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Teachers and Research: What they value and what they do
Richard Procter, University of Bedfordshire
Abstract
Recent research has shown that improving education
processes has become a priority of all governments
(OECD, 2010; Barber and Mourshed, 2007). There have
also been recent calls for the knowledge that is already
in existence to be used more effectively to improve
these education systems both internationally (OCED,
2010) and nationally (Pollard, 2008).
This study aims to evaluate an approach to teachers' use
of research knowledge to help inform their practice. It
will provide a web-based knowledge management
system for teachers that will support their professional
development. Within this broader evaluation this study
is interested in what research practices are used by
teachers at present and what value if any, teachers
ascribe to these practices?
A questionnaire focusing on the use of research practice
by teachers adapted from Levin et al. (2010) shows the
importance of asking about practices rather than
attitudes when questioning practitioners. The
questionnaire is designed using a dual scale format
(Pedder et al., 2010) that allows teachers two responses
for each questionnaire item; their perception of the
extent to which a practice is being used by them and
their value of that practice.
This research highlights the value-practice gaps,
between the extent that a research practice is being
used by a teacher and the value that teachers ascribe to
that practice. The study shows a consistent gap between
how much teachers value the use of research and how
much they use research in their daily practices. This
study gives some useful insights into the debate
surrounding practitioners use of research in schools
(Thomas and Pring, 2004).
Keywords: evidence-based practice, professional
development, teacher education, questionnaires
Introduction
This paper reports on a survey into teachers' use and
value of research evidence. It is part of a broader study
that will evaluate an online approach for providing
research evidence to teachers and how this fits with
their current practices. Thus the two questions that are

posed in this paper are: what research practices are
currently used by teachers and what value do teachers
place on these practices?
In recent years there has been an increasing use of
online technologies for both the improvement of
teaching and learning in the classroom and for the
development of teachers' practice. This study will use
and adapt an online approach, used in the training of
2
medical doctors . This approach uses graphical pathways
or flowcharts, henceforth called online pathways which
are used as a structured way of presenting complex
knowledge. Each node in an online pathway provides
links to the display of more in-depth knowledge. This
knowledge will be in the form of written explanations
with references to original research evidence and may
also include links to video and audio resources. The
knowledge presented in online pathways will be
reviewed regularly so that it provides an up to date
picture of the research knowledge within a field. Online
pathways will provide a way for practitioners to engage
with research knowledge and for them to use these to
develop their classroom practice.
In the 1990s there were a number of major critiques of
educational research in the UK (Hargreaves, 1996;
Hillage et al., 1998; McIntyre and McIntyre, 1999; Tooley
and Darby, 1998). There were also calls for evidence
based practices to be adopted at a policy level. In David
Blunkett's, the then Education secretary, 2001 lecture to
the Economic and Social Research Council (ESRC) he
called for a 'revolution in the relationship between
government and the research community' (2001, p.21),
this was 'coupled with an emphasis on research that
demonstrates what types of policy initiatives are likely
to be most effective' (Whitty, 2007, p.5). These agendas
were also being pursued in a number of other fields such
as medicine, public policy and management (Nutley and
Davies, 2000).
Evidence-based practice is the idea that within the field
of education the practice of teachers should be based on
evidence from research. As Hammersley points out,
there is already a certain rhetorical effect in the title to

2Http://www.maopofmedicine.com
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discredit opposition to it: 'after all, who would argue
that practice should not be based on evidence' (Sharhar,
1997. p.110, quoted in Hammersley, 2001, p.1). This
rhetorical effect means that it is difficult for critics to
challenge this assertion. There have also have been a
number of critiques of the evidence-based approach,
Hammersley (1997, 2001) highlights the problems and
dangers of privileging evidence over experience and of
how research knowledge is refined into summary
statements for use by practitioners.
There have been more recent calls for the knowledge
that is already in existence to be used more effectively
to improve these education systems (OCED, 2010). More
specifically in the UK, there has been a call to increase
access to existing knowledge about education (Pollard
and Oancea, 2010). Hence an important area of research
is the use of knowledge that is already in existence and
how it that can be transformed (Foley and Hargeaves,
2003; Pollard, 2008), so that it can be leveraged.
Although Hammersley, (2001) asserts that this process is
not straight forward and can be problematic.
Teachers' use of evidence
Beyond academic arguments of what evidence is there
are a number of difficulties with teachers using evidence
on which to base their practice. Levin and his team have
reviewed the research (see Cooper, Levin and Campbell,
2009; Levin, 2008) and have summarised some of the
difficulties; two are highlighted here:




