Chapter 1: Introduction
1.1 Background
The primary purpose of school leadership is to ensure effective teaching and learning occur in the school (Rees, 2020). However, in my professional experience, that may be easier said than done. As Hawkins and James (2018) discuss, schools are considered complex human systems due to the organisational characteristics and components that interact within them at a micro, meso and macro level. Within any school, especially a large secondary school, there are many complex systems within the more extensive system. These are the teaching staff system, ancillary staff system, student system, parent system, and broader system, which includes the government, examination bodies, and school inspectorate (Hawkins and James, 2018). Hence, school leadership is a role that must address problems and challenges (Barker and Rees, 2020) which arise because of the interactions within and across these different parts of the school system. These interactions are variable, culturally shaped, motivated, intentional, and influenced by the quality of feedback that they receive because of them. Hence, this determines the ‘how and what’ members of the organisation do, not only ‘in the now’ but also ‘in the future’ (Hawkins and James, 2018). 
This study will be located within the teaching staff system, focussing on teacher professional development. As such, it must be acknowledged that within the teaching staff system, there will be sub-systems in operation, formal and informal, that influence what teachers do because of their interactions with other teachers. It will be these teachers who will be seeking to influence and change those in the student system. They will be seeking to address the problems and challenges presented to them from across the whole system. These are considered as ‘wicked’ problems. 
Horn and Weber (2007) draw upon Rittel and Weber’s description of ‘wicked’ problems as being related to and composed of intractable problems and interconnected systems with systems. Margelois and Buchanan (1995) outline some defining features of wicked problems, 
· Wicked problems have many interdependencies.
· Wicked problems involve changing behaviour. 
· Wicked problems are socially complex.
· Wicked problems have more than one possible explanation.
· Every wicked problem is unique.
Wright (2011) developed this further in describing schools as Complex Adaptive Systems according to Plsek and Greenhalgh (2001), who define a complex adaptive system as 	

“… a collection of individual agents with freedom to act in ways that are not always totally predictable, and whose actions are interconnected so that one agent’s actions change the context for other agents.”
A school leader seeking to improve teaching and learning can be considered a ‘wicked’ problem. Why? It is not easy to define, as there are multiple perspectives, and each classroom arena is unique due to the number and nature of the interactions within a complex human system (Hawkins and James, 2018). Shulman (2004, p.504) contests that classroom teaching “is perhaps the most complex, most challenging, most demanding, subtle, nuanced, and frightening activity our species has ever invented”. 
As a professional with experience at the system's micro, meso, and macro levels, I believe the problems and challenges I encountered in the various roles, could only have been solved by possessing large amounts of domain-specific knowledge of the environment in which I was working. For example, supporting novice teachers in improving the quality of their mathematics teaching required me, as the Head of Mathematics, to have knowledge and understanding of their issues; there was a need to create the space to promote an innovative culture underpinned by collaboration and reflection.  Schon (1992) suggests that in order to make sense of uncertain situations, which may not initially make sense, teachers must manage uncertainty and challenges presented to them through reflective practice. They draw upon their domain-specific knowledge or process their new knowledge and experiences, which will, in turn, shape their current and future behaviour (Shulman, 2000). Hawkins and James (2018, p.742) emphasise that developing reflective processes within the whole-school system is a ‘…powerful source of evolution’, especially within the teaching staff system. Through the reflective process, one can explore new possibilities for solving complex problems, which enables them to develop agency and d to ‘…work at the edge of knowledge and experience’ (Plsek and Greenhalgh, 2001, p. 627). Di Stefano et al. (2023) revealed that through this reflective process, teachers and leaders can subsequently increase teacher self-efficacy. Thus, ensuring long-term teacher effectiveness enhancement is pivotal for student progress (Karim et al., 2021).
1.2 Research Significance
Over the last 20 years, research suggests that the ‘teacher effect’ offsets the ‘school effect’ on student achievement (Muijs and Reynolds, 2003). This is more significant for students attending schools with higher proportions of students eligible for free school meals (Nye, Konstantopoulos, and Hedges, 2004; Heafner, 2017). Therefore, teacher effectiveness is of critical importance to supporting all students to ‘be the best that they can be’. 
