research-informed ideas in teacher practice. In turn, this research could indicate whether discussion groups such as those proposed by the EWC appear to be effective.
The OECD (2016) indicates that there can be barriers to teachers’ engagement with research, saying that teachers may lack the skills required to approach and understand academic reading, have no or limited access to research articles, and/or simply a lack of motivation. Both Anwaruddin (2015) and Lewis et al. (2018) found that time was identified as a potential barrier to teacher research engagement, and the OECD (2016) emphasises the need for SLOs to provide the time and resources needed to facilitate professional learning, which could be said to include research literature engagement. I was interested in exploring whether participants in School X reported similar attitudes.
In Wales, accessibility to published research is being addressed. The EWC encourages teachers to engage with professional reading by providing access to EBSCO, an online repository of e-books, journals and other educational papers (EWC, 2022). This makes academic reading about educational accessible for all members of the EWC, thereby overcoming the issue of available access to research articles identified by the OECD (2016). However, this does not mean that access to published materials is assured, that teachers are aware that it is available, or that teachers will know how to engage with it effectively.
In line with the OECD (2016), Cain and Graves (2019) point out that searching for published academic educational research that is relevant and useful is a skill that many teachers may need practice to develop. Therefore, simply having access to research may not be enough to facilitate effective research engagement. Cain and Graves (2019) go on to refer to a role which is being adopted in some schools in an attempt to address this: that of a research lead or similar. This research lead role includes the selection of potentially useful, quality articles for colleagues to read and consider. Additionally, it will be important that when articles are selected, the reliability and validity of the research are evaluated, as Cain and Graves (2019) indicate that this is important in selecting the most useful research texts. 
Tinsley (2021) suggests that the shift in educational professionals’ perspectives towards embracing innovation and enquiry requires a move away from strict accountability measures. Staff need to have the capacity to try new approaches based upon their own professional judgement, coupled with knowledge and understanding gleaned from engagement with educational research studies (Tinsley, 2021). Indeed, Coldwell et al. (2017) found that pupil outcome data appeared to be the strongest element driving teacher decisions around which approaches to take to support pupil progression. This implies that supposed tried and tested approaches may be used, for fear of potentially jeopardising outcomes if research-informed approaches were tried instead. It also raises the question of whether the priorities would be different in a less accountability-driven system. 
Currently, the idea is that Welsh schools are moving towards a culture where accountability measures do not impede innovation, with Donaldson (2015) recommending that accountability in Welsh education should help to drive improvement rather than be based on gathering data about pupil performance. This kind of culture is supported by the OECD (2016) who emphasise the importance of allowing teachers to take risks with the aim of improving practice, without the fear of negative consequences if some risks are unsuccessful. 
However, Hutt and Lewis (2021) conducted interviews with teachers, head teachers and challenge advisers in Wales. They reported that, at the secondary level, learners’ examination performance was an apparent cause of concern amongst all groups of practitioners, and appeared to impact upon professional practice. This implies that there may still be a culture of accountability in Wales that might impede innovation, supporting ideas from Tinsley (2021) and the OECD (2016). Therefore, the reading group proposed in this research project could the potential to help create an ethos of innovation and measured risk taking, as staff will be provided with time and the opportunity to discuss any concerns with their colleagues.

2.5 Professional Learning Communities (PLCs) and collaboration
One way in which teachers have been encouraged to collaborate as part of their professional learning is in Professional Learning Communities (PLCs). Harris and Jones (2010) explored the use of PLCs in Wales. They suggest that PLCs have the possibility to foster change and improvement. They suggest that, for a group to be a PLC, it needs to meet certain criteria, which include an environment of trust, a shared vision and focus upon learner outcomes, which reflects the Welsh Government’s (2013) guidance for PLCs. Teacher research discussion groups could be seen as having the potential to contribute to change and improvement. Harris and Jones (2010) suggest that PLCs can help teachers to work together to reflect upon and refine their practice. This would appear to align with features of professional reading discussion groups, where the talk between teachers can allow for collaboration that may lead to changes in practice.
[bookmark: _Int_HKAVfsqo]Connecting with fellow professionals to discuss research studies is also advocated by Ludgate (2019) as a way of developing practice. She suggests meeting with school colleagues who are interested in engaging with research, and sharing reflections and practice that arise from reading that educational research. This appears to be endorsed by Cain (2019), who proposes that teachers’ discussion groups can challenge the findings of research, relate them to their own experiences and lead to action or adjustments in their practice. His findings from of a teacher research-informed group around the teaching of gifted and talented (G&T) pupils (Cain, 2015) suggest that discussing research findings on the topic focused the teachers on G&T pupils, making them more aware of them in their day-to-day practice. Furthermore, when colleagues’ views on the subject differed, this allowed teachers to reflect upon and perhaps reconsider their own standpoints. However, Cain (2015) does acknowledge that the teachers did not always focus their discussions around the literature, sometimes linking their ideas and practice to the literature in hindsight rather than using the literature to inform future practice. This would appear to support the points raised by Ludgate (2019) and Grenville-Giddings (2020), who propose that many teachers may need support to develop their research literacy in order for them to engage effectively with literature.

2.6 Teacher efficacy
[bookmark: _Hlk146558805]Research engagement may have implications for teacher efficacy, which is taken to be a teacher’s perception of their ability to make a difference to pupil outcomes (Tschannen-Moran, Hoy and Hoy, 1998). Hattie and Zierer (2019) discuss collective teacher efficacy, where the teaching staff as a community believe that they can have an impact on such issues as school improvement and pupil outcomes. They highlight that a high level of collective teacher efficacy appears to have the biggest impact on successful pupil outcomes. Therefore, it seems logical that if we can increase collective teacher efficacy in schools, this will have a positive impact on pupil outcomes. Orackı, Göksu, and Karagöz (2023) explored teacher efficacy through a study of 379 teachers in Turkey. They found that the teachers in their study reporting the highest levels of teacher efficacy had a postgraduate education, such as at master’s or PhD level. This raises the question of whether their potentially increased level of knowledge and understanding afforded by their advanced studies could have been a factor in their increased levels of confidence and teacher efficacy. The engagement with academic educational literature proposed in this research study could be seen as akin to postgraduate reading, and may, therefore, lead the participants to feel more secure in their understanding of educational issues and, in turn, lead to an increase in collective teacher efficacy. It must, however, be noted that Orackı, Göksu, and Karagöz (2023) conducted their research in Turkey, and that given the cultural difference, teachers in Wales may think otherwise. 
Furthermore, Donohoo, Hattie and Eells (2019) support Orackı, Göksu, and Karagöz (2023) and Hattie and Zierer’s (2019) suggestions regarding collective teacher efficacy. Donohoo, Hattie and Eells (2019) considered existing research and evidence about teacher efficacy. They reported that a shared understanding of pedagogy, and discussions around how to create impact in school, are important in creating a culture of collective teacher efficacy. The group discussion elements of a teacher research reading group would appear to support their suggested conditions for collective teacher efficacy.  
Staff attitudes and enthusiasm are explored by Sims, Moss and Marshall (2017), who suggest that participation in a journal club can motivate teachers to persevere with trialling interventions that arose from those clubs. Perhaps this was because the teachers felt more confidence in the principles behind these interventions due to their reading and discussion of the research articles. If the teachers’ practice changes as a consequence of their engagement with research as part of the discussion group, and if this is perceived to have positive outcomes for teaching and learning, then the participants could feel a sense of self-efficacy and feel differently about future engagement with research and innovation in their practice.
[bookmark: _Toc45110170]
3 METHODOLOGY
[bookmark: _Toc45110171]
3.1 Introduction
This research project adopted an action research methodology, using a small-scale mixed methods approach to data collection. Gorard (2017) emphasises the importance of careful planning and decision-making when designing research, so that the research question can be answered in the most trustworthy manner possible. 
The context for this research was an 11-16 mixed comprehensive school (School X) in a town in south Wales where I, the researcher, am a teacher. As outlined in the introduction, School X is part of the NPEP (Welsh Government, 2019), and already had some teachers undertaking professional enquiry in the form of action research. The school takes a “spiral of inquiry” (Timperley, Kaser and Halbert, 2014, p. 5) approach to research, with reading of literature part of the process. The spiral of inquiry reflects the one outlined by Timperley, Kaser and Halbert (2014), and is discussed further in section 3.2.  One stage is “new learning” (Timperley, Kaser and Halbert, 2014, p. 14) and they propose that this includes learning from educational research literature. However, the school’s focus on evidence-informed practice and action research is in its infancy, and I was keen to discover if teacher colleagues might support each other in their engagement with educational research, thus easing the process of action research by demystifying aspects of the literature.  This led to the decision to select participants from my own school, who were teachers willing to participate in the research and an educational research reading discussion group.  More detail on the participants and the process of selection is outlined in section 3.5.
This methodology chapter is broken into seven sections.  First is this introduction.  Next, the research design will be outlined. Thirdly, positionality and theoretical frame of the research will be discussed.  Fourthly, the participants will be described, then methodology will be explored, followed by research methods, ethical considerations and, finally, the approach to data analysis.

3.2 Research design
To explore the research question, participants were given a questionnaire prior to the intervention (the reading group session) and another after. This allowed me to compare the teachers’ responses to see if any change occurred after the reading group intervention took place. The readings were about overlearning and distributed practice, with an academic research paper (Rohrer and Taylor, 2006) and a blog post from the Teacher Toolkit website (Morrison McGill, 2020) provided for participants. These readings were then discussed with the other participants in the group. Interviews were conducted with a smaller sample of participants (two) to gain further insight into their views and expand on their questionnaire answers. This could be said to reflect an action research approach. Cohen, Manion and Morrison (2018) describe action research as a “straightforward cycle of identifying a problem, planning an intervention, implementing the intervention, evaluating the outcome” (p. 537). In this research, the problem of facilitating teachers’ engagement with educational research literature was identified. Then, literature was reviewed, and this guided the design of the reading discussion group intervention. Therefore, this research study can be seen as a piece of action research.
Action research in education is, according to McNiff and Whitehead (2005), used with the aim of improving practice. If teachers find educational research reading discussion groups helpful in understanding concepts, this has the potential to lead to an improvement in practice. Newby (2014) explains that action research can be used to drive organisational change. This relates to this research study because changes in approaches to professional learning could take place, informed by the results.
My position as a teacher at the school where the research is taking place also reflects an action research methodology. In action research, the researcher is part of the community under study, rather than external (McNiff and Whitehead, 2005). 
This action research can be said to reflect Timperley, Kaser and Halbert’s (2014) spiral of inquiry (see figure 3 below).
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Figure 3: The spiral of inquiry (Timperley, Kaser and Halbert, 2014, p5)

This spiral of inquiry (Timperley, Kaser and Halbert, 2014) has six elements, the first being ‘scanning’. Timperley, Kaser and Halbert (2014) describe ‘scanning’ as taking a broad perspective on learning and what is happening for all learners.  This research project’s origins could be said to come from a process of scanning the current Welsh education system and its impact upon learners.
The second element of the spiral of inquiry is ‘focusing’. Timperley, Kaser and Halbert (2014) explain that this involves using information from the scan and identifying an area for further learning. When I chose teacher engagement with educational literature as the focus for this research study, I was in the ‘focusing’ stage of the spiral of inquiry.
Thirdly, Timperley, Kaser and Halbert (2014) outline ‘developing a hunch’ as a stage of the spiral of inquiry, saying that the inquirer’s intuition plays a part here, with existing beliefs about practices being considered for accuracy. My own hunch in this research study was that learners may not be benefitting from teacher engagement with educational research, and that this could be because teachers may lack the time, confidence or skills (or all three) for effective research engagement.
Timperley, Kaser and Halbert (2014) term the fourth element ‘new learning’, and this involves finding expertise that links to the focus and can impact upon learners. In this research, the literature review which explored teachers’ research engagement and the potential for reading discussion groups was an exploration of evidence that could point to a different way of teachers engaging with research literature in School X.
The fifth element, what Timperley, Kaser and Halbert (2014) call ‘taking action’, is about trying out something new to see if it might be more effective than existing practice. The implementation of the educational research reading discussion group in this study reflects this ‘taking action’ stage.
Finally, Timperley, Kaser and Halbert (2014) refer to ‘checking’, where the inquirer evaluates if the action has made enough of a difference and considers implications for the future. The analysis of data in this research study reflects the ‘checking’ stage, with the ideas covered in the conclusion including recommendations for the future.
Therefore, this research study can be seen to reflect Timperley, Kaser and Halbert’s (2014) spiral of inquiry model in its approach to action research.