Concerns about the quality, relevance and
accessibility of research in education to
practitioners and policy makers (e.g. the use of
language or the publication outlets in which
research tends to appear).
Educators report a high level of receptivity to
research but a relatively low level of active
engagement with research in the sense of
spending time reading or discussing it.'
(Levin et al. 2010, p.4)

If research is to be used by teachers it needs to be both
of relevance and accessible to teachers. Yet research
papers are written for an academic audience and
published in research journals, this one included, rather
than in a language and in publications that are readily
accessible to teachers. Researchers have been criticised
for this but also teachers have been criticised for their
lack of engagement with available research (Cooper and
Levin, 2010).
Other researchers have highlighted the value that
teachers ascribe to their interpersonal relationships.
They noted that colleagues' personal recommendations
affected what research they considered (Cordingley,
2004). Levin et al. (2010) in their review state 'that

personal experience usually has more impact than
research... [and] that the primary determinates of
professional behaviour is related to what colleagues and
superiors do and value' (Cordingley, 2008; Levin, 2004,
Nutley et al, 2007).
Hence what teachers believe and value and what their
colleagues believe and value has an effect on their
professional behaviour. Levin et al. goes further to state
that it is 'probably more typical that research first acts
on people ideas and beliefs, with those changes later
translating into changes in policy or behaviour' (2010,
p.4)
Teachers values have been looked at in other areas of
educational research. James and Pedder looked at
teachers' values in their work on assessment for learning
stating that 'the importance of this values dimension is
underplayed' (2006, p.111). They go on to elaborate
their argument:
'Webb et al. (2004) argue that changing practices
can lead to change in opinions and values, so it is
worth focusing directly on efforts to change
practice. However, older, but highly regarded,
psychological research, for example by Ajzen and
Fishbein (1980), advances the contrary view that
changing behaviour depends on first changing
beliefs. Beliefs are not sufficient to guarantee
behavioural change but they provide the necessary
reasons to act.' (James and Pedder, 2006, p.111)
Whether changes in practice lead to changes in values or
changes in values lead to changes in practice, it will be
useful to have some insight into both teachers' values
and practice. Consequently it is important not just to
look at teachers' use of research practices but also their
value of those practice as these may be a determinate of
their proclivity to the use of evidence.
Method
A questionnaire was designed (Procter, 2011) to find
which research practices teachers and their schools use
and what value teachers ascribe to those research
practices. The questionnaire items were adapted from
the work of Levin et al. (2010) who shows the
importance of asking about practices rather than
attitudes when questioning practitioners about research
practices.
The questionnaire employed uses a dual Likert (1932)
scale format, developed by Pedder et al. (2010) who
built on the work of the Improving School Effectiveness
Project (Robertson et al. 2001; MacBeath and
Mortimore, 2001). The format allows respondents' two
responses for each item (see Figure 1). Firstly their
perception of the extent to which a research practice is
being carry out by themselves or their school and
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secondly their value of that practice irrespective of
whether they or their school are carrying out that
practice. Their value would indicate how important they
felt a practice was for enhancing the use of research.

