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With this study we aimed to evaluate the effectiveness of a collaborative and reflective school-based training model on the
teachers’ professional transformation in a middle school in Turkey. This study emerged as a result of a need for this school to
transform its instructional approach to the understanding by design (UbD) approach. Considering the needs of teachers for
instructional design, a 1-year training programme was planned. Thirteen teachers from different subject fields in the school
participated in this case study. The teachers prepared 4 UbD plans collaboratively under the coaching of the researchers,
implemented them in the class, and participated in the reflection meetings after each implementation. While evaluation of
plans showed their progress, focus-group interviews revealed that this training had changed the teachers’ instructional
approach and developed their design skills. Additionally, even though there were some challenging issues such as intense
workloads, time constraints, coordination problems, the teachers generally emphasised the contributions of studying UbD to
their peer collaboration, classroom practices, and their students’ understanding and learning. We concluded that not only this
collaborative and reflective training model but also the UbD itself had positive effects on teachers’ professional
transformation.
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Introduction

Education has to be continuously improved because student’s expectations and needs constantly change,
knowledge continuously develops as a result of the information age and society’s expectations and needs differ
because of social change. Every element in the education system is affected by these changes and undoubtedly
teachers are the main locomotives of this change. As Robinson (TED Talks, 2013) states, “teachers are the
lifeblood of the success of schools” and the quality of schools, the effectiveness of instruction, and the
competence of students depend on the fact that this lifeblood is at the desired quality and quantity. In this
respect, all stakeholders who consider the quality of teachers concur that teachers cannot continue their
professional life with the knowledge, skills, attitudes, and values they have at the time of graduation. As a result,
this necessitates the continuous professional development (PD) of teachers. Darling-Hammond, Hyler and
Gardner (2017:2) define PD for teacher as “professional learning as a product of both externally provided and
job-embedded activities that increase teachers’ knowledge and help them change their instructional practice in
ways that support student learning.” Diaz-Maggioli (2004) states that PD is a process where teachers have an
opportunity to review their professional knowledge and skills and learn how to meet the needs of the students.

Traditional ways of PD include pre-service training, orientation for new staff, in-service training, work-
based training, seminars, and mentoring programmes. However, traditional PD practices do not address the
needs and interests of the learners, teachers, and society (Darling-Hammond et al., 2017). PD is important, not
only for schools but also for the development and economy of countries. Governments and schools allocate
budgets for the development of teachers and ineffective traditional practices cause a loss of money and time. On
the other hand, PD practices turn into an effective investment as long as it increases the quality of education and
serves to train qualified students. Therefore, educational authorities in various countries have been continuously
seeking and endeavouring to find effective and efficient PD interventions. Among a number of initiatives,
school-based professional development (SBPD) is accepted as one of the most effective interventions (Bertram,
2011; De Clercq & Phiri, 2013).

In order to ensure that any PD activities achieve their intended goals, Darling-Hammond et al. (2017)
propose seven important principles: 1) concentrating on content-focused teaching strategies, 2) incorporating
active learning based on adult learning theory, 3) supporting collaboration in job-embedded contexts, 4) using
models of effective practice, 5) providing coaching and expert support, 6) giving feedback and reflection and
7) ensuring sustained duration. Moreover, Hunzicker (2010) emphasises PD activities to be context-based,
instruction-focused, collaborative and sustainable. Among others, collaboration and reflection come into
prominence among features of any effective PD models such as lesson studies, professional learning
communities, and school-based professional development (Easton, 2008; Hord & Tobia, 2012; Lewis, 2002;
Vescio, Ross & Adams, 2008). Collaborative and reflective PD activities enhance the growth and effectiveness
of teachers, foster a supportive learning community, and raise a collective wisdom and self-awareness because
these activities encourage teachers to engage in meaningful dialogue, curriculum development, problem-solving,
share knowledge and experiences with their peers, collaborate on lesson planning, and analyse their own
practices to identify areas for improvement (Hord & Tobia, 2012; Lewis, 2002; Sutherland, Markauskaite &
Cruickshank, 2023; Vescio et al., 2008).
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This study emerged as a result of efforts to
find an SBPD model best suited to a middle
school’s demand to transform its instructional
approach. This SBPD process started with
identifying the needs of teachers prior to the
training. It has been determined that teachers lack
knowledge and skills about instructional design.
Actually, as Bertram (2011) argues, any PD
initiatives should mainly focus on the development
of teachers’ competence on organising systematic
learning; in other words, the design of instruction.
School administration and teachers stated that they
wanted to improve their instructional competencies
through training on the understanding by design
(UbD) instructional design model, which is
backward instructional design.