3.2.1 Reading discussion group intervention design
The design of the reading discussion group intervention was informed by literature. Cain (2019) proposes that clear expectations for the group should be shared with the members prior to implementation so that there is a common sense of purpose. He also suggests an hour to an hour and a half for each discussion session, so that there is adequate time to discuss a breadth and depth of ideas arising from the research reading. Six to eight participants are suggested as a group size to facilitate useful discussion in which all members can actively engage. This research study used a group of six participants and held a one hour session, in line with these suggestions.
Tallman and Feldman (2016) and Sims, Moss and Marshall (2017) refer to discussion groups where each session has a clear topic and focus. Therefore, the topic and focus of the reading and discussion group were made clear to the participants in this research.
Ludgate (2019) suggests one barrier to teachers engaging with professional reading is that formal research journals can seem difficult to access due to their academic language and structure. A similar viewpoint is echoed by Grenville-Giddings (2020), who says that many teachers may not have engaged with research in any depth since their training, and for some this may have taken place many years ago. Furthermore, Nelson et al. (2017) support the idea that academic research can be difficult to comprehend, as only 12% of teachers in their study found it very easy to understand. With such challenges in mind, Ludgate (2019) refers to a range of prominent teacher bloggers, Tweeters and writers, who act as a bridge between higher education research into teaching and learning and practicing teachers, synthesising and summarising findings of research. These include Alex Quigley, Carl Hendrick and Tom Bennett, the founder of ResearchEd. In a reasearched.org article, Boxer (2018) also suggests using blogs and what he terms “teacher-friendly” (Boxer, 2018) articles rather than peer-reviewed academic journals, as staff may find these more accessible. These can act as a starting point and academic journals can follow. Taking these issues into consideration, participants were provided with both a blog (Morrison-McGill, 2020) plus the original research article to which it referred (Rohrer and Taylor, 2006). However, the potential risks of using synopses and blogs had to be considered. One person may perceive and interpret a piece of work differently from another, just as a blog is one person’s perspective. Therefore, the reading group needed to consider whether they saw the blog as valid in its content after reading the original research. 
The choice of a pedagogy-based research paper for discussion was deliberate. Rohrer and Taylor’s (2006) study on overlearning and distributed practice was chosen as its findings had the potential to be applied to a range of subject areas. Whereas both Brill, Falk and Yarden (2003) and Tallman and Feldman’s (2016) research used subject-specific research, this research study explored educational research that was less subject-specific, making it more similar to the theme of the reading in Cain’s (2015) research on Gifted and Talented approaches. Therefore, this research study may facilitate consideration of whether it is discussion of research that is useful in developing teacher confidence in research engagement, rather than the choice and topic of the chosen research. Furthermore, with Tallman and Feldman (2016) focusing upon science teaching, it could be said that the field of science encompasses a range of research and experimentation, and perhaps the science teaching community is therefore more likely to take a positive approach towards engagement with research. In this dissertation study, the mix of subject disciplines amongst the participants allowed for some reflection upon whether teachers outside of the sciences also become more research-positive after participating in an educational research reading discussion group.  

3.3 Positionality and theoretical frame
Insider positionality (Holmes, 2020) refers to a researcher who is part of the culture being studied. I am a teacher in the school where the research took place and was also present at the discussion session, so I have the position of an insider. There can be potential advantages and disadvantages to insider research, some of which are shared with the process of action research. One advantage is that the researcher has existing knowledge and understanding of the context being studied, which may lead to the generation of more useful questions (Holmes 2020). Furthermore, there is easy access to the participants, who may feel greater trust with the researcher due to them being a colleague.  The familiarity with the context and participants that brings these advantages, however, can also lead to disadvantages and risks. There is a risk of subconscious subjectivity or bias in the researcher’s approach. This could lead to an overly sympathetic portrayal of the context and/or participants (Newby, 2014). Furthermore, participants may feel inhibited in giving certain answers due to the need to maintain a working relationship with the researcher (Holmes, 2020).
It could be said that this research reflects an interpretivist research paradigm. Grix (2019) explains that an interpretivist approach to research involves understanding the social world from within. This is reflected in my position as a teacher within the context of this research. Furthermore, this research is concerned with the participants’ perceptions and attitudes. This also reflects an interpretivist research paradigm because, as acknowledged by Cohen, Manion and Morrison (2018), interpretivism is concerned with understanding the human experience. In this research, that human experience is the teacher participants’ perceptions of educational research engagement as part of a discussion group. 
However, Efron and Ravid (2020) suggest that action research can be seen as constructivist, as the researcher is generating knowledge from within their context, rather than receiving knowledge from elsewhere. Cohen, Manion and Morrison (2018) highlight that constructivism sees participants as active in their engagement with the world, creating their own perspectives and views. With this research focusing upon teacher perceptions of research engagement, this could be said to reflect a constructivist research paradigm.
	
3.4 Participants 
As stated, the participants in this research study were teachers from the school in which I work, which made them easy to access. West (2017) acknowledges this relative ease accessibility to participants in of a school-based research study. As outlined in section 3.2.1, the intervention group size was be kept to between six and eight participants (Cain, 2019). Participants were recruited from volunteers. Permission was obtained from the headteacher to conduct the research, and to email staff to ask for volunteer participants. I emailed the whole cohort of fifty-six teaching staff for volunteers, and six volunteered. These six volunteers were provided with an information sheet outlining what their involvement would be, including the readings and discussion group, and also the pre- and post-discussion group questionnaires and interviews. Four volunteers gave informed consent to participating in the reading, discussion group and pre- and post-discussion questionnaires, and two further volunteers gave informed consent to participation in the reading, discussion group, and pre- and post-discussion questionnaires and interviews. The four participants who did not participate in the interviews declined to do so, as their professional and personal commitments meant that they could not spare the additional time. 
The following table (Table 1) outlines the teaching experience and subject specialisms of the participants.
	Participant code
	Years of teaching experience
	Area of Learning and Experience
	Participation in data collection

	A
	26
	Mathematics and numeracy
	Questionnaires and interviews

	B
	8
	Languages, literacy and communication
	Questionnaires and interviews

	C
	28
	Humanities
	Questionnaires

	D
	25
	Mathematics and numeracy
	Questionnaires

	E
	14
	Various areas of learning and experience
	Questionnaires

	F
	7
	Languages, literacy and communication
	Questionnaires


Table 1: Demographic data table of participants

West (2017) emphasises that it is important to consider the burden of volunteering upon the potential participants, and to be aware of their motivations to volunteer to take part. Therefore, it was important in the questionnaire and interview designs to include only what was necessary to gather enough data to answer the research question, so that no participant time was wasted. If more than eight people had volunteered, participants would have been selected from a range of different subject teaching specialisms and career stages in an attempt to represent a range of perspectives in the case study, albeit within a small sample. This sampling could, according to Cohen. Manion and Morrison (2018), be described as convenience or opportunity sampling, as it is based on who is available to take part in the research, rather than selecting from a larger population. This can be perceived as a shortcoming of this research and is discussed in greater detail in section 4.8 (Limitations).

3.5 Research methods
Newby (2014) acknowledges the complex nature of educational research often means that a mixed methods approach to gathering data is appropriate. As my research question is concerned with teachers’ attitudes towards their professional practice, questionnaires and interviews were used to gather data on their opinions and ideas. Most of the questions in the questionnaire were multiple choice, closed questions, that generated quantitative data. Some questions generated qualitative data. Sammons and Davis (2017) assert that data collection for educational research should not be seen as a choice between qualitative and quantitative data; instead, a mixed methods approach can allow both kinds of data to inform one another and, in turn, the researcher. This seems to be supported by Cohen, Manion and Morrison (2018), who also point out that we see the world in multiple ways, and therefore it is logical to use more than one method of gathering data in a research study. Therefore, a mixed methods approach to data gathering appeared to be a suitable choice for this research, due to the personal opinions that were explored.
Moreover, this research project is concerned with the perceptions of individuals, which can be nuanced, varied, and unexpected. Qualitative questions are generally perceived to allow for consideration of the fine degrees of difference in feelings and opinions more effectively than quantitative questions. Atkins and Wallace (2012) seem to be in support of the inclusion of qualitative data, as they discuss how it is particularly useful in educational research. This is, they suggest, because the subject matter is generally subjective, with variations in the data. They also counter the argument that the subjectivity involved in qualitative data gathering and interpretation is a disadvantage, as gaining insight into opinions and subtle differences has the potential to give valuable insights to the researcher in addressing the research question. This position appears to be supported by Newby (2014), who agrees that qualitative data can be particularly useful when researching opinions and emotions.  As this research question is concerned with the feeling of confidence, it seemed appropriate that at least some qualitative data was gathered as part of the study.
The questions used in the questionnaires and interviews to gather data were piloted with two members of staff who were not participating in the study. As the pilot teachers worked in the same context as the participant teachers, they were of a similar background, so would hopefully have a similar understanding of the questions as the participants. Piloting is highlighted as good practice by both Bielick (2017) and Newby (2014). 
This piloting was an attempt to maximise the reliability of the data. Reliability, according to Cohen, Manion and Morrison (2018), refers to the trustworthiness of results and whether these are dependable.  Piloting the questionnaire and interview questions with non-participants allowed me to verify that the questions were clear and unambiguous; any confusion could have led to participants giving responses that did not address my intended meaning.  

3.5.1 Interviews
Interviews were used in this research in order to gain greater depth into the views of two participants (see participants A and B in Figure 4, section 3.4). These interviews were conducted in school, in the participants’ classrooms, so they were in a familiar environment. The interviews were audio recorded and then transcribed.
Cohen, Manion and Morrison (2018) suggest that the interview can be a useful tool in educational research, because it can be valuable in dealing with participants as individual humans in ways that other methods perhaps do not. The interview, they assert, allows the researcher to change the order of questions and explore certain responses in more detail. With this research project being concerned with the feeling of confidence, being able to pick up on nuances in responses was likely to be useful. 
The interview allowed for qualitative responses, where participants were asked open questions. These were limited in number to keep the amount of data manageable for the researcher. I decided that a semi-structured interview would be most appropriate, as it would allow both identical questions which would allow for comparison of participant responses, and also have the flexibility to allow for follow-up questions. Newby (2014) suggests that a semi-structured approach is useful in addressing a research question, as a core of pre-determined, focused questions can be planned in advance. The interviewer can then add in clarifying or follow-up questions as required, which could help to reveal unanticipated but useful responses. Therefore, a core of planned questions was prepared, with the potential to ask for clarification or additional information as required (see appendix ii for both the pre- and post-intervention interview questions). 
Brown and Danaher (2019) explore semi-structured and dialogical interviews in educational research, particularly the use of CHE, or “Connectivity, Humanness and Empathy” (Brown and Danaher, 2019, p.76). They conclude that trust between the researcher and participant is important for the interview to be an effective method of gathering data. They also acknowledge that there is a delicate balance to be struck between gaining trust and remaining objective and professional, so that participants do not feel, for example, that certain responses are favoured over others. These issues were kept in mind when designing and conducting the interview for this research study, so that potential barriers to objectivity could be minimised. The wording of the questions was carefully planned to avoid inherent bias, unless they were specifically following up on the participants’ answers in the questionnaire.

3.5.2 Questionnaires
In this research study, questionnaires were used for both pre- and post-intervention data capture. The questionnaire is, as noted by Newby (2014), a popular data collection method in research as they are relatively easy to design and administer. Bielick (2017) highlights that, whilst questionnaires allow for easy collection of opinions, great care needs to be taken in their design for them to be effective. The questionnaires in this study (Appendix ii) contained a mix of questions to gain both quantitative and qualitative data.  
The quantitative data arose from closed answer questions in the questionnaire. These allowed for objective analysis of the results, as I did not need to interpret as each answer. However, as noted by Bielick (2018), the questions and answer options had to be worded carefully so as not to lead the participant toward certain answers, and so that the participant could understand exactly what is being asked of them. These answers were able to be analysed as percentages to indicate patterns in the data. Furthermore, the use of quantitative data allowed for a large quantity of data to be collected quickly, as the participants did not need to articulate each answer themselves, but rather select the option that best reflected their views.
One limitation of quantitative, closed answer questions is that they may not always reflect the nuances of participants’ views and experiences. To address this, there was a small number of qualitative questions where participants were be able to type their own responses freely. 
Likert scales were used to gather responses to gain insight into participants’ opinions. Cohen, Manion and Morrison (2018) refer to Likert and other similar scales as giving a range of responses that can be used to indicate the degree of a response, such as how strongly one agrees or disagrees with a statement. Scale responses can be counted and, therefore, provide quantitative data that can allow ease of analysis. Furthermore, Cohen, Manion and Morrison (2018) explore the possible pitfalls of having a middle option in scaled answers. They note that a middle option sometimes means that participants avoid committing themselves to one side or another, and that this often ends up being the predominant answer. To alleviate this issue, an even number of options was used in the scales in the research questionnaires. For example, options included agree strongly, agree slightly, disagree slightly, disagree strongly.  
Microsoft Forms was used to prepare, distribute and record the responses to the questionnaires. A link to the questionnaire was emailed to the participants once they had given informed consent. Cohen, Manion and Morrison (2018) and Newby (2014) indicate that internet forms can have issues with participants not giving a response, as the interviewer is not present. However, this did not prove to be an issue in this research, as all pre- and post-intervention questionnaires were returned. Bielick (2017) warns that presentation of internet questionnaires can be distracting if there are too many features like images or video. Therefore, the layout of the questionnaires was kept plain, with text only.
The questionnaire questions (the pre- and post-intervention questionnaire questions can be found in Appendix ii) were generated based upon ideas identified in the literature review.