Figure 1: Dual scale questionnaire format

The questionnaire was divided into three sections:
section A contained 11 items based around 'You and
research', section B contained 18 items based around
'Your school and research' and section C, background
information, contained 7 item including, gender, years
of teaching experience, years at current school,
educational phase, post and highest level of education.
Three approaches to competing the questionnaire were
used. These were paper-based, email with the
questionnaire as an attached document, and an online
questionnaire. The paper-based version was given to
primary and secondary teacher at a maths conference
and to a number of colleagues who distributed it in their
schools. These approaches returned forty five
questionnaires. The questionnaire was also emailed as
an attachment to a number of colleagues and this
returned nine questionnaires. An online questionnaire
was then developed and the link to this was posted to
the Times Education Supplement (TES) teachers online
forum. This returned a hundred and two questionnaires.
Of the three approaches the online questionnaire
provided the most responses followed by the paperbased version. The version that was emailed as an
attached document provided the lowest number of
responses. The use of multiple ways of delivering the
questionnaire meant it was difficult to try to calculate an
overall response rate for the questionnaire.
The questionnaire was designed so that it could be
completed by school staff of any phase, any role and of
any subject specialism. This allowed for comparison
between groups such as primary and secondary, teacher
and department heads and by highest level of
education. Two pilots were completed before the main
data gathering and these were both completed with
postgraduate students (Procter, 2012). The pilots
highlighted that the questionnaire was initially too long
with too many items. The questionnaire was completed
by 156 respondents and the data were loaded into SPSS
for analysis. Although a response rate could not be
meaningfully calculated a margin of error based on the
size of the sample and size of the population could be

calculated. The teacher population in England in 2010
was 448,100 (DfE, 2011) thus with a sample size of
n=156, the margin of error is 7.84% at 95% confidence.
Results
Background information is reported initially to give
some insight into the nature of the sample before the
reporting of section A 'You and research'. The
distribution of respondents showed that 77.3% were
female and 22.7% male, this compares favourably with
the Department for Education's latest school workforce
census for England where 74.6% of the head count
number of full and part-time regular teachers were
female and 25.4% were male (DfE, 2011, p.2).
The respondents reported that 54.6% worked in
secondary, 42.3% worked in primary and 3.1% worked in
middle schools. The majority of respondents were class
teachers 58.0%, 22.9% were head of departments, 6.9%
deputy heads and 2.3% head teachers.
Highest level of education was reported as 28.2% Post
Graduate Certificate in Education (PGCE), 19.8% were
studying for a Masters degree (in progress), 16.2%
Masters degree (completed), 14.5% Bachelor of
Education, 10.7% Bachelors degree and 6.1% had either
completed a PhD or it was in progress. The high level of
Masters degree (in progress) may be related to the fact
that there was central government funding for teachers
to study for Masters degrees starting 2009 and this was
subsequently withdrawn in November 2010 (DfE, 2010).
You and research
Section A is about the respondent and their use of
research practices. For ease of analysis positive scores
were grouped together to provide an overall percentage
for each item, the scores for 'often true' and 'mostly
true' were added on the practices scale and the scores
for 'crucial' and 'important' were added on the values
scale. This enables values and practices data to be more
easily compared.
This type of analysis not only shows the gaps between
teachers' practices and their values but also between
their current practices and their aspirations (James and
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Pedder, 2006). Table 1 below shows the percentage of
teachers that placed a high value on statements about
research practices. The research practices are listed in

descending order of percentage of teachers who valued
them as either important or crucial.

Table 1: Top value scores for 'You and research'

Values %

Practices %

important/crucial often/mostly
A2

You engage in research related reading

80.5

70.3

A1

You engage in research focused discussion with colleagues

74.6

39.7

A4

You engage in research related events

68.7

45.4

A3

You engage in research related networking

63.1

50.3

A8

You have attended research focused professional conferences in the last year

59.4

36.4

A5

You engage in post graduate studies

59.2

47.7

A9

You have attended research focused college or university sponsored events in
the last year

55.3

24

A7

You have attended research focused LA events in the last year

52

24.5

A6

You have received funds from school to carry out research

46.7

11

A11

You have attended research focussed academic conferences

44.9

22.7

A10

You have attended research focused outside organisation sponsored events in
the last year