As Lofthouse and Thomas (2017, p.36) state, “teachers are expected to make changes to their teaching practices at all stages of their career development”. Therefore, if we want to make teaching more impactful upon the students in the classroom, we need to support teachers in improving and getting better through high-leverage teacher professional development that assists this. As Berliner (2004) says, we need to develop expert teachers. “Expertise is specific to a domain, and particular contexts in domains, and is developed over hundreds and thousands of hours” (Berliner, 2004, p. 13). Hence, expert teachers, in comparison to novice teachers, have an extensive and accessible depth of domain-specific knowledge, which includes subject content and pedagogical content knowledge. Furthermore, Berliner (2004, p. 13) outlines other characteristics of expert teachers, which include, but are not limited to, the following:
· Ability to develop automaticity and routinisation for repetitive actions.
· Flexibility in pedagogical approaches when solving problems.
· Capability and speed at recognising and responding to familiar and unfamiliar situations. 
We need to develop not just their teaching expertise but an understanding of the context in which they teach (Berry, Daughtrey and Wieder, 2010). This requires teachers to become what Hatano and Inagaki (1986) call adaptive experts. Individuals who can revise, innovate, and broaden their knowledge by internalising their experiences and new learning (Bransford et al., 2005). Teacher expertise and teacher self-efficacy positively correlate and influence student learning and achievement (Tschannen-Moran and Hoy, 2001). Through collaboration and opportunities for reflection with knowledgeable others, teachers can develop towards adaptive experts by examining what Hayden, Moore-Russo, and Marino (2013) refer to as ‘critical incidents’ from one’s classroom. This is because expert teachers engage in a continuous cycle of reflection which helps refine their practice and build self-efficacy through professional growth (Wolters and Daugherty, 2007)
The context in which one teaches has a powerful effect on a teacher’s sense of efficacy, teaching practice, and level of agency (Berliner, 2001). This is cognisant of previous research. As Thompson and Pascal (2012) contend, it is necessary to consider the social context within this process. This will influence the degree to which the status quo is challenged and the influence of power within an organisation. 
Experience alone will not necessarily develop expertise (Redman, 2008), although it will contribute to the development of pedagogical knowledge (Tsui, 2005), providing participants deliberately engage and reflect on classroom experiences (Farrell, 2013). Hence, if we want teacher behaviours to change in the classroom for the better, we must make a concerted effort to support teachers through high-quality teacher professional development rather than sort teachers, as highlighted by O’Leary (2020), through performance management systems.
For many years, there have been discussions about raising achievement standards in schools and improving teaching and learning. (Mulford, 2003; Hoskins, 2012; ESTYN, 2018). Over the last decade, the performance management process has been the essential vehicle to help schools raise standards by supporting and improving the work of teachers as individuals and in teams (Welsh Government, 2012). Unfortunately, this process has narrowed what ‘success’ looks like and placed undue pressure on performance in English, Mathematics and Science. With the introduction of external performance tables and the pressures brought about by the education inspectorate, the performance management process created a culture of surveillance and performativity (Barker, 2010). The language of ‘manage’, ‘appraisal’, ‘teaching observation’, and ‘evaluation’ are contradictory to the concept of development. This process is akin to a culture of performativity, which can often prevent innovative approaches due to fear of being judged inadequate. It does not foster an improve, not prove culture (Tomsett and Uttley, 2020).
We know that teacher quality is essential. Teacher effectiveness has a significant effect on student outcomes.  Hence, school leaders must think differently about the teacher professional development programmes that are in place in their schools if they are to maximise outcomes for pupils (Burgess, 2019). It should seek to develop teacher expertise (Wetzel, De Arment and Reed, 2015). Mccrea (2018) states that as teachers build their expertise, the needed support reduces as they can draw upon their mental models. Teacher development is a complex landscape. DiPaola and Hoy (2013) suggest that school leaders, especially headteachers, have a vital role in crafting TPD programmes to satisfy all stakeholders. Whilst there is a growing agreement around effective teacher professional development, engagement in and enacting change through participation in TPD is far more intricate. Korthagen (2017) revealed a vast gap between theory and practice regarding how best to support teacher development.