3.6 Ethical considerations
BERA (2018)’s ethical guidelines emphasise that protection of participant, researchers and other stakeholders is paramount when conducting educational research. Cohen, Manion and Morrison (2018) also reinforce the importance for educational researchers to protect the dignity of participants, and that consideration needs to be given to potential ethical issues before research is conducted to minimise the risk of careless oversights. 
The issue of informed consent is important in all research, as participants have the right to have a clear understanding of the research so that they may decide for themselves whether they wish to be involved. In educational research, Cohen, Manion and Morrison (2018) and BERA (2018) highlight, children can be involved, which can complicate the ethics around informed consent.  Dealing with adult participants in this research should mean that they are more able to give informed consent than, for example, pupils, as long as they are not compromised by physical or mental capacity issues.  Indeed, as the teacher participants in this study were practising professionals educated to at least degree level, they should have been able to fully understand the description of the research study, consider its potential risks and give fully informed consent.
As outlined in the literature review, the ‘professional standards for teaching and leadership’ specify engagement with educational research (Welsh Government, 2017).  The teacher participants in the study may be aware of this, and feel that they should give responses that indicate a high level of engagement with, and enthusiasm for, research. This would jeopardise the validity of the results of the research, as the answers given by the teachers may not reflect their true opinions and feelings. Therefore, it will be important to make clear to the participants that their responses will be kept anonymous, so that they can give their honest opinions without fear of being judged professionally or personally. BERA (2018) emphasise the need to protect participants’ anonymity in their ethical guidelines, so that their privacy can be protected. Participants are referred to by a code rather than by name to help to protect their privacy in this research study. Data was held securely in a password protected OneDrive cloud folder. Cohen, Manion and Morrison (2018) highlight that it is important to keep data private and secure to minimise the risk of harm to the participants.
As previously mentioned, I am both the researcher in this study and a teacher alongside those participating. This could be perceived as a conflict of interest, and a potential risk to objectivity (Atkins and Wallace, 2012), as I may, even subconsciously, wish to present my school and colleagues in a positive light. Newby (2014) highlights the need for honesty when interpreting data in education research. The participants being my colleagues could also potentially lead to some participant bias, with participants keen to give what they perceive to be helpful responses. However, as the school takes part in the NPEP (Welsh Government, 2019), the teachers are used to participating in research and expressing opinions on school issues in questionnaires; they may be more likely to be honest in their responses due to their familiarity with the format. Even so, this was considered in interpreting results. To mitigate these potential risks, it was emphasised in the consent sheet and participant information sheet that it was honest answers from the participants that would be most valuable. 
Special care was also taken in the framing of questions in the questionnaire and interviews, so that participants were not led to give certain responses. Malqvist et al. (2019) conducted a pilot study when preparing to compare a study on inclusive education in Sweden with research in Ireland. They found conducting pilots valuable, as they could refine certain questions to make them more easily understood by the participants. In my study, question wording was reviewed, and when piloting the questions, feedback was gathered from the pilot participants on whether they felt led to a certain answer. The questions were then finalised.
I also needed to take care to analyse the data honestly and objectively, so that conclusions were based on the most honest and reliable interpretation, again as advocated by Newby (2014). This was done using a systematic analysis, and this is outlined in the following section on data analysis.
I completed an ethics form (Appendix i) and obtained ethical clearance before commencing the research.

3.7 Approach to data analysis
Much of the data in this research study was quantitative and gained from questionnaires. This means that participants had a set number of responses from which they could choose their answer. The number of participants giving each response could, therefore, be counted and the data analysed numerically, allowing for differences to be seen before and after the reading discussion group. Newby (1014) acknowledges that numerical data can be analysed to look for patterns and differences. In this study, it was of particular interest to see if participants’ attitudes towards research engagement had changed after the reading discussion group intervention had taken place. Answers to questions kept the same between the pre- and post-intervention questionnaires and interviews were compared to look for any changes in participants’ thoughts and feelings.  Descriptive statistics were used to analyse the quantitative data. Cohen, Manion and Morrison (2018) refer to descriptive statistics as a way of presenting data that is unlike inferential statistics. Inferential statistics, they say, can be more powerful, as they can be used to reach conclusions about a population based upon results from a sample. However, as previously acknowledged, this study had a small sample of six participants and cannot be seen as statistically significant in terms of representing a wider population. Therefore, descriptive statistics were used to describe the quantitative data that was gathered.
Some of the data in the questionnaire, as well as that gathered in the interviews, was qualitative. This came from worded responses from the participants, which then needed to be interpreted and analysed by the researcher. Cohen, Manion and Morrison (2018) emphasise the importance of interpreting the data carefully so that it gives as honest a picture as possible. Gibbs (2018) discusses two different approaches to coding qualitative data: concept driven, and data driven. These approaches are referred to as theoretical (reflecting a concept driven approach) or inductive (reflecting a data driven approach) by Braun and Clarke (2006). Concept driven or theoretical coding involves generating potential codes in advance, anticipating possible categories of answer. This can allow the existing literature to inform the coding, and for the researcher to allocate categories based on research hunches.
The approach also allows for adaptation of the coding categories based on the data. Data driven or inductive coding, on the other hand, involves generating codes as the data is analysed, with the rationale of taking a more objective approach so that the researcher does not try to make the data fit into preconceived categories. It could, therefore, be argued that data driven coding allows for a greater degree of validity, as preconceived ideas are, supposedly, not influencing the researcher. However, I had undertaken a literature review and already had a good understanding of the issues involved in answering the research question. Braun and Clarke (2006) also point out that a researcher cannot separate themselves from their prior knowledge and experience and may, even if only subconsciously, bring that knowledge to bear when coding. Therefore, for this research study, a primarily data driven approach was taken, but with the knowledge gained from the literature review used to inform categorisation, which could be said to be more concept driven. The analysis of the qualitative data reflected Braun and Clarke’s (2006) six phases of thematic analysis. Table 2 outlines the process of thematic analysis I undertook in this research:
	Stage of thematic analysis
	Application to this study
	Codes/themes

	1: Data familiarisation
	Interview data was transcribed. I read through all interview and questionnaire data and looked for patterns.
	None at this stage.

	2. Generating initial codes
	Initial codes were allocated to the data.
	Examples of initial codes:
· Readability of research
· Readability of blogs and summaries
· Time to find literature
· Time for reading
· Time for discussion
· Potential for collaboration
· Development of practice
· Evaluation of approaches
· Empowering colleagues


	3. Searching for themes
	I grouped codes into potential themes.
	Potential themes at this stage included: 
· Time
· Academic texts
· Professional dialogue/groups
· Evidence-informed practice
· Teacher-efficacy
· Teacher confidence

	4. Reviewing themes
	I checked that the themes were suitable across the whole set of data.
	The teacher-efficacy and confidence themes were merged due to crossover between the two themes.

	5. Defining and naming themes
	I finalised the names and definitions of each theme.
	· Time
· Academic texts
· Professional dialogue/groups
· Evidence-informed practice
· Other confidence / teacher-efficacy issues

	6. Producing the report
	I used the themes to organise my analysis of the data and produce section 4 of this dissertation.
	See section 4 for analysis and discussion of the data, organised using the five themes outlined above.


Table 2: Stages of thematic analysis followed in data analysis
Please see Appendix iii for the full list of themes and codes.

4 PRESENTATION, DISCUSSION AND INTERPRETATION OF THE DATA 

4.1 Introduction
Data was collected from six participants prior to the educational literature discussion group session to establish their existing experiences and perceptions of engaging with educational literature. Further data was collected after the discussion group session to look for any changes in participants’ perceptions on both the discussion group experience and engagement with educational literature. The participants were allocated code letters to protect their privacy and safeguard their anonymity.
All six participants completed a questionnaire before and after the educational research reading discussion group intervention took place. Two out of these six participants volunteered for pre- and post-discussion group interviews.  These were participants A and B. As there were only two interview participants, I decided to consider the responses to both the pre- and post-intervention questionnaires and pre- and post-intervention interviews together, with the aim of gaining a more holistic understanding of the perceptions and how they related to various themes, which are outlined below.
The data gathered as part of this research study came from quantitative closed-answer questions and qualitative open answer questions, which were coded using the approach described in section 3.7. After familiarising myself with the data and reflecting upon the literature that had been studied as part of the literature review, I allocated initial codes to the qualitative questionnaire and interview answers. I then reviewed and named the themes. I recognised that the responses that gave quantitative data also related to these same themes. Subsequently, all questionnaire and interview data was categorised as relating to five broad topics: time; academic texts; professional dialogue/groups; evidence-informed practice and other confidence/teacher-efficacy issues. Therefore, both the qualitative and quantitative data will be presented, discussed and interpreted under those five broad topic themes.

4.2 Time
Firstly, the data from this research study suggests that time is a significant issue in teacher engagement with educational research literature, reflecting the findings of Lewis et al. (2018), although that study involved implementation of teacher research as well as associated engagement with literature. In the pre-discussion questionnaire, 83% of participants (five individuals) identified a lack of time as a reason why they do not read professional literature more often, and half of participants said that time needed to be provided if teachers are to increase their evidence-informed practice in line with the professional teaching standards. 
The qualitative data from the pre-discussion questionnaire indicated that time was needed for several reasons: to find the literature (unless it was already identified for teachers), to read the literature, and to plan the implementation of potential useful ideas from the texts. The issue of time was also highlighted as important in the pre-discussion interviews, with both participants emphasising the need for allocated time when teachers can engage with educational literature. One interview participant particularly identified time to plan and implement the ideas from the literature as being important, which suggests that without significant time investment, teacher reading may not end up influencing their practice. Workload demands were also identified as a barrier to engagement with educational research literature in pre-discussion group questionnaires and interviews. These findings appear to support the challenge of time referenced by Anwaruddin (2015), and also identified by Lewis et al. (2018), with a teacher participant in the latter study expressing the view that time should be provided to allow for research engagement.  Furthermore, with the OECD (2016) expressing that time should be provided to facilitate professional learning, it could be argued that specific time for research reading, discussion and other engagement should be allocated in order to realise the SLO model.
These workload and time demands may be a reason why, before the discussion group took place, 17% of questionnaire participants (one individual) disagreed slightly that reading educational literature was a meaningful use of their time as a teacher. This could be said to reflect findings by the Nelson et al. (2017) which suggest that research evidence only has a small influence on teacher decision-making. In turn, this could be said to imply that the teachers in that study did not perceive reading educational research to be a meaningful use of their time. However, in this research study, after the discussion took place, agreement with the statement increased amongst teachers, with the number agreeing strongly increasing from 50% (three individuals) to 67%, (four individuals) and the number disagreeing slightly remaining the same. This mixed picture could reflect the fact that this intervention was a one-off discussion group, so the participant who disagreed slightly may not have felt there was a significant enough benefit from one group for them to feel the literature engagement had been worthwhile. In contrast, one participant agreed strongly rather than slightly after the discussion had taken place. This could be because the discussion allowed them to consider the literature and its usefulness more deeply than they perhaps had before. This raises the question of whether regular literature discussion group sessions would help more teachers to agree more strongly that engagement with educational research literature is a meaningful use of their time, and in turn feel more confident about implementing ideas from the literature into their own practice. This idea could be said to reflect Cain (2015), who advocates ongoing teacher engagement with research for it to be effective.
After the discussion, when given the opportunity to give any ideas relating to educational literature, 67% of questionnaire participants (four individuals) again highlighted the need for time to be allocated specifically for research literature engagement, again reflecting both Anwaruddin (2015) and Lewis et al. (2018). Furthermore, both interviewees named time as a potential barrier or disadvantage for discussion groups, although Participant A said that if time were provided, this could then become an advantage. This reinforces the importance of this issue for teachers, and the apparent need for it to be addressed if teachers are to feel confident about adopting evidence-informed practice.

4.3 Academic texts
A second significant area identified in the findings was the nature and number of educational academic texts. In the pre-discussion questionnaire, 67% of participants (four individuals) identified knowing what texts might be useful as a reason why they did not read educational literature more often, and 83% were either more or very likely to read more educational literature more often if educational texts were identified for them. 33% of participants (two individuals) in the pre-discussion questionnaire also highlighted that educational texts can be difficult to read, with some participants raising this issue more than once. These findings support the views of Ludgate (2019) and Boxer (2018), who both suggest that teachers may find it difficult to approach and understand academic reading. Furthermore, also in the pre-discussion questionnaire, 100% of the participants (all six individuals) expressed that they would feel much more confident reading educational literature if they could read a summary of the main ideas in the text first, a point which was repeated by both participants in their pre-discussion interviews. Indeed, after the discussion group there still seemed to be an appreciation for reading blogs or other similar summaries of research articles to aid understanding of the full original research literature, as all participants expressed that they felt much more confident about reading the original research article after reading the linked blog website first. This would appear to support Ludgate (2019), who suggests that teacher bloggers can help provide a link between more everyday teacher language and the academic language of research literature. Indeed, both the pre- and post-intervention questionnaires, all six respondents indicated that some educational texts, such as blogs and some education books, were easy to understand, with none selecting academic texts as being easy to understand. The two interview participants both raised the readability of academic research texts as an issue, calling them detailed and overly long. These findings also reflect recommendations made by Boxer (2018) in his ResearchEd article about his own experiences of organising a research reading group: he suggests using blogs and syntheses of research as starting points, and not going straight into academic articles. 
One interview participant expressed that they had gained what they saw as the useful information they needed from the blog they were asked to read, and that they had not gained much more from the full research article. They acknowledged that a blog can be one person’s perspective, so it was important to consider whether a blog was a summary or an evaluation. This research data highlights the potential for teachers being led in their interpretations of educational research articles unless the summaries they read are balanced and objective or, where they are subjective, that teachers are aware of this and take it into account. In general, participant responses imply that it could be good practice for schools to highlight potentially useful blogs or summaries to staff, particularly those that relate to specific foci, as 50% of post-discussion questionnaire participants identified that it was helpful to have a focus for reading, perhaps with relevant associated literature selected for them. This focus could link to personal or school development priorities.
One of the two interview participants felt that it has been made easier for teachers to access information about educational research, mentioning this idea both before and after the discussion group was held. Blogs and newsletters signpost academic research that teachers could find useful, which saves teachers the time and effort that could be spent finding the research for themselves. This supports Cain and Graves (2017), who suggest that finding suitable research is a complex skill, and that it can be useful for schools to appoint a research lead who can signpost useful literature.
One participant expressed that educational research can be difficult to generalise due to the complexity of the field of education. It should be acknowledged that this is the participant’s perception and is difficult to quantify. This, however, does reflect ideas from Biesta (2010), who also highlights the high number of variables involved in education, and says that teacher judgement should not be ignored when considering research evidence. The idea of relating the research literature ideas to the participants’ own school context was not questioned explicitly and was not mentioned explicitly in participant responses. Therefore, it could be useful to address this area in any follow up research.
After the discussion took place, both interviewees said that they now felt more confident because the discussion group had allowed them to explore uncertainties. This implies that some teachers may feel that there is an expectation for them to understand fully all of the language and content of research literature, which may dissuade them from reading academic research. However, for these participants, taking part in the reading and discussion group appears to have shown them that it is common for teachers to have uncertainties about what they have read, and that discussion can help to alleviate those uncertainties. This could in turn have helped to raise general confidence levels in engaging with educational research literature, which could then lead them to feel more confident about adopting ideas from the literature in their own practice.