36

15.5

Eight out of the eleven items or 72.7% were highly
valued. Respondents scored them between 80.5% and
52%, as either important or crucial for enhancing the
use of research. The two items 'you engage in research
related reading' and 'you engage in research focussed
discussion with colleagues' were the most highly valued
statements at 80.5% and 74.6% respectively. These two
items may be related and thus research that is read
about by teachers is then discussed between teachers,
to clarify and reflect on their ideas as to how they may
be able to use research in their practice. These results
are consistent with the finding from Levin et al. who
reported that educators had a 'high level of receptivity
to research' (2010, p.4).
Although research related events are highly valued by
68.7% of teachers, this then breaks down into what
these events are. Thus professional conferences, ones
organised by professional associations are more highly
valued (59.2%) than Local Authority events (52%),
academic conferences (44.9%), and outside organisation
sponsored events (36%). This highlights that teachers

place more value on their professional conferences over
other types of research and is consistent with the
critique that research needs to be relevant and
accessible to practitioners (Levin et al., 2010, p.4).
Engagement with postgraduate studies was highly
valued by 59.2% of teachers and had a practice score of
47.7%. Thus just under 50% of the sample are engaged
in postgraduate studies and just under 60% of these
highly value this. This may be because of the two years
of government funding for the Masters and Teaching
and Learning course that teachers have been
encouraged to study for. This funding has since been
withdrawn for new applicants.
Value-Practice Gaps
This section compares the value scores and the practice
scores. Comparisons are made between the percentage
of teachers who indicted important and crucial on the
value scale and those who indicated often and mostly in
the practice scale. In Table 2, practice scores are taken
away from value scores to show if there were any value-

JPD3(1): 35
practice gaps in these data. Items are listed in
descending order of percentage of the value-practice

gap score.

Table 2: Value-practice gaps for 'You and research'

Values %

Practices %

important/crucial often/mostly

Values-practices
Gap %

A6

You have received funds from school to carry out research.

46.7

11

35.7

A1

You engage in research focused discussion with colleagues.

74.6

39.7

34.9

A9

You have attended research focused college or university
sponsored events in the last year.

55.3

24

31.3

A7

You have attended research focused LA events in the last
year.

52

24.5

27.5

A4

You engage in research related events.

68.7

45.4

23.3

A8

You have attended research focused professional
conferences in the last year.

59.4

36.4

23

A11

You have attended research focussed academic
conferences.

44.9

22.7

22.2

A10

You have attended research focused outside organisation
sponsored events in the last year.

36

15.5

20.5

A3

You engage in research related networking.

63.1

50.3

12.8

A5

You engage in post graduate studies.

59.2

47.7

11.5

A2

You engage in research related reading

80.5

70.3

10.2

Table 2 shows that the largest value-practice gap is for
the item 'you have received funds from schools to carry
out research' which is 35.7%. Although this is the largest
gap between value and practice it can be seen that
teachers place a low value on this item of only 46.7%
and there is an even lower practice score of 11%. Thus
teachers do not receive funds to carry out research but
equally it seems that they don't value this either.
The second largest gap is for the item 'you engage in
research focussed discussion with colleagues' at 34.9%.
Teachers place a high value on this item 74.6% but the
item has a poor practice score of 39.7%. Again, this
reinforces that teachers have a high receptivity to
research but a 'low level of active engagement with
research in the sense of [...] discussing it' (Levin et al.,
2010, p.4).
The next six items with gaps from 31.3% to 20.5% are
related to research focused events. These results show
that teachers have difficulty in spending time out of