Research by Easton (2008) and more recently by Darling-Hammond et al. (2017, p.15) suggested that TPD has tended to be dominated by the “traditional episodic and fragmented approach”. Typically, these consisted of teachers being passive recipients of theories of teaching and learning, with the expectation that teachers would modify their future practice accordingly (Korthagen, 2017). Limited research evidence supports this traditionalist, top-down, transmissive ‘one-off’ approach to teacher professional development, which could be of limited use to teachers (King, 2019; Bergmark, 2020).  Henson (2001a) asserts that such an approach to TPD is insufficient to positively affect changes in beliefs and practices. To give ourselves the best chances of developing teacher expertise, teacher professional development should be frequent and sustained, incrementally sequenced, job-embedded, collaborative, and teacher-led (Desimone and Stuckey, 2014). The focus should be on building content and pedagogical content knowledge (Garet et al., 2001), how students learn, and how they are connected to broader school and system policy (Netloicky, 2020). As Kayapinar (2016) remarks, this can be achieved by employing a teacher professional development approach to nurture teachers’ reflective skills and self-efficacy beliefs. Overall, successful experiences, strong pedagogical skills, reflective practice, and resilience create a positive feedback loop, reinforcing both teaching expertise and high self-efficacy belief in expert teachers (Chestnut and Cullen, 2014). 	 




Purpose of the Study 
At present, the education system in Wales is in the process of undergoing significant reform on multiple levels. Central to the success of this reform are the education workforce, in particular leaders and teachers, who are required to operationalise the national reforms ‘on the ground’, day-in, day-out (Imants, Wubberls and Vermunt, 2013). This cannot be achieved by chance. Leaders and teachers have to feel confident in their own knowledge and expertise to do this effectively (Guskey, 2002). Teachers with higher self-efficacy are more likely to embrace and persist with reform initiatives (Tschannen-Moran and Woolfolk Hoy, 2001). 
There is a clear desire at a national level to “…develop reflective, enquiring and collaborative education professionals and a culture of mutual responsibility in relation to professional learning” (Welsh Government, 2022b) who embed reflection, self-evaluation, and improvement at the heart of their work (Welsh Government, 2022a). The principles of such ambition resonate with what international research considers to be features of the most effective approaches to teacher professional development (Stoll, Harris and Handscomb, 2012; Darling-Hammond et al., 2017; Sims, et al., 2021) that builds teacher confidence and expertise through agency (Ingvarson, Meiers and Beavis, 2005) 
The purpose of this research is to contribute to the knowledge base regarding teacher self-efficacy, reflective practice and the importance of teacher professional development that can support teacher growth. 
Research Questions
1) How does teacher self-efficacy differ when analysed according to gender, experience, and leadership status?
2) How does reflective practice capacity differ when analysed according to gender, experience, and leadership status?
3) To what extent is there a relationship between teachers' self-efficacy (as measured by the Teachers’ Sense of Self-Efficacy Scale) and reflective practice (as measured by the Reflective Practice Questionnaire)? 
4) How do secondary school teachers in Wales perceive the concept of collaboration, reflection, and reflective practice? 
5) To explore teachers’ perceptions of factors that affect their levels of self-efficacy.
6) How does the unseen observation process impact teacher self-efficacy and reflective practice?
7) How does the unseen observation process contribute to teacher professional development?
8) What are the implications for constructing a teacher development model on policy development at the school and national levels?






Structure of the Study
This current thesis is structured into six chapters in addition to the present chapter, the introduction. The introduction commences with concise contextual information. 
Chapter 1 provides a detailed, critical literature review regarding the areas linked to this study. This relates to performance development and associated policies from the perspective of a Welsh context. It reviews teacher professional development and the impact of leadership on a macro, meso and micro level. Finally, it reviews definitions and models of self-efficacy and reflective practice.
Chapter 2 outlines the methodology and research tools employed in the current study. It justifies the philosophical underpinnings adopted for this study, outlining my epistemological and ontological perspective and positionality as a researcher. It then explains the rationale for the research design, sampling technique, and chosen research instruments adopted for the study's quantitative and qualitative phases. This includes considering the data collection's validity, reliability, and trustworthiness. It concludes by outlining the data presentation and analysis process. 
Chapter 3 explains the teacher professional development model adopted in this study and analyses its strengths and weaknesses. 
Chapter 4 presents a comprehensive description of the data preparation methods and a detailed presentation of findings. It comprises several subdivisions, including an introduction to the quantitative instruments used. A description and interpretation of the findings are presented, determining the relationship between teachers’ sense of self-efficacy and levels of reflective practice. This has been completed for the pre- and post-completion of the questionnaire. It examines the correlational analysis and associates between the two instruments and critical variables.
Chapter 5 discusses and explores the study's key findings about the research questions framed within the current literature review.
Chapter 6 summarises the study's limitations and implications for future research. It also considers the contribution that this study makes to policy and practice.