4.4 Professional dialogue/groups
The group discussion element was a key part of the intervention in this research study, reflecting the guidance of the EWC (2018), and its findings appear to support Ludgate’s (2019) point that teachers discussing research literature with colleagues can be beneficial practice. Even before the discussion group took place, all participants indicated that they would feel more confident about reading educational literature if they could discuss with colleagues both the ideas in the text, and how to potentially implement them in their own practice. One of the interviewed participants identified having a professional dialogue with colleagues about the literature as potentially helping teachers to feel more confident engaging with educational research literature, also stating that it was important to have a ‘safe space’ culture within the discussion group so that teachers could feel comfortable in expressing their thoughts and ideas. In the post-discussion interview, one participant reflected upon the size of the discussion group, saying that the group should not be too large as this could intimidate some staff and make them reluctant to contribute. This supports the suggestion by Cain (2019), who suggests that six to eight participants are a good number for an effective discussion group. Furthermore, the same interviewee expressed the belief that teachers who were reluctant to adopt research-informed practice could be empowered by being included in discussion groups, as more confident and engaged staff could help to enthuse them. These findings could be considered in the running of teacher discussion groups.  
Before the discussion group, only 17% of questionnaire participants (one individual) said that they liked to consider their professional reading alone. After the discussion group was held, none of the participants said that they preferred to consider their reading alone. This could be because the participants felt it had been beneficial to share ideas with colleagues, again reflecting the suggestion by Ludgate (2019) that group discussion of research can benefit teachers. Also, after the discussion had taken place, 83% (five individuals) of questionnaire respondents agreed that they would read educational literature more often if provided with regular opportunities to discuss the literature with colleagues. Furthermore, all participants agreed that discussing the research article with colleagues as part of the discussion group for this research study helped them to feel more confident about reading educational literature. This implies that the teacher participants liked the discussion of the issues in the educational literature they read, and that they felt it was beneficial to consider their reading in a group, perhaps gaining insight from the “second voice” (Cain, 2019, p. 147) of colleagues. These findings appear to support group discussion in teacher engagement with research literature.
In the post-discussion interviews, both participants raised the potential for collaboration between colleagues as an advantage of the teacher discussion groups, as it could be a springboard for future planning and work. These sentiments apparently support those of Leat, Reid and Lofthouse (2015), who suggest that research can guide teachers’ strategies and interventions. 

4.5 Evidence-informed practice
Another key area relevant to this research study and its data is research-informed practice and its inclusion in the ‘professional standards for teaching and leadership’ (Welsh Government, 2017). At the start of the research study, prior to the discussion group taking place, all participants indicated that it is at least somewhat important for teachers to use evidence-informed ideas in their practice, similar to the positive attitudes in England that were reported by Nelson et al. (2017). After the discussion group, the number agreeing strongly that teacher evidence-informed practice is important increased from 33% to 67% (from two to four individuals). This might indicate that the reading and discussion that took place as part of this research study helped some teachers to see greater value in using ideas from research in their practice. The interview data supported this positive view of evidence-informed practice being included in the ‘professional standards for teaching and leadership’, with both participants expressing the belief that is important that it is included there. In the post-discussion interview, one participant emphasised that just reading the literature was not enough, and that professional dialogue needed to go along with it. This suggests that this participant believes that teachers need to discuss and implement ideas from their reading, so that it is meaningful and can have an impact on pupils, again reflecting Cain (2019) and Ludgate (2019) and their views on the benefits of teacher discussion of research literature.
Before taking part in the discussion group, 33% of participants (two individuals) expressed that evidence-informed practice gave teachers a fuller understanding of strategies and why they may be effective, and that reading about practice similar to any of their own existing practice helps to build teacher confidence. Individual participants suggested that engaging with research literature can help teachers both refresh their existing knowledge and learn new things. These ideas were echoed in the interviews, implying that teachers see engagement with research as useful in developing effective practice and also reflecting the ideas outlined by Ludgate (2019).
After the discussion group was held, participants’ comments on whether the ‘professional standards for teaching and leadership’ (Welsh Government, 2017) would lead to an increase in evidence-informed practice tended to focus on conditions that would need be addressed in order to support teachers. Individual participants highlighted issues such as time, involving group discussion and making the research engagement part of a development strategy. 33% of participants (two individuals) said it was important for relevant literature to be signposted for teachers so that they can quickly and easily find useful texts. These responses indicate that a strategic approach may be needed for teachers to be able to engage effectively with educational literature and employ research-informed practice. This reflects the views of Cain (2015), who suggests that the benefits of evidence-informed practice can only come from a sustained, ongoing approach to research engagement. At a whole-school level, time and mechanisms could be put in place to facilitate educational research literature reading and discussion.  
Other post-discussion comments focused on the potential benefits of evidence-informed practice, with 33% of participants (two individuals) saying that literature could help to inform effective evidence-informed practice. Other comments were about more general benefits to teaching and learning, and the importance of keeping up with current educational ideas. These remarks imply that participants view the reading discussion group as helping to generate confidence in adopting evidence-informed practice.
In the post-discussion interviews, collaboration between colleagues and being able to come to conclusions about different educational issues were raised as potential advantages and opportunities of teacher educational reading discussion groups, which could again lead to an increase in well-considered research-informed practice. This could, in turn, support schools in their development as SLOs (OECD, 2016) due to the facilitation of teacher engagement with research.

4.6 Other confidence and teacher efficacy issues
With the issue of teacher confidence forming part of the research question, it was interesting at the start of the research study to see that participants already agreed either slightly or strongly that they felt confident reading academic research relating to teaching and learning. This reflects the findings of Nelson et al. (2017), who also found 66% of participants felt confident analysing ideas from research. After the discussion group, the number of participants agreeing strongly that they felt confident engaging with academic research relating to teaching and learning increased by 50%, from 17% of participants (one individual) to 67% (four individuals). This implies that taking part in the reading and discussion group could have helped some participants to feel more confident engaging with research literature than they did before. Furthermore, when asked to consider their enjoyment of reading educational literature again, one participant moved from disagreeing slightly that they enjoyed it, to agreeing slightly, perhaps due to the discussion intervention. If so, this would support the use of academic educational research discussion groups as part of teacher professional learning, because they appear to empower teachers and facilitate enjoyment and confidence.
When the participants were asked to consider if they thought that taking part in reading discussion groups could help teachers to feel more confident about engaging with educational research literature, all said yes. A range of reasons was given in support of this, with learning from and with others being the most frequent response, implying that this could have been what participants found most beneficial about their own discussion group experience, suggesting what Cain (2019, p. 147) called the “second voice”, the perspective of colleagues, was indeed valuable to teachers. Half of participants raised two other related ideas: being able to discuss key thoughts and ideas; and gaining other perspectives. The post-discussion interviews supported these positive perspectives, with both interviewees saying that they felt more confident about engaging with educational research after taking part in the discussion group and that the discussion element gave them confidence.
In addition to this, there was an increase in strong participant agreement that they feel confident using strategies/practice from educational reading in their own classroom practice. 100% of the six participants agreed slightly with this before the discussion group, but 33% of participants (two individuals) agreed strongly after the discussion took place. This implies that the discussion may have helped some teacher participants to see how ideas from literature could be implemented in their own practice. Therefore, if teachers do implement ideas from the literature they have read into their own teaching, this could lead to an increase in evidence-informed practice.  This appears to support the findings of Tallman and Feldman (2016), who also found that teachers who discussed educational research saw its relevance to their own practice. However, like this study, Tallman and Feldman (2016) did not explore whether this led to an increase in research-informed practice. 
Similarly, questionnaire participants were asked to consider if they would implement more strategies or ideas from educational literature in their classroom practice more often if provided with regular opportunities to discuss the literature with colleagues. 83% of participants (four individuals) agreed strongly with the statement, and the remainder agreed slightly. It could, therefore, be concluded that regular discussion groups could help to facilitate an increase in evidence-informed teacher practice. This links to literature from Tallman and Feldman (2016), Sims, Moss and Marshall (2017) and Timperley, Kaser and Halbert (2014) which implies that engagement with educational research could lead to an increase in implementing practice from the research. Moreover, Nelson et al. (2017) found that research was less influential than factors such as self-generated ideas and ideas gained from training, but the findings from this research study imply that teacher discussion groups could help to increase evidence-informed practice. Whilst this research study did not ask participants to name the biggest influences on their practice, if regular discussion groups are held, they may lead to more evidence-informed practice, making evidence more influential in teacher decision making. Ludgate (2019) also suggests that teachers can make more informed decisions as a consequence of engagement with educational research literature. Exploring whether there is a link between research literature engagement and an increase in the influence of evidence on teacher decision making could be an area to pursue in further research.
This research study has also touched upon the issue of teacher efficacy, and both before and after the reading and discussion group, all participants agreed that they have ownership of strategies and practices they employ at a classroom level. However, there was less agreement when the participants were initially asked if they had ownership of the strategies and practices they use at a school level. The group was split, with half agreeing that they had ownership, and half disagreeing slightly.  After the discussion group was held, however, all participants agreed that taking part in a professional reading discussion group can help to give them ownership of strategies and practices at a school level, with 50% agreeing strongly (three individuals) and 50% agreeing slightly (three individuals). This suggests that reading and discussing educational research literature could help teachers to feel a sense of agency that reaches beyond the walls of their own classrooms, which appears to reflect the findings of Donohoo, Hattie and Eells (2019). It may be that taking part in the discussion group enabled the participants to see the potential for discussing and contributing to issues relating to whole school practice. With Hattie and Zierer (2019) suggesting that a high level of teacher efficacy is the biggest influence on pupil outcomes, it could be that teacher reading and discussion groups could help to improve pupil outcomes due to their apparent positive effect on teacher confidence and efficacy.
It was interesting comparing the responses of the two participants who were interviewed. Participant A has 24 years of teaching experience, and Participant B has 7 years of teaching experience. Participant A expressed that their confidence in engaging with educational research literature had grown in the past five years, which may be a result of the recent push towards action research in schools (including School X) and the engagement with research literature that this entails. Some more experienced staff, therefore, may already be increasing their exposure to educational research and, perhaps consequently, their confidence. In contrast, Participant B felt that her more recent degree and teacher training had given her confidence in engaging with educational research literature, as she had recent experience of academic texts. It is encouraging that two teachers, at different stages of their careers, can both feel confidence in engaging with educational research literature, as this implies that all teachers could potentially be empowered to feel that confidence themselves. This seems to counter Ludgate (2019) somewhat, who suggested that time elapsed since teachers’ last academic study could be a potential barrier to research engagement and implied that more experienced staff may lack research literacy.
In the literature review, the potential influence of accountability was raised as a potential barrier to teachers engaging with evidence-informed practice, as the risk of new practices being unsuccessful may lead teachers to remain with what they see as tried and tested techniques, as identified by Tinsley (2021) and the OECD (2016). However, this was not identified as a barrier or disadvantage in either the pre- or post-discussion questionnaires and interviews. This could indicate that the participants in this study do not feel impeded from taking risks in their practice due to accountability measures. This may be a reflection of their school culture, but future research would be required to explore this further.

4.7 Personal reflections
Taking this data into consideration, it could be concluded that participation in an educational research reading discussion group in School X leads to increased confidence in adopting evidence-informed practice, due to the participants’ responses indicating higher levels of confidence after taking part in the reading discussion group intervention. This implies that this type of reading discussion group could be worth trialling in other schools to see if there are similar results in different contexts.
The relative strengths of this research study could be said to include elements of the reading discussion group intervention design. The number of participants in the discussion group was six, which is within the suggestion of between six and eight given by Cain (2019). This was to enable all participants to contribute within the hour timeslot of the discussion group, as well as being an effort to minimise any intimidation about participation that might have come with a larger group.  Furthermore, the participants came from a range of Areas of Learning and Experience and, while the numbers of participants are not statistically significant, the data gained from the participants suggests that teachers from a range of subject might find this kind of professional reading discussion group useful. 
In addition to this, the participants were provided with both the research article to be read, along with a link to a blog post that summarised and explained the article. This was in line with recommendations from Ludgate (2019), who suggests that blogs may be more readable for some teachers than the complex academic language of research papers. This also took account of findings by Nelson et al. (2017) that found that only 12% of teachers found academic language easy to understand. By providing the research paper to be discussed, the design of the intervention took account of points discussed by the OECD (2016) and Cain and Graves (2017), who both raise that it can be a challenge for teachers to identify appropriate and useful research texts. The research article chosen for discussion focused on the context of maths but explored an area that was not subject specific, spaced practice, in order to provide relevance to the range of participants.
Cohen, Manion and Morrison (2018) imply that the methodology and methods used to gather the data could be judged as appropriate for answering the research question. With the research question dealing with confidence and attitudes, using questionnaires and interviews allowed for the collection of teachers’ feelings and thoughts. Furthermore, conducting action research with mixed-methods collection of both qualitative and quantitative data could be seen as a strength of the research design, as this allowed for numerical analysis of data whilst also allowing participants the opportunity to articulate their own responses in the interview and some interview questions. The questionnaires and interview questions were piloted, which was identified as useful practice by Bielick (2017) and Cohen, Manion and Morrison (2018). This allowed for any potential changes to be made before they were conducted with participants.