This instructional design model was preferred
by this school because of its advantageous features.
Firstly, different from conventional instruction
design models, UbD provides an established
framework for teachers. As a backward
instructional design model, it has a distinctive
feature in which the desired results are considered
first and then the evidence of learning, assessment,
is determined accordingly (McTighe & Wiggins,
1999). Understanding, which is the essence of
UbD, is seen as the primary target of learning
activities and these activities are planned as final
stage of the model. Secondly, this model
approaches instruction as an act of ensuring
understanding, which is defined as the ability to
transfer knowledge to new contexts, to use what is
known effectively in various contexts, to apply
knowledge and skills in real life, to connect ideas,
to see the big picture, and to grasp the basic
concepts (McTighe & Wiggins, 1999; Wiggins &
McTighe, 2011). Thirdly, planning lessons through
UbD does not focus on short-term success that can
be reached at the end of a lesson; rather, it provides
a learning environment that makes it easier for
students to acquire the ability to transfer knowledge
to all new environments that they will encounter in
their future lives (Wiggins & McTighe, 2011).
Fourthly, the most prominent feature of modern-
day classrooms is that they consist of students who
have a wide range of interests, abilities, and
motivation types. The way to maintain this richness
and achieve harmony is to create meaningful
learning taking into consideration all these
differences in the classroom. In this vein, designing
instruction according to the UbD model minimises
random learning in the classroom as a result of
unplanned instruction or learner abilities by
allowing teachers to consider all learners and their
learning preferences. Finally, preparing UbD lesson
plans fosters collaborative work by teachers in line
with the needs of the students. In this way, teachers
can benefit from each other’s experiences, and at
the same time, have a chance to succeed in the

attainment of the desired results (Wiggins &
McTighe, 2005).

Purpose and Significance of the Study
In light of this information, an SBPD process
regarding the transformation journey of this school
was structured by considering the specific features
of UbD and the above-mentioned seven teacher
training principles stated by Darling-Hammond et
al. (2017). A 1-year reflective and collaborative
UbD training programme had been planned. As for
this study, the aim was to reveal the effectiveness
of the collaborative and reflective school-based
training model implemented in the middle school in
Turkey, on the professional transformation of
teachers. The main research question guiding the
study was: “What are the effects of the training
model on the teachers’ professional development?”
It was expected that the results would shed
light on schools seeking for the effective and
sustainable PD model — not only in Turkey but also
in other developing countries like South Africa.
Both countries have some basic similarities. Like in
Turkey in 2006, a reform in the compulsory
education curriculum was made with a transition
from behaviourist to constructivist and from
teacher-centred to a learner-centred approach in
South Africa in 2005 (Ono & Ferreira, 2010;
Wilmot, 2004). Although this reform made training
of teachers more important, a number of studies
have addressed problems of teacher training in
South Africa (Ajani, 2020; Makwara, 2022; Ngema
& Lekhetho, 2019). PD training activities for
teachers are criticised because of it being
ineffective in developing teachers’ teaching
practices in classroom, considered inadequate in
meeting their professional needs, and irregular
frequency of PD activities (Ajani, 2020). It is
emphasised that training should be based on
teachers”  needs, collaboration,  reflection,
classroom practice, and context (Ajani, 2020;
Makwara, 2022; Ngema & Lekhetho, 2019; Ono &
Ferreira, 2010). In this study, training was carried
out with a SBPD model based on the needs of the
teachers in the school. In this year-long SBPD
model, after training on UbD, participating
teachers, in the role of instructional designers,
made, implemented and evaluated instructional
designs (lesson plans) in a collaborative and
reflective manner. Within the scope of the research,
the development of the teachers’ designs during the
training and the gains at the end of the training
were evaluated. In this context, it was thought that
the PD model applied in the school would shed
light on teacher trainers, principals or authorities.
For these reasons, this study would contribute to
research and practice in the South African context
as well. With new research on the effectiveness of
the model, it can contribute to the literature in
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providing principles and generalisations about
SBPD.

Literature Review

School-based professional development

Hurd and Licciardo-Musso (2005) state that SBPD
studies provide a safe environment for teachers,
giving them the opportunity to strengthen and
demonstrate their skills, and develop a common
language and productivity among colleagues with
the atmosphere of trust it creates. Moreover,
McFarland (2014) reveals that the SBPD
programme, which was prepared by taking the
needs of teachers and students into account,
deepened teachers’ subject knowledge and
improved teaching practices. The PD process
carried out for cooperation enabled teachers to
learn new information from their colleagues. In
Diemert’s (2014) study based on the SBPD
process, it was revealed that teachers contributed to
each other’s learning and had positive effects on
their PD. As important determinants in evaluating
SBPD opportunities, HS Lee (2014) uncovered in
his research that the motivation of the teacher and
the context of the school were very important. In
this regard, Scherrod (2014) revealed that teachers
needed the support of administrators and decision-
makers in SBPD studies and that it was important
to value their own ideas in the content of PD
programmes.