their classrooms to engage in events that have a
research focus.
The smallest value-practice gaps were for the item ' you
engage in research related reading' with a value score of
80.5% and a practice score of 70.3%. This result is at
odds with other researchers who have found that
teachers have a 'low level of active engagement with
research in the sense of spending time reading' (Levin et
al., 2010, p.4). This may be due to the fact that 47.7% of
this sample do engage in post graduate studies.
Overall, it can be seen that there is a consistent valuepractice gap ranging from 35.7% to 10.2% across all
eleven items in this section. Teachers highly value
research practices and research knowledge again
consistent with the finding from Levin et al. who
reported that educators had a 'high level of receptivity
to research' (2010, p.4).
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Discussion
This research shows that teachers place a high value on
the use of research practices. Eight out of the eleven
items had value scores above 50% whereas only two
practice scores out of the eleven items were below 50%.
This backs up educators' high receptivity to research,
which has been noted by Levin et al. (2010). This result
also shows the importance of asking teachers not just
about their practices but also about their value of those
practices.
A number of value-practice gaps have been reported
and these show that teachers are unable to use research
practices and yet they still place a high value on these
practices. Teachers have the aspiration to use research
practices and hence use research in their practice but
are unable to do so or are constrained in this aspiration.
Thus for the item 'you engage in research focussed
discussion with colleagues' the value-practice gap is
34.9% meaning teachers value this highly but are
constrained to do this in their daily work James and
Pedder state that teachers 'need to find ways of
resolving tensions between external constraint and their
professional beliefs in a way that does not comprise
their educational values' (2006, p.131). There were no
negative results for a value-practice gap score across any
the items. There are no research practices that teachers
carry out that are they value less than they are able to
practice. When it comes to the use of research practices,
teachers are not being coerced into doing things that
they do not value.
In the sample there are 19.8% of teachers, studying for a
Masters degree and 16.2% reported that they had
already completed a Masters degree. Also nearly 50%
reported that they were engaged in post graduate study
of some kind. These figures show that these teachers
may be more engaged in research through their
postgraduate studies and this may explain the high value
that these teachers place on the use of research
practices.
Overall this study shows that teachers are interested in
research and research practices and value these things
even if they are unable to engage with them in their
work. Teachers are interested in research evidence but
are constrained as to how they can base their practice
on research evidence.
If teachers are allowed the time and space to engage
with research evidence, to be critical of it and reflect on
it, then there is a better chance that they can base their
practice on research evidence. This challenge has been
identified by James and McCormick:
'The key challenge for [school] leadership is,
therefore, to create the space and climate for school

staff to reflect on and share aspects of their practice.
This includes encouraging and stimulating dialogue
and risk taking. In this way, innovations can be
tested, embedded and sustained. Without it, they
remain surface changes that decay and disappear
when the next initiative comes along.' (2009, p.982).
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Reflecting on Professional Practice: The Importance of Motivating Adolescent Girls
in Physical Education
Lucy Crane, University of Bedfordshire
Abstract
According to Calderhead et al. (1993), being a reflective
practitioner is a vital requirement in the quest to
improve both teaching and learning. The stimulus for
this research was therefore determined through
reflection on current practice within an educational
setting. Both sport and academic achievement play a
large part in school life. As research by Blaire et al.
(1999) demonstrates, regular active participation in
sport helps prevent many health risks including obesity,
cancer and heart disease. In recent findings however,
Shen (2009) identified a steep decline in the
involvement of physical activity during adolescent years
(12-18 years). This research was further confirmed by
‘The National Heart, Lung and Blood health study

account’(in Kimm et al, 2002), a finding of which was a
dramatic decrease in the median of adolescent’s activity
between the ages of 12-18 years. Work by (Ogden et al.,
2002) subsequently confirmed that inactivity enhances
the rates in obesity and Type two diabetes. The focus of
this research is therefore to examine why adolescents’
motivation towards physical activity decreases with
specific reference to the causations and potential
methods of how to change this perspective, thus
promoting lifelong physical activity participation
(Haerens et al., 2012). Through using Kolb’s (1984)
model of experimental leaning, reflection on current
practice can be investigated to demonstrate the
relationship of conceptualising experiences. Findings can
then be used to inform planning to support