4.8 Limitations
Whist providing some apparently useful information, this research study could also be said to have a number of limitations. Firstly, the small scale of the research means that its results do not have statistical significance (Cohen, Manion and Morrison, 2018). This means that, whilst it appears that participation in an educational research reading discussion group led to increased confidence in research engagement, it can only be applied to the participants in this study.  Furthermore, it can only be applied to the context of the study: this particular comprehensive school in south Wales. Therefore, the findings of this research study are not generalisable to the wider teaching profession in Wales. However, they could perhaps be seen as an indicator of possible increased teacher confidence in adopting evidence-informed practice after taking part in a professional reading discussion group.
The reading group intervention was potentially a cause effecting a change in the participants’ attitudes between the pre- and post-intervention questionnaires and interviews. However, it was not possible to establish without doubt a cause and effect; there will have been many variables outside of my control as researcher that may also have influenced the participants between the pre- and post-intervention data collection. For example, a teacher in the study may have happened to see or read something outside of the research project relating to research-informed practice between the pre- and post-intervention data captures. This could potentially have influenced their attitudes towards research informed practice rather than the intervention reading group. It was impossible to control what the participants were exposed to outside of the research study, so this was considered by the researcher when analysing and interpreting results. Only in experimentation can cause and effect be identified, as discussed by Newby (2014). Kelly (2017), in apparent support of this, acknowledges that educational research outcomes could potentially be influenced by factors beyond the researcher’s control, therefore making it difficult to determine whether the research intervention or another factor has led to certain results. This is a potential limitation of the research that should be kept in mind when considering the results.
The context of the research in my own workplace, and the use of colleagues as participants, also raises potential ethical and validity issues (Newby, 2014). There could have been some participant bias in the data gathered, with participants perhaps keen to give what they perceived to be the best or most useful responses to their colleague. Conversely, the participants may have felt a sense of trust with a colleague researcher that could have facilitated more honest responses that may have been gathered by a researcher who was a stranger. Nevertheless, this issue should be taken into account when considering the findings of this research. 
Another potential factor in the validity of the data is the ‘professional standards for teaching and leadership’ (Welsh Government, 2017). The participants may have felt that they needed to display positive attitudes towards research literature and evidence-informed practice due to their inclusion in their professional standards. Therefore, they may have expressed more confidence towards professional reading and research-informed practice than they actually feel. Mitigation was taken against this in the participant information sheet, which outlined that the participants’ responses would be anonymised and that honest responses were wanted. Despite this, the validity of the data could still have limitations.
Another limitation of the research was its timescale and the scope of the intervention design. The research intervention consisted of one professional reading (a research article with an associated blog) and one reading discussion group session. It could be said that this limits the validity of the research findings as, had there been repeated readings and discussion group sessions, the participants’ feelings may have been different. As Cain (2015) concluded, research engagement may be most useful if it is part of an ongoing programme of discussion, which wider scale research could explore. Furthermore, the study only explored whether the participants felt more confidence about adopting more evidence-informed practice. It did not address whether the confidence had actually translated to evidence-informed practice based upon the reading and discussion. Further research could explore both of these issues: including a series of readings and discussions, and whether any ideas had been implemented after the participants’ reading and discussion. Furthermore, each discussion group could begin with a reflection upon any implemented practice that occurred as a result of the previous session. The participants’ perception of the usefulness of this approach could also form part of further research.
Finally, there were many challenges in conducting the research in the aftermath of the Covid-19 pandemic. Project management of the research was difficult, as implementing research that required a reading and discussion group commitment from participants who were dealing with the impact of the pandemic had its own ethical challenges. The intervention needed to be timed so that it would minimise harm to the participants’ time, effort, and physical and mental well-being. Consequently, the research intervention design was small in scale, with only one reading and one discussion group, which was more manageable for the participants and for me as the researcher. However, now that schools are settling into new post-Covid life, there could be the opportunity for further research that is larger in scale, as discussed above.
When considering both the relative strengths and limitations of this research, it could be concluded that its data, whilst needing to be seen as limited in terms of generalisability and possible validity, suggests that teacher participation in a professional reading discussion group is likely to lead to an increase in confidence in adopting evidence-informed practice.




5 CONCLUSIONS AND RECOMMENDATIONS 
This research study has explored the question, “How does teacher participation in a professional reading club affect confidence towards research-informed practice in their teaching?” The findings gathered from the pre- and post- questionnaires and interviews imply that teacher participation in an educational research reading group appears to lead to increased confidence towards evidence-informed practice amongst participants in this study. Participants expressed an increase in confidence in engaging with educational research, and that regular participation in educational research reading discussion groups would make them more likely to implement evidence-informed ideas in their own practice, which would potentially help them to meet the ‘professional standards for teaching and leadership’ (Welsh Government, 2017). This could, in turn, help to develop the school as a learning organisation (OECD, 2016) which can meet evolving needs and develop staff professionally. These findings reflect some of those from Tallman and Feldman (2016) who found that discussing research literature appeared to facilitate more positive attitudes towards research-informed practice of science teachers.  
Furthermore, the participants in this research study also expressed that regular participation in an educational reading discussion group would give them a greater sense of ownership of strategies and practices at a school level. This may lead to an increase in teacher efficacy, which was suggested by Hattie and Zierer (2019) to be the issue with the biggest impact on pupil outcomes. Therefore, discussion groups could help lead to an improvement in pupil outcomes.  
Whilst participants appeared to find the educational reading discussion group potentially useful in helping them to increase their evidence-informed practice, they did raise certain issues that they felt should be considered for these reading discussion groups to be implemented successfully. These included building in specific time, perhaps as part of continuing professional development programmes; having a specific focus for the discussion group; and finding texts and providing summaries, perhaps related blogs, that could act as a gateway to the original research studies. This reflects existing literature in this area, such as that by Ludgate (2019) and Boxer (2018) who highlight that blogs in articles in less academic language could be more accessible to teachers than traditional research papers. Furthermore, Tallman and Feldman (2016) and Sims, Moss and Marshall (2017) both refer to reading discussion groups (in education and medicine) where each session focuses on a specific piece of reading and/or topic focus.
It could be said that this research study indicates that teacher reading discussion groups could be useful in improving teacher confidence in adopting research-informed practice; however, there were only six participants in the research study and, due to time constraints when conducting the research, it focused on teacher attitudes before and immediately after the intervention of the reading discussion group. Further research would be useful to explore whether staff have adopted any of the ideas from the reading and discussion into their classroom practice, as this was beyond the timescale of this initial research. This could involve a series of reading and discussion groups, taking part at least two weeks apart in order to allow time for teachers to implement ideas from the literature and discussion if they so wish. The following discussion group could begin with participants sharing and evaluating any ideas they have implemented from the last meeting. This would reflect more of the stages from the original medical journal club model referred to by Sims, Moss and Marshall (2017).
In further research, it would be useful to explore the issue of teachers relating academic educational research to their own contexts in greater depth than has occurred in this study. Specific questions in questionnaires and/or interviews could focus upon whether teachers relate ideas from their professional reading to their own teaching contexts and, if so, how they do this and how useful they find it. This could give greater consideration to points made by Anwaruddin (2015), who suggests that research should be considered by teachers in relation to their own specific contexts, as well as Biesta (2010)’s suggestion that evidence-informed practice can be difficult to transfer successfully to new contexts unless careful consideration is given to the complexity and subtleties of the practitioner’s own practice.
As the implementation of Curriculum for Wales continues, it would be interesting to see if any potential accountability measures affect teacher confidence in adopting evidence-informed practice. With the OECD (2016) advocating the importance of a culture where teachers need to feel able to take educated, informed risks without feeling restrained by accountability measures, this could be an area for future research, especially when Curriculum for Wales rollout sees pupils sitting external examinations for the first time. Issues such as whether external examination result concerns impede evidence-informed innovation may merit further investigation.
Several recommendations are made based upon the findings of this research study. Firstly, it is recommended that School X considers building in regular educational reading discussion sessions to school continuing professional development calendars, so that time is provided for teachers to engage with educational research texts. Furthermore, there should be a focus provided for each reading and discussion session, with the text identified for teachers along with a summary, perhaps in the form of a blog. These could be organised by the school’s research lead, who could also prepare a summary of the research article if there is not a suitable one already available. The focus for each session could link to a school development priority or an area of interest for the group of staff. Each discussion group should be six to eight participants in size so that everyone has a chance to participate and feels confident to do so. This research study was limited to one discussion group session due to time constraints, but it is recommended that these sessions are held regularly, perhaps once a half term or half a term, so that there can be follow-up on the previous session’s reading and also so that research engagement can become embedded in teachers’ practice.
This research project has revealed the potential power of teacher educational reading discussion groups. With support from school senior leadership teams and at a Welsh Government level, using these groups as a regular part of staff development and professional learning could help to facilitate a more research-informed profession that meets the requirements of the ‘professional standards for teaching and leadership’ (Welsh Government, 2017).