Backward instructional design: UbD

Several studies on UbD have shown the
effectiveness of UbD on teachers’ PD, on students’
learning and their motivation (Kuntari, Rondonuwu
& Sudjito, 2019; Yurtseven & Altun, 2016, 2017,
2018). Based on comprehensive  surveys,
interviews and focus groups about the teachers’
UbD practices and experiences, Brown (2004)
presents a number of improvements not only on
students but also on teachers and even schools. He
states that UbD unifies teachers who prioritise
students’ understanding instead of transmitting
knowledge and expecting recall. Moreover, there
are studies focusing on its use in curriculum design,
development, and assessment (Dack & Merlin-
Knoblich, 2019; Roth, 2017) and its use by teacher
educators (Johnson, Peterson, Spears & Vest,
2017).

Theoretical Framework

School-based professional development

(SBPD)

PD, which every teacher should be involved in
during their professional life, is important not only
for improving their own professional lives but also
for learning the necessary knowledge, skills and
teaching practices to meet the changing needs and
expectations of teachers and students (Benedict,
2014; Ingvarson, Meiers & Beavis, 2005). In this
respect Easton (2008) emphasises the importance

of professional learning instead of PD. The
effective professional learning plan he proposes
starts with focusing on school-level (including
teachers’) needs, mission and goals and continues
with activities in school context. Actually, due to
its effective results SBPD stands out among other
PD models (Bertram, 2011; De Clercq & Phiri,
2013).

SBPD includes continuing education activities
that specifically focus on problems related to a
school’s and teachers’ interests, needs, roles and
responsibilities (Altun & Vural, 2012). It
contributes to the wholistic development of
teachers® skills, knowledge, values and attitudes
related to the teaching profession (Seferoglu,
2004). In SBPD applications, since the
determination of the content and the planning of the
operation are determined by the teachers at the
school, the level of effectiveness is higher than the
central applications nationwide (Bumen, Ates,
Cakar, Ural & Acar, 2012). Moreover, it is alleged
that since SBPD practices directly address the
needs of teachers and students, resistance to change
is less than to changes directed by the authorities
from above (Altun & Vural, 2012). Within the
SBPD context, it is also possible to think of mutual
interaction between PD and teacher agency. On the
one hand, Calvert (2016:52) emphasises promoting
teacher agency in schools for supporting
professional learning as a response to a conundrum
that “[i]f we know what good professional learning
looks like, why aren’t teachers experiencing it?”
and on the other hand, Gutierez (2019) reveals that
SBPD improves teacher agency.

SBPD not only contributes to teachers’ own
professional and personal development, but also
directly or indirectly affects the learning skills of
their students and thus their success (Ozdemir,
2013) and school institutional development
(Darling-Hammond et al., 2017). In many countries
SBPD has been found to be effective because it
allows harmony between the PD of teachers and the
development of the school (Lewis, 2002). In
Canada, a structure that supports SBPD in their
education system has been developed. In this
structure teacher PD is shaped according to the
needs of the teacher and this highlights peer sharing
and peer mentoring (Bakioglu & Pekince, 2013).
Finland, Singapore, Hong Kong, Japan and China
also adopted the SBPD approach to teacher PD in
which schools, in a sense, have an autonomous
administration and school administrations are
responsible for the teachers’ PD (Gopinathan &
Deng, 2006; Lee, JFK 2008). The underlying
reason for this result is that whether SBPD
activities are carried out individually or as a group,
teachers work together in a collaborative
environment to achieve results, share information,
find common solutions to problems, communicate
or solve other school problems and, in this way,
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transform the school into a learning organisation
(Kosterelioglu & Kosterelioglu, 2008). Among the
qualities of powerful professional learning leading
to school improvement, Easton (2008) proposes
that professional learning activities should take its
source in the real world of teaching and learning
and direct teachers to practice in real classrooms.
By its very nature, SBPD provides these qualities.

Peer collaboration, together with reflection,
has been emphasised as fundamental principles of
the powerful PD process (Avalos, 2011; Clarke &
Hollingsworth, 2002; Darling-Hammond et al.,
2017; Easton, 2008; Horn & Little, 2010;
Whitcomb, Borko & Liston, 2009) and has been
addressed in many studies (Benedict, 2014;
Orlovsky, 2014; Spollen-LaRaia, 2011). In this
respect, Benedict (2014) states that in situations
that support the collaboration of teachers, teachers
benefit from each other’s experiences and
reflections in lesson planning, classroom practice,
assessment and teaching methodology.
Furthermore, classroom management showed
accelerated development with feedback from peers,
and teachers became more motivated as they saw
their  colleagues” good examples. Darling-
Hammond et al. (2017) show that if feedback is
given clearly and on time, teachers could reflect on
their practice and in that way gain the knowledge
and skills to be qualified in practice. Villegas-
Reimers (2003), who compiled several PD models,
asserts that whichever PD model is applied, support
and feedback must be ensured. Because of these
reasons, teacher networks, teacher communities or
teacher clusters have been implemented as a
powerful vehicle for teachers’ PD (Jita & Mokhele,
2014; Jita & Ndlalane, 2009).