REFERENCES
 
Anwaruddin, S. M. (2015) ‘Teachers’ Engagement with Educational Research: Toward a Conceptual Framework for Locally-Based Interpretive Communities’, Education policy analysis archives, 23. Available at: https://doi.org/10.14507/epaa.v23.1776  (Accessed 23 September 2023).
Atkins, L. and Wallace, S. (2012) Qualitative research in education. London: SAGE.
BERA (2018) Ethical guidelines for educational research. 4th edn. Available at: https://www.bera.ac.uk/researchers-resources/publications/ethical-guidelines-for-educational-research-2018 (Accessed 23 September 2023).
[bookmark: _Hlk146380747]Bielick, S. (2017) ‘Surveys and Questionnaires’, in Wyse, D., Selwyn, N., Smith, E. and Suter, L. E. (eds) The BERA/SAGE Handbook of Educational Research. First edition. London: SAGE Publications Ltd.  Available at: https://ebookcentral.proquest.com/lib/trinity/detail.action?docID=4771735  (Accessed: 23 September 2023).
Biesta, G. J. J. (2010) ‘Why 'What Works' Still Won't Work: From Evidence-Based Education to Value-Based Education’, Studies in Philosophy and Education, 29 (5), pp. 491-503.
Boxer, A. (2018) In-school project: start a researchED reading group.  Available at: https://researched.org.uk/2018/09/26/in-school-project-start-a-researched-reading-group-2/  (Accessed 18 September 2023).
Braun, V. and Clarke, V. (2006) ‘Thematic analysis’, The Journal of Positive Psychology, 12:3, 297-298.
Brill G., Falk H. and Yarden A. (2003) ‘Teachers’ journal club: Bridging between the dynamics of biological discoveries and biology teachers’, Journal of Biological Education 37: 168–170.
Brown, A., and Danaher, P.A. (2019) CHE Principles: facilitating authentic and dialogical semi-structured interviews in educational research, International journal of research & method in education, 42(1), pp. 76–90. Available at: https://doi.org/10.1080/1743727X.2017.1379987  (Accessed 23 September 2023).
Cain, T., & Allan, D. (2017). ‘The invisible impact of educational research’. Oxford Review of Education, 43(6), 718-732. https://doi.org/10.1080/03054985.2017.1316252
Cain, T. (2015) Teachers’ engagement with research texts: beyond instrumental, conceptual or strategic use, Journal of Education for Teaching, 41:5, 478-492.
Cain, T. (2019) ‘Research discussion groups’, in Cain, T. (ed) Becoming a research-informed school: Why? What? How?. London: Routledge.
Cain, T. and Graves, S. (2019) ‘Building a research-informed culture’, in Cain, T. (ed) Becoming a research-informed school: Why? What? How? London: Routledge.
Cain, T., Brindley, S., Brown, C., Jones, G., and Riga, F. (2019) ‘Bounded decision-making, teachers’ reflection and organisational learning: How research can inform teachers and teaching’, British Educational Research Journal, Vol 45, No 5 October 2019, pp .1072-1087.
Cohen, L., Manion, L., and Morrison, K. (2018) Research methods in education. Eighth edition. London: Routledge.
Coldwell, M., Greany, T., Higgins, S., Brown, C., Maxwell, B., Stiell,B., Stoll, L., Willis, B. and Burns, H. (2017) Evidence-informed teaching: an evaluation of progress in England. Accessed at: Evidence-informed teaching: evaluation of progress in England - GOV.UK (Accessed: 17 November 2024)
Donohoo, J., Hattie, J. and Eells, R. (2018) ‘The Power of Collective Efficacy’, Educational Leadership. Alexandria: ASCD, p. 40–44.
Donaldson, G. (2015) Successful Futures: An Independent Review of Curriculum and Assessment Arrangements in Wales. Cardiff: Welsh Government.  Available at: https://www.gov.wales/sites/default/files/publications/2018-03/successful-futures.pdf (Accessed: 18 September 2023).
Efron, S. and Ravid, R. (2020) Action Research in Education. London: The Guildford Press. 
Evans, G. (2023) ‘A new dawn or false hope? Exploring the early implementation of Curriculum for Wales’, Education Inquiry, 1–15. DOI: 10.1080/20004508.2023.2297506  
Evans, G., Llewellyn, S. and Lewabe, J. (2022) ‘Towards a research-engaged teaching profession: insider reflections on a collaborative approach to developing teachers in Wales as professional enquirers’. PRACTICE, 4:3, pp. 171-190. DOI: 10.1080/25783858.2022.2109987 (Accessed 17 November 2024)
EWC (2018) How to… set up a journal club.  Available at: https://www.ewc.wales/site/index.php/en/professional-development/research-library/meddwl-mawr?highlight=WyJtZWRkd2wiLCJtYXdyIl0=#november-2022-3  (Accessed: 23 September 2023)
EWC (2022) Access to resources.  Available at: https://www.ewc.wales/site/index.php/en/professional-development/resources-and-guides/access-to-resources?highlight=WyJlYnNjbyJd (Accessed: 23 September 2023).
Furlong, J. (2015) Teaching Tomorrow’s Teachers: Options for the future of initial teacher education in Wales.  Cardiff: Welsh Government.  Available at: https://www.gov.wales/sites/default/files/publications/2018-03/teaching-tomorrow%E2%80%99s-teachers.pdf (Accessed: 18 September 2023).
Gibbs, G. (2018) Analyzing qualitative data. 2nd edition. London: SAGE Publications Ltd.
Gollwitzer, P.M. and Sheeran, P. (2006) ‘Implementation intentions and goal achievement: A metaanalysis of effects and processes’, Advances in Experimental Social Psychology 38: 69–119.
Gorard, S. (2017) ‘An Introduction to the Importance of Research Design’, in
The BERA/SAGE Handbook of Educational Research. First edition. London: SAGE Publications Ltd.  Available at: https://ebookcentral.proquest.com/lib/trinity/detail.action?docID=4771735  (Accessed: 23 September 2023).
Grenville-Giddings, B. (2020) ‘Journal clubs: Promoting a career-long culture of research engagement’, Impact, 9, pp. 34-36. 
Grix, J. (2019) The Foundations of Research. 3rd edition. London: Red Globe Press.
Harris, A. and Jones, M. (2010) ,Professional learning communities and system improvement,, Improving schools, 13(2), pp. 172–181. Available at: https://doi.org/10.1177/1365480210376487  (Accessed: 23 September 2023).
Hattie, J. and Zierer, K. (2019) Visible learning insights. London: Routledge, Taylor & Francis Group.
[bookmark: _Hlk146043964]Holmes, A.G.D.H. (2020) ‘Researcher Positionality - A Consideration of Its Influence and Place in Qualitative Research - A New Researcher Guide’, Shanlax International Journal of Education, vol. 8, no. 4, 2020, pp. 1-10. DOI: https://doi.org/10.34293/ education.v8i4.3232
Hutt, M. and Lewis, N. (2021) ‘Ready for reform? Narratives of accountability from teachers and education leaders in Wales’, School leadership & management, 41(4–5), pp. 470–487. Available at: https://doi.org/10.1080/13632434.2021.1942823.
Kelly, S. (2017) ‘Shared Principles of Causal Inference in Qualitative and Quantitative Research’, in
The BERA/SAGE Handbook of Educational Research. First edition. London: SAGE Publications Ltd.  Available at: https://ebookcentral.proquest.com/lib/trinity/detail.action?docID=4771735  (Accessed: 23 September 2023).
Leat, D., Reid, A. and Lofthouse, R. (2015) ‘Teachers’ experiences of engagement with and in educational research: what can be learned from teachers’ views?’, Oxford review of education, 41(2), pp. 270–286. Available at: https://doi.org/10.1080/03054985.2015.1021193.
Lewis, H., Brooks, S., Parker, G. and Thomas, D. (2018) ‘A close up on close-to-practice research: reflecting on teacher educator’s experiences of and engagement with a classroom based research project’, Wales Journal of Education, 20 (1), pp. 76-92. Available at: https://repository.uwtsd.ac.uk/id/eprint/807/1/Lewis%2C%20H.%20et%20al.%20%282017%29%20A%20close%20up%20on%20close-to-practice....pdf  (Accessed 18 September 2023).
Ludgate, J. (2019) Bloomsbury CPD Library: Research-informed Practice. London: Bloomsbury Publishing.
Malmqvist, J., Hellberg, K., Möllås, G., Rose, R., & Shevlin, M. (2019) ‘Conducting the Pilot Study: A Neglected Part of the Research Process? Methodological Findings Supporting the Importance of Piloting in Qualitative Research Studies’, International Journal of Qualitative Methods, 18. https://doi.org/10.1177/1609406919878341 (accessed 18 November 2024).
McNiff, J. and Whitehead, J. (2005) Action research for teachers : a practical guide. 1st ed. Milton Park, Abingdon, Oxon ; David Fulton Publishers. Available at: https://doi.org/10.4324/9780203462393.
Morrison McGill, R. (2020) Spaced Practice: Less Is More, Over Time. Teacher Toolkit, 20 June.  Available at: https://www.teachertoolkit.co.uk/2020/06/20/spaced-practice/  (Accessed 23 September 2023).
Nelson J., Mehta P., Sharples J. and Davey, C. (2017) Measuring teachers’ research engagement: Findings from a pilot study.  Education Endowment Foundation and NFER.  Available at: https://d2tic4wvo1iusb.cloudfront.net/documents/evaluation/methodological-research-and-innovations/NFER_Research_Use_pilot_report_-_March_2017_for_publication.pdf (Accessed 18 September 2023).
Newby, P. (2014) Research methods for education. 2nd edition. Abingdon, Oxon: Routledge.
OECD (2016) What Makes a School a Learning Organisation?, OECD Education Working Papers, No. 137. OECD Publishing.  Available at: https://www.oecd-ilibrary.org/docserver/5jlwm62b3bvh-en.pdf?expires=1695466822&id=id&accname=guest&checksum=C6C31261B419B60420FB88548CA3B15B  (Accessed 18 September 2023)
OECD (2018) Developing Schools as Learning Organisations in Wales, Implementing Education Policies, OECD Publishing, Paris.  Available at: https://www.oecd-ilibrary.org/docserver/9789264307193-en.pdf?expires=1695466964&id=id&accname=guest&checksum=6A7BCA13FC1F65B451A9D6E24640145C  (Accessed 18September 2023).
Orakcı, Ş., Göksu, D. Y., Karagöz, S. (2023) ‘A mixed methods study of the teachers’ self-efficacy views and their ability to improve self-efficacy beliefs during teaching’, Front. Psychol. 13:1035829. Available at: doi: 10.3389/fpsyg.2022.1035829 https://www.frontiersin.org/articles/10.3389/fpsyg.2022.1035829/full (Accessed 18 September 2023).
Puslednik, L. and Brennan, P.C. (2020) ‘An Australian-based authentic science research programme transforms the 21st century learning of rural high school students’, The Australian journal of education, 64(2), pp. 98–112. Available at: https://doi.org/10.1177/0004944120919890.
Rohrer, D. and Taylor, K. (2006) ‘The effects of overlearning and distributed practise on the retention of mathematics knowledge’, Applied cognitive psychology, 20(9), pp. 1209–1224.
Sammons, P. and Davis, S. (2017) ‘Mixed Methods Approaches and their Application in Education Research’, in The BERA/SAGE Handbook of Educational Research. First edition. London: SAGE Publications Ltd.  Available at: https://ebookcentral.proquest.com/lib/trinity/detail.action?docID=4771735  (Accessed: 23 September 2023).
Sims, S., Moss, G. and Marshall, E. (2017) ‘Teacher journal clubs: How do they work and can they increase evidence-based practice?’, Impact, 1 pp. 72–75.  Available at: https://my.chartered.college/impact_article/teacher-journal-clubs-how-do-they-work-and-can-they-increase-evidence-based-practice/  (Accessed: 23 September 2023).
Tallman, K. A., and Feldman, A. (2016) ‘The Use of Journal Clubs in Science Teacher Education’, Journal of Science Teacher Education, 27:3, pp. 325-347.
Tinsley, K. (2021) ‘A culture of practitioner research: Growing teacher expertise’, Impact, 13, pp. 56-59.  Available at: https://my.chartered.college/impact_article/a-culture-of-practitioner-research-growing-teacher-expertise/  (Accessed: 23 September 2023).
Timperley, H., Kaser, L. and Halbert, J (2014) ‘A framework for transforming learning in schools: Innovation and the spiral of inquiry’, Seminar Series Paper No. 234.  Victoria: Centre for Strategic Education.  Available at: https://www.educationalleaders.govt.nz/Pedagogy-and-assessment/Evidence-based-leadership/The-spiral-of-inquiry (Accessed 18 September 2023).
Tschannen-Moran, M., Hoy, A.W. and Hoy, W.K. (1998) ‘Teacher Efficacy: Its Meaning and Measure’, Review of educational research, 68(2), pp. 202–248. Available at: https://doi.org/10.3102/00346543068002202.
Welsh Government (2013) Professional learning communities. Cardiff: Crown. Available at: https://hwb.gov.wales/storage/0cea3b99-dd80-4f03-beb7-8df17e76de0e/professional-learning-communities.pdf  (Accessed: 23 September 2023).
Welsh Government (2017) Consultation - summary of responses: New professional standards for teaching and leadership. Cardiff: Crown. Available at: https://www.gov.wales/sites/default/files/consultations/2018-01/170609-summary-of-responses-en.pdf  (Accessed: 23 September 2023).
Welsh Government (2018) Schools in Wales as Learning Organisations.  Cardiff: Crown.  Available at: https://hwb.gov.wales/api/storage/f87e720f-8568-4a60-9383-55e20b9a1bb7/schools-in-wales-as-learning-organisations.pdf  (Accessed 23 September 2023).
Welsh Government (2019) Introducing the National Professional Enquiry Project (NPEP), Education Wales Blog, 9 December.  Available at: https://educationwales.blog.gov.wales/2019/12/09/introducing-the-national-professional-enquiry-project-npep/ (Accessed 18 September 2023).
Welsh Government (2020) It’s Here! Welcome to the new Curriculum for Wales Guidance, Education Wales Blog, 28 January.  Available at: https://educationwales.blog.gov.wales/2020/01/28/its-here-welcome-to-the-new-curriculum-for-wales-guidance/ (Accessed 18 September 2023).
West, J. (2017) ‘Access, Sites and Settings’, in The BERA/SAGE Handbook of Educational Research. First edition. London: SAGE Publications Ltd.  Available at: https://ebookcentral.proquest.com/lib/trinity/detail.action?docID=4771735  (Accessed: 23 September 2023).









Appendices







Appendix i
Ethics Form



2


APPLICATION FOR ETHICAL APPROVAL

In order for research to result in benefit and minimise risk of harm, it must be conducted ethically. A researcher may not be covered by the University’s insurance if ethical approval has not been obtained prior to commencement.

The University follows the OECD Frascati manual definition of research activity: “creative work undertaken on a systematic basis in order to increase the stock of knowledge, including knowledge of man, culture and society, and the use of this stock of knowledge to devise new applications”. As such this covers activities undertaken by members of staff, postgraduate research students, and both taught postgraduate and undergraduate students working on dissertations/projects.

The individual undertaking the research activity is known as the “principal researcher”.

Ethical approval is not required for routine audits, performance reviews, quality assurance studies, testing within normal educational requirements, and literary or artistic criticism.

Please read the notes for guidance before completing ALL sections of the form.

This form must be completed and approved prior to undertaking any research activity. Please see Checklist for details of process for different categories of application.  

SECTION A: About You (Principal Researcher)
	1
	Full Name:
	Gail Elizabeth Quick

	2
	Tick all boxes that apply:
	Member of staff:
	☐
	Honorary research fellow:
	☐

	
	Undergraduate Student
	☐	Taught Postgraduate Student
	☒	Postgraduate Research Student
	☐


	3
	Institute/Academic Discipline/Centre:
	Faculty of Education and Communities


	4
	Campus:
	Swansea


	5
	E-mail address:
	gquick.152426@student.uwtsd.ac.uk
QuickG2@hwbmail.net 

	6
	Contact Telephone Number:
	
07984347401

	
	For students:

	7
	Student Number:
	P152426

	8
	Programme of Study:
	MA

	9
	Director of Studies/Supervisor:
	Junnine Thomas Walters/Ishmael Lewis






SECTION B: Approval for Research Activity
	1
	Has the research activity received approval in principle?
(please check the Guidance Notes as to the appropriate approval process for different levels of research by different categories of individual)
	YES
	☒	NO
	☐
	
	
	Date

	2
	If Yes, please indicate source of approval (and date where known): Approval in principle must be obtained from the relevant source prior to seeking ethical approval
	Research Degrees Committee
	☐	

	
	
	Institute Research Committee
	☐	

	
	
	Other (write in): Approval in principle obtained from Supervisor (I. Lewis, UWTSD)

	☒	06/06/22



SECTION C:  Internal and External Ethical Guidance Materials
	
	Please list the core ethical guidance documents that have been referred to during the completion of this form (including any discipline-specific codes of research ethics, location-specific codes of research ethics, and also any specific ethical guidance relating to the proposed methodology).  Please tick to confirm that your research proposal adheres to these codes and guidelines. You may add rows to this table if needed.

	1
	UWTSD Research Ethics & Integrity Code of Practice
	☒
	2
	UWTSD Research Data Management Policy
	☒

	3
	[List any other relevant documents here] BERA Ethical Guidelines for Educational Research, fourth edition (2018)
	☒



SECTION D: External Collaborative Research Activity
If there are external collaborators then you should gain consent from the contact persons to share their personal data with the university. If there are no external collaborators then leave this section blank and continue to section E.
	1
	Institution
	


	2
	Contact person name
	


	3
	Contact person e-mail address

	

	4
	Is your research externally funded?
	YES
	☐
	NO
	☐

	5
	Are you in receipt of a KESS scholarship?
	YES
	☐
	NO
	☐

	6
	Are you specifically employed to undertake this research in either a paid or voluntary capacity?
	Voluntary
	YES
	☐
	NO
	☐

	7
	
	Employed
	YES
	☐
	NO
	☐

	8
	Is the research being undertaken within an existing UWTSD Athrofa Professional Learning Partnership (APLP)?
	If YES then the permission question below does not need to be answered.
	YES
	☐
	NO
	☐

	9
	Has permission to undertake the research has been provided by the partner organisation?
	(If YES attach copy)
If NO the application cannot continue
	YES
	☐
	NO
	☐




Where research activity is carried out in collaboration with an external organisation
	10
	Does this organisation have its own ethics approval system?
	YES
	☐
	NO
	☐

	
	
If Yes, please attach a copy of any final approval (or interim approval) from the organisation (this may be a copy of an email if appropriate).




SECTION E: Details of Research Activity
	1
	Indicative title:
	Does teacher participation in an educational research reading group lead to increased confidence in adopting evidence-informed practice?

	2
	Proposed start date:
	11/07/2023
	Proposed end date:
	30/07/2023

	
	Introduction to the Research (maximum 300 words per section)
Ensure that you write for a Non-Specialist Audience when outlining your response to the points below:
· Purpose of Research Activity
· Proposed Research Question
· Aims of Research Activity
· Objectives of Research Activity
Demonstrate, briefly, how Existing Research has informed the proposed activity and explain
· What the research activity will add to the body of knowledge 
· How it addresses an area of importance. 

	3
	Purpose of Research Activity
To establish whether teachers’ engagement with educational research literature can be supported through a teacher reading discussion group.


(this box should expand as you type)

	4
	Research Question
Does teacher participation in an educational research reading group lead to increased confidence in adopting evidence-informed practice?


(this box should expand as you type)

	5
	Aims of Research Activity
To answer the research question in order to ascertain if teacher professional reading groups can help to support teacher confidence in evidence-informed practice.


(this box should expand as you type)

	6
	Objectives of Research Activity
To establish existing teacher attitudes towards engagement with educational research.
To hold a teacher reading discussion group about a piece of educational research.
To establish whether teacher attitudes towards engagement with educational research are different after participation in the teacher reading discussion group.


(this box should expand as you type)

	
	Proposed methods (maximum 600 words)
Provide a brief summary of all the methods that may be used in the research activity, making it clear what specific techniques may be used. If methods other than those listed in this section are deemed appropriate later, additional ethical approval for those methods will be needed. You do not need to justify the methods here, but should instead describe how you intend to collect the data necessary for you to complete your project.

	7
	The research methods used in this research project will be:
Questionnaires using Microsoft Forms, sent via email.
Semi-structured interviews, with audio or video recording to enable transcript and coding of data.


(this box should expand as you type)

	

	Location of research activity
Identify all locations where research activity will take place.

	8
	An 11-16 comprehensive school in south Wales (Dwr y Felin Comprehensive School).  The school will be anonymised in the research.

(this box should expand as you type)

	
	Research activity outside of the UK
If research activity will take place overseas, you are responsible for ensuring that local ethical considerations are complied with and that the relevant permissions are sought. Specify any local guidelines (e.g. from local professional associations/learned societies/universities) that exist and whether these involve any ethical stipulations beyond those usual in the UK (provide details of any licenses or permissions required). Also specify whether there are any specific ethical issues raised by the local context in which the research activity is taking place, for example, particular cultural and/or legal sensitivities or vulnerabilities of participants. If you live in the country where you will do the research then please state this.

	9
	N/A


(this box should expand as you type)



	10
	Use of documentation not in the public domain: Are any documents NOT publicly available? 

	NO
	☒

	
	
	YES
	☐

	11
	If Yes, please provide details here of how you will gain access to specific documentation that is not in the public domain and that this is in accordance with the current data protection law of the country in question and that of England and Wales.



(this box should expand as you type)



	
	Does your research relate to one or more of the seven aims of the Well-being of Future Generations (Wales) Act 2015?
	
YES
	
NO

	12
	A prosperous Wales
	☒
	☐

	13
	A resilient Wales
	☐
	☒

	14
	A healthier Wales
	☐
	☒

	15
	A more equal Wales
	☐
	☒

	16
	A Wales of cohesive communities
	☐
	☒

	17
	A Wales of vibrant culture and thriving Welsh language
	☐
	☒

	18
	A globally responsible Wales
	☐
	☒

	19
	If YES to any of the above, please give details:

	
	If the research indicates that participation in a teacher educational research literature reading group does lead to higher levels of confidence towards evidence-informed practice, it could lead to increased use of teacher reading groups.  The information gleaned from participation in these reading groups could potentially help to inform more effective teaching and learning, facilitating the development of pupils’ skills and enabling them to contribute to a prosperous Wales.


(this box should expand as you type)



SECTION F: Scope of Research Activity
	
	Will the research activity include:
	YES
	NO

	1
	Use of a questionnaire or similar research instrument?
	☒
	☐

	2
	Use of interviews?
	☒
	☐

	3
	Use of focus groups?
	☐
	☒

	4
	Use of participant diaries? 
	☐
	☒

	5
	Use of video or audio recording?
	☒
	☐

	6
	Use of computer-generated log files?
	☐
	☒

	7
	Participant observation with their knowledge?
	☐
	☒

	8
	Participant observation without their knowledge?
	☐
	☒

	9
	Access to personal or confidential information without the participants’ specific consent?
	☐
	☒

	10
	Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?
	☐
	☒

	11
	Performance of any acts which may cause embarrassment or affect self-esteem?
	☐
	☒

	12
	Investigation of participants involved in illegal activities?
	☐
	☒

	13
	Use of procedures that involve deception?
	☐
	☒

	14
	Administration of any substance, agent or placebo?
	☐
	☒

	15
	Working with live vertebrate animals?
	☐
	☒

	16
	Procedures that may have a negative impact on the environment?
	☐
	☒

	17
	Other primary data collection methods. Please indicate the type of data collection method(s) below.
	☐
	☒

	
	Details of any other primary data collection method:



(this box should expand as you type)
	
	


If NO to every question, then the research activity is (ethically) low risk and may be exempt from some of the following sections (please refer to Guidance Notes).

If YES to any question, then no research activity should be undertaken until full ethical approval has been obtained. 

SECTION G: Intended Participants
If there are no participants then do not complete this section, but go directly to section H.

	
	Who are the intended participants:
	
YES
	
NO

	1
	Students or staff at the University?
	☐
	☒

	2
	Adults (over the age of 18 and competent to give consent)?
	☒
	☐

	3
	Vulnerable adults?
	☐
	☒

	4
	Children and Young People under the age of 18? (Consent from Parent, Carer or Guardian will be required)
	☐
	☒

	5
	Prisoners?
	☐
	☒

	6
	Young offenders?
	☐
	☒

	7
	Those who could be considered to have a particularly dependent relationship with the investigator or a gatekeeper?
	☐
	☒

	8
	People engaged in illegal activities?
	☐
	☒

	9
	Others. Please indicate the participants below, and specifically any group who may be unable to give consent.

	☐
	☒

	
	Details of any other participant groups:



(this box should expand as you type)
	
	



	
	Participant numbers and source
Provide an estimate of the expected number of participants. How will you identify participants and how will they be recruited? 

	10
	How many participants are expected?

	Between six and eight.


(this box should expand as you type)

	11
	Who will the participants be?

	Teachers at an 11-16 comprehensive school at a small town in south Wales.

(this box should expand as you type)

	12
	How will you identify the participants?
	The teaching staff as a whole will be asked to volunteer for the study.  If there are over eight volunteers, they will be selected to cover as wide a range of subject specialisms and career stages as possible.

(this box should expand as you type)




	
	Information for participants:
	
YES
	NO
	
N/A

	13
	Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?
	☒
	☐
	☐

	14
	Will you tell participants that their participation is voluntary?
	☒
	☐
	☐

	15
	Will you obtain written consent for participation?
	☒
	☐
	☐

	16
	Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?
	☒
	☐
	☐

	17
	If the research is observational, will you ask participants for their consent to being observed?
	☐
	☐
	☒

	18
	Will you tell participants that they may withdraw from the research at any time and for any reason?
	☒
	☐
	☐

	19
	With questionnaires, will you give participants the option of omitting questions they do not want to answer?
	☒
	☐
	☐

	20
	Will you tell participants that their data will be treated with full confidentiality and that, if published, it will not be identifiable as theirs?
	☒
	☐
	☐

	21
	Will you debrief participants at the end of their participation, in a way appropriate to the type of research undertaken?
	☒
	☐
	☐

	22
	If NO to any of above questions, please give an explanation 

	
	


(this box should expand as you type)



	
	Information for participants:
	
YES
	NO
	
N/A

	24
	Will participants be paid?
	☐
	☒
	☐

	25
	Is specialist electrical or other equipment to be used with participants?
	☐
	☒
	☐

	26
	Are there any financial or other interests to the investigator or University arising from this study?
	☐
	☒
	☐

	27
	Will the research activity involve deliberately misleading participants in any way, or the partial or full concealment of the specific study aims?
	☐
	☒
	☐

	28
	If YES to any question, please provide full details 

	
	


(this box should expand as you type)



SECTION H: Anticipated Risks

	
	
Outline any anticipated risks that may adversely affect any of the participants, the researchers and/or the University, and the steps that will be taken to address them. 

If you have completed a full risk assessment (for example as required by a laboratory, or external research collaborator) you may append that to this form.  

	1
	Full risk assessment completed and appended? 
	Yes 
	☐

	
	
	No
	☒

	2
	Risks to participants
For example: sector-specific health & safety, emotional distress, financial disclosure, physical harm, transfer of personal data, sensitive organisational information

	
	Risk to participants:
It is not anticipated that there will be significant risks to the participants.
There could be a risk to data security.
As this study involves teachers’ professional practice, there is a chance that some participants might feel emotional harm/a threat to their professionalism.
As the researcher is a colleague of the participants, they may perceive an obligation to be involved in the study and/or that they need to provide what they perceive to be useful responses rather than their honest opinions.

(this box should expand as you type)
	How you will mitigate the risk to participants:
Data security: all data will be anonymised, so that if it is seen by a third party the participants will not be identified.  The data will be stored in a password protected OneDrive folder to keep it secure.  BERA, school data protection policy and UWTSD data management guidance will be followed.
Professional practice: teachers will be reassured that their participation is voluntary and that they can withdraw at any time if they so wish.  Furthermore, participants will be informed that it is the reading group intervention that is being investigated, and that their own professional practice will not be judged.
Participants will be assured that participation is entirely voluntary and that there is no obligation to participate.  They will also be informed that their honest answers will be the most useful for the research, and that there are no ‘right’ answers.  Staff are used to being invited to participate in various CPD groups and PLCs by the school.  The existing school culture is one of non-obligation and honesty for these groups and PLCs, which should also help to minimise risk as it is normal school practice to run groups such the one in this study.

(this box should expand as you type)

	3
	If research activity may include sensitive, embarrassing or upsetting topics (e.g. sexual activity, drug use) or issues likely to disclose information requiring further action (e.g. criminal activity), give details of the procedures to deal with these issues, including any support/advice (e.g. helpline numbers) to be offered to participants. Note that where applicable, consent procedures should make it clear that if something potentially or actually illegal is discovered in the course of a project, it may need to be disclosed to the proper authorities

	
	Not applicable.


(this box should expand as you type)

	4
	Risks to the investigator
For example: personal health & safety, physical harm, emotional distress, risk of accusation of harm/impropriety, conflict of interest

	
	Risk to the investigator:
Risk of subjectivity due to being a colleague of the participants, and therefore risk to professional reputation and the validity of the results and analysis.
Risk of harm/impropriety if research is conducted improperly.


(this box should expand as you type)
	How you will mitigate the risk to the investigator:
The investigator will stay aware of this risk and take care to conduct the research and analyse all data as objectively as possible.
Follow BERA guidelines, risk mitigation outlined in this ethics form and follow UWTSD data management guidance and school data policy to minimise risk of impropriety or harm.

(this box should expand as you type)

	5
	University/institutional risks
For example: adverse publicity, financial loss, data protection

	
	Risk to the University:
There is some risk of adverse publicity and risk to university reputation if the research is not carried out in line with university policies, including ethical guidelines, and is therefore perceived as unethical and/or bad practice.
Risk to data protection.

(this box should expand as you type)
	How you will mitigate the risk to the University:
Follow university policies and the risk mitigation outlined in this ethics form to avoid any practice that might bring the university into disrepute. Follow BERA ethical guidelines.
Follow UWTSD data management guidance, school data policy and store all data in password protected cloud storage.

(this box should expand as you type)

	6
	Environmental risks
For example: accidental spillage of pollutants, damage to local ecosystems

	
	Risk to the environment:
No risks to the environment are anticipated.



(this box should expand as you type)
	How you will mitigate the risk to environment:



(this box should expand as you type)



	
	Disclosure and Barring Service

	
	If the research activity involves children or vulnerable adults, a Disclosure and Barring Service (DBS) certificate must be obtained before any contact with such participants.
	YES

	NO

	N/A


	7
	Does your research require you to hold a current DBS Certificate?
	☐
	☒
	☐

	8
	If YES, please give the certificate number. If the certificate number is not available please write “Pending”; in this case any ethical approval will be subject to providing the appropriate certificate number.
	



SECTION I: Feedback, Consent and Confidentiality

	1
	Feedback
What de-briefing and feedback will be provided to participants, how will this be done and when? 

	
	Participants will be debriefed on the research, with a session held for them to attend after the study is complete to debrief them on the findings of the research.  A copy of the final dissertation will also be available for them to read if they wish, with no raw data included.


(this box should expand as you type)

	2
	Informed consent
Describe the arrangements to inform potential participants, before providing consent, of what is involved in participating. Describe the arrangements for participants to provide full consent before data collection begins. If gaining consent in this way is inappropriate, explain how consent will be obtained and recorded in accordance with prevailing data protection legislation.

	
	Potential participants will be given an information sheet and consent letter via email prior to participation in the study.  The information sheet will outline the purpose of the research and what the participants’ data will be used for, so that they can give informed consent.  Consent will be obtained via completion of a Microsoft Form, stored in a password protected OneDrive so that consent is recorded.  The information sheet and consent letter will outline both the questionnaire and interview aspects of the study, with it being made clear that they may not be invited to interview, but if they are not interviewed it is for logistical reasons and is not a reflection on their questionnaire answers.



(this box should expand as you type)

	3
	Confidentiality / Anonymity
Set out how anonymity of participants and confidentiality will be ensured in any outputs. If anonymity is not being offered, explain why this is the case. 

	
	Participants’ anonymity will be protected by giving each participant a code so that their responses can be tracked across the study.  The codes will be listed in a separate password protected file within the password protected OneDrive.  Confidentiality will be maintained by using aggregated data wherever possible, coding qualitative responses and ensuring any quotations from questionnaire or interviews are anonymous and do not include any information that could identify the individual participant.


(this box should expand as you type)



SECTION J: Data Protection and Storage

	
	Does the research activity involve personal data (as defined by the General Data Protection Regulation 2016 “GDPR” and the Data Protection Act 2018 “DPA”)?
	YES
	NO

	1
	“Personal data” means any information relating to an identified or identifiable natural person (‘data subject’). An identifiable natural person is one who can be identified, directly or indirectly, in particular by reference to an identifier such as a name, an identification number, location data, an online identifier or to one or more factors specific to the physical, physiological, genetic, mental, economic, cultural or social identity of that natural person. Any video or audio recordings of participants is considered to be personal data.
	☒
	☐

	
	If YES, provide a description of the data and explain why this data needs to be collected:

	2
	Interviews will be recorded (either audio or video) to enable full and accurate recording of participant responses.  This will allow the researcher to focus on conducting the interview while it takes place, rather on recording responses.


(this box should expand as you type)

	
	Does it involve special category data (as defined by the GDPR)?
	YES
	NO

	3
	“Special category data” means sensitive personal data consisting of information as to the data subjects’ –
(a) racial or ethnic origin,
(b) political opinions,
(c ) religious beliefs or other beliefs of a similar nature,
(d) membership of a trade union (within the meaning of the Trade Union and Labour Relations (Consolidation) Act 1992),
(e) physical or mental health or condition,
(f) sexual life,
(g) genetics,
(h) biometric data (as used for ID purposes),
	☐
	☒

	
	If YES, provide a description of the special category data and explain why this data needs to be collected:

	4
	


(this box should expand as you type)



	
	
Will data from the research activity (collected data, drafts of the thesis, or materials for publication) be stored in any of the following ways?
	YES
	NO

	5
	Manual files (i.e. in paper form)?
	☐
	☒

	6
	University computers?
	☐
	☒

	7
	Private company computers?
	☐
	☒

	8
	Home or other personal computers?
	☐
	☒

	9
	Laptop computers/ CDs/ Portable disk-drives/ memory sticks?
	☐
	☒

	10
	“Cloud” storage or websites?
	☒
	☐

	11
	Other – specify:

	☐
	☒

	12
	For all stored data, explain the measures in place to ensure the security of the data collected, data confidentiality, including details of backup procedures, password protection, encryption, anonymisation and pseudonymisation:

	
	The data will be kept as securely as possibly through the use of password protected OneDrive cloud storage.  Participant codes for anonymisation will be stored in a separate document to participant questionnaire and interview data in order to protect confidentiality.  Video/audio recordings of interviews will be held and saved using participant codes to protect anonymity and will have additional password protection to further protect confidentiality. Footage will be destroyed following analysis.

All data will be managed in line with the UWTSD data management guidelines, school policy and GDPR.
(this box should expand as you type)



	
	Data Protection

	
	Will the research activity involve any of the following activities:
	YES
	NO

	13
	Electronic transfer of data in any form?
	☐
	☒

	14
	Sharing of data with others at the University outside of the immediate research team?
	☐
	☒

	15
	Sharing of data with other organisations?
	☐
	☒

	16
	Export of data outside the UK or importing of data from outside the UK?
	☐
	☒

	17
	Use of personal addresses, postcodes, faxes, emails or telephone numbers?
	☐
	☒

	18
	Publication of data that might allow identification of individuals?
	☐
	☒

	19
	Use of data management system?
	☐
	☒

	20
	Data archiving?
	☐
	☒

	21
	If YES to any question, please provide full details, explaining how this will be conducted in accordance with the GDPR and Data Protection Act (2018) (and any international equivalents, where appropriate):

	
	


(this box should expand as you type)

	22
	List all who will have access to the data generated by the research activity:

	
	The investigator and research supervisor will have access to the data.


(this box should expand as you type)

	23
	List who will have control of, and act as custodian(s) for, data generated by the research activity:

	
	The investigator (Gail Quick) will have control of the data and act as custodian.


(this box should expand as you type)

	24
	Give details of data storage arrangements, including security measures in place to protect the data, where data will be stored, how long for, and in what form. Will data be archived – if so how and if not why not.  

	
	Data will be stored until the research is complete and the dissertation has been assessed.  All data will be stored in password protected OneDrive files.  The data will not be archived as it will not be needed after the completion of the research and dissertation.


(this box should expand as you type)

	25
	Please indicate if your data will be stored in the UWTSD Research Data Repository (see https://researchdata.uwtsd.ac.uk/ ).   If so please explain. (Most relevant to academic staff) 

	
	No.


(this box should expand as you type)

	26
	Confirm that you have read the UWTSD guidance on data management (see https://www.uwtsd.ac.uk/library/research-data-management/)
	YES
	☒

	27
	Confirm that you are aware that you need to keep all data until after your research has completed or the end of your funding
	YES
	☒





SECTION K: Declaration
	
	The information which I have provided is correct and complete to the best of my knowledge. I have attempted to identify any risks and issues related to the research activity and acknowledge my obligations and the rights of the participants.

In submitting this application I hereby confirm that I undertake to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice which is published on the website: https://www.uwtsd.ac.uk/research/research-ethics/ 

	1
	Signature of applicant:
	[image: ]
	Date: 16/09/22




For STUDENT Submissions:
	2
	Director of Studies/Supervisor:
	Ishmael Lewis
	Date: 18/09/22

	3
	Signature:
	Ishmael Lewis

	



For STAFF Submissions:
	4
	Academic Director/ Assistant Dean:
	
	Date:

	5
	Signature:
	

	



Checklist: Please complete the checklist below to ensure that you have completed the form according to the guidelines and attached any required documentation:
	☒
	I have read the guidance notes supplied before completing the form.

	☒
	I have completed ALL RELEVANT sections of the form in full.

	☒
	I confirm that the research activity has received approval in principle

	☐
	I have attached a copy of final/interim approval from external organisation (where appropriate)

	☐
	I have attached a full risk assessment (where appropriate)  ONLY TICK IF YOU HAVE ATTACHED A FULL RISK ASSESSMENT

	☒
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice.

	☒
	I understand that before commencing data collection all documents aimed at respondents (including information sheets, consent forms, questionnaires, interview schedules etc.) must be confirmed by the DoS/Supervisor, module tutor or Academic Director.



	RESEARCH STUDENTS AND STAFF ONLY
All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.
You will be informed of the outcome of your claim by email; therefore it is important that you check your University and personal email accounts regularly.

	STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit this form (and receive the outcome) via systems explained to you by the supervisor/module leader.



This form is available electronically from the Academic Office web pages: https://www.uwtsd.ac.uk/academic-office/appendices-and-forms/






Appendix ii
Pre- and Post-Intervention Questionnaire and Interview Questions



Pre-discussion group questionnaire questions, with closed answer options included where used:

1. “I feel confident about reading academic research relating to teaching and learning.”  Do you:
Agree strongly
Agree slightly
Disagree strongly
Disagree slightly

2. “I enjoy reading educational literature.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly

3. “Reading educational literature is a meaningful use of my time as a teacher.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly

4. How often do you typically read educational literature?
More often than once a week
About once a fortnight
About once a month
About once a half term
Once when asked, e.g. as part of INSET or for a piece of action research

5. “I feel confident using strategies/practice from educational reading in y own practice.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly

6. How often do you use strategies or ideas from professional reading in your classroom practice?
More often than once a week
About once a fortnight
About once a month
About once a half term
Only when asked, e.g. as part of INSET or when asked to conduct action research


7. What kinds of educational texts do you listen to or read?  Select as many ideas as relevant.
Research articles
Educational books
Education blogs
Education podcasts
I do not read or listen to educational texts

8. “Educational literature is easy to understand.”  Is this:
True for all or most of it, including academic educational research papers
True for some of it, such as blogs and some education books
False, most of it is difficult to understand

9. What prevents you from reading professional literature more often?
Lack of time
Educational texts can be difficult to understand
Knowing which texts might be useful
Workload issues
Other:

10. How likely would you be to read more educational literature if relevant texts were identified for you?
Very likely
More likely
Neither more nor less likely
Somewhat unlikely
Very unlikely

11. Would you feel more confident about reading educational literature if you could read a summary of the main ideas in the text first?  (Please assume that the summary is relevant to your classroom practice.)
Yes – much more confident
Yes – slightly more confident
No

12. Would you feel more confident about reading educational literature if you could discuss the ideas in the text with other colleagues?
Yes – much more confident
Yes – slightly more confident
No

13. Would you feel more confident about reading educational literature if you could discuss with colleagues how to use ideas from the text in your own practice?
Yes – much more confident
Yes – slightly more confident
No

14. How important is it for teachers to use evidence-informed ideas from educational literature in their own practice?
Extremely important
Somewhat important
Somewhat unimportant
Extremely unimportant

15. Engaging with professional reading and research forms part of the professional standards for teachers.  Do you think that this will lead to an increase in evidence-informed practice in your teaching?  Why/why not?
Yes
Possibly
No

16. Please give two or three of your main thoughts and feelings about reading educational literature.

17. “I have ownership of the strategies and practices I use at a classroom level.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly



18. “I have ownership of the strategies and practices I use at a school level.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly


19. “It would be useful to discuss professional reading and its implications for my practice with others.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly
20. “I prefer to consider professional reading and its impliations for my practice alone without discussing it with others.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly


21. When did you qualify as a teacher?



22. Within which Area of Learning and Experience do you mostly teach?  Please select one option below:
Languages, literacy and communication
Mathematics and numeracy
Science and technology 
Humanities
Expressive arts
No main AoLE/mixed AoLEs



Pre-discussion group interview questions
1. Engagement with educational research, including literature, is included in the professional teaching standards.  How do you feel about it being included there?
2.  How confident do you feel about engaging with educational research literature?
3. What are the main opportunities and advantages of engaging with educational research as a teacher?
4. What are the main barriers to and disadvantages of engaging with educational research as a teacher?

Post-discussion group questionnaire questions, with closed answer options included where used:

1. “I feel confident about reading academic research relating to teaching and learning.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly

5. “I enjoy reading educational literature.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly

6. “Reading educational literature is a meaningful use of my time as a teacher.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly

7. “I read educational literature more often if provided with regular opportunities to discuss the literature with colleagues.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly


8. “I feel confident using strategies/practice from educational reading in my own classroom practice.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly

9. “I would implement more strategies or ideas from educational literature in my classroom practice more often if provided with regular opportunities to discuss the literature with colleagues.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly

10. “Educational literature is easy to understand.”  Is this:
True for all or most of it, including academic educational research papers
True for some of it, such as blogs and some education books
False, most of it is difficult to understand

11. Please think about the reading you were asked to do for this study prior to the discussion group.
Did reading the blog website make you feel more confident about reading the original research paper?
Yes – much more confident
Yes – slightly more confident
No

12.  Please continue to think about the reading you were asked to do as part of this research study.

Did discussing the ideas from the text with colleagues help you to feel more confident about reading educational literature?
Yes – much more confident
Yes - slightly more confident
No

13. How important is it for teachers to use evidence-informed ideas from educational literature in their own practice?
Extremely important
Somewhat important
Somewhat unimportant
Extremely unimportant

14. Engaging with professional reading and research forms part of the professional standards for teachers.  Do you think that this will lead to an increase in evidence-informed practice in your teaching?  Why/why not?

15. “Participating in a professional reading group can help to give me greater ownership of the strategies and practices I use at a classroom level.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly

16. “Participating in a professional reading group can help to give me greater ownership of the strategies and practices I use at a school level.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly

17.  Please think about the following statement in relation to the reading you were asked to do as part of this study.

“It was useful to discuss professional reading and its implications for my practice with others.”  Do you:

Agree strongly
Agree slightly
Disagree slightly
Disagree strongly

18. Please think about the following statement in relation to the reading you were asked to do as part of this study.

“I preferred to consider professional reading and its implications for my practice alone without discussing it with others.”  Do you:
Agree strongly
Agree slightly
Disagree slightly
Disagree strongly

16. Please think about the professional reading and discussion group you participate in as part of this research study.
Do you think that taking part in such discussion groups can help teachers to feel more confident about engaging with educational research literature?  Please give a reason or reasons for your answer

17. Please give two or three of your main thoughts relating to educational literature.



Post-discussion group interview questions
1. Having taken part in the discussion group, have your thoughts changed about engagement with educational research being included in the professional teaching standards?

2. Do you feel confident about engaging with educational research after taking part in the discussion group?

3. What do you see as the main opportunities and advantages of having a discussion group in helping teachers to feel confident in engaging with educational research literature?

4. What do you see as the main barriers to discussion groups, or the disadvantages of them when it comes to helping teachers feel confident in engaging with educational research literature?

5. Do you think that there is anything else that could help staff to feel more confident in engaging with educational research literature, whether it is to with a discussion group or something different?









Appendix iii
Themes and Codes



THEMES AND THEIR ALLOCATED CODES
Time
· Time to find literature
· Time for reading
· Time for discussion
· Workload issues and priorities

Academic texts
· Readability of research
· Length of research literature
· Volume of available research
· Readability of blogs and summaries

Professional dialogue/groups
· Potential for collaboration
· Focus for discussion
· Perspectives from colleagues
· Safe space culture for discussion
· Exploration of key ideas
· Group size should be small
· Learn from and with others
		
Evidence-informed practice
· Development and/or improvement of practice
· Evaluation of approaches
· Varying school contexts may limit transferability of strategies
· Supports innovation in teaching and learning
· Challenge of adapting and implementing ideas in own practice

Other confidence / teacher-efficacy issues 
· Empowering colleagues
· Builds confidence in own practice
· Recent and repeated research engagement builds confidence
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