Backward instructional design: UbD
UbD, which was developed by Wiggins and
McTighe (1998), is a backward design model
including three stages. In the stage for identifying
desired results, learning outputs are determined,
including transfer, understanding, knowledge and
skill goals. The initial big idea driving students and
the course is defined and essential questions
leading students’ questioning and thinking are set.
Transfer of objectives includes outcomes for the
independent transfer of knowledge by the student
to new environments and different disciplines.
Understanding objectives is the section that
specifies the comprehension of permanent and
transferable knowledge by the student and the
essential questions that encourage the student to
seek information throughout the unit. In the
knowledge and skills objectives, the knowledge
and skills that students will acquire at the end of the
unit are expressed.

Secondly, in the stage for identifying
assessment  evidence, which involves the
assessment of evidence, performance tasks and

other process evaluations, evidence is amassed for
process and product evaluation which demonstrates
whether the desired learning outcomes are attained.
In preparing performance task, teachers should take
the six principles, GRASPS, into account: “(1) a
real-world goal, (2) a meaningful role for the
student, (3) authentic (or simulated) real-world
audience(s), (4) a contextualised situation that
involves real-world application, (5) student-
generated culminating products and performances,
and (6) consensus-driven performance standards
(criteria) for judging success” (Tomlinson &
McTighe, 2006:70).

Finally, in the stage for learning activities and
instruction, the methods, techniques, activities and
materials are determined, and teaching activities
are planned for the students to achieve the desired
results. WHERETO principles are considered in the
planning of teaching activities (McTighe &
Wiggins  1999). WHERETO constitutes the
following principles: Where is being sure that
students understand the intension with the lesson
unit, Hook is attracting students’ attention at the
beginning of the lesson and holding their attention
during the lesson, Explore and Equip is to activate
students with methods, techniques, materials and
activities to encourage them to discover and gain
the experience, knowledge and skills required to
complete the performance tasks. Rethink and
Revise is providing many opportunities for students
to rethink big ideas, reflect on the process, receive
feedback and organise their work accordingly.
Exhibit and Evaluate is to provide opportunities to
assess students’ progress and to ask students to
assess themselves. Tailored to differentiation is the
use of methods and techniques that consider the
differentiation in the class. Lastly, Organised is to
organise teaching in a way that optimises deep
understanding rather than covering too much
subject content (Wiggins & McTighe, 2005).

Methods

Research Design

This study was a case study in which mixed
methods (both qualitative and quantitative) were
used. A case study is defined as an inquiry that
researches a phenomenon within its real-life
context (Yin, 2014). In order to evaluate the impact
of the training on their instructional design skills,
the UbD lesson plans that the teachers prepared
during the training were analysed quantitatively
using a rubric. In order to evaluate the effectiveness
of the training from the teachers’ perspectives in
depth, interviews (qualitative methods) were held
with teachers. Through interviews participants have
a chance to voice their opinions, give details about
their experiences and any phenomenon so that
researchers can gain detailed understanding and
insight (Creswell, 2013; Creswell & Guetterman,
2019).
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The Training Model

In this case study, the training model presented in
Figure 1 was developed based on the seven
important principles of Darling-Hammond et al.
(2017): (1) throughout the training, the teachers
from the same subject field prepared plans for the
course they taught in order to be content-focused:;
(2) collaborative group work and station techniques
were used in workshops to actively involve all the
teachers; (3) the teachers from the same subject
field were asked to prepare UbD plans together to

encourage peer collaboration; (4) the teachers were
asked to implement the UbD plans in their
classrooms; (5) the researchers provided coaching
and expert support during the preparation of the
UbD plans; (6) during the preparation and
implementation of the plans, the teachers reflected
on their planning and implementation and both the
researchers and teachers gave feedbacks; (7) the
proposed model consisting of six steps was
implemented over a period of 1 year. These steps
are shown in Figure 1.

] Needs Analysis ’

4

‘V‘ Seminar: Get to Know UbD ‘

5

' Workshops: Get to Do UbD ‘

Formative Evaluation

L

Summative Evaluation

Figure 1 The teacher training model on UbD

1) Needs Analysis: A meeting with principal, heads of
department and teachers was held in order to get
information about the school curriculum, the
teachers’ characteristics and the school’s goals.
Moreover, lesson plans developed by teachers were
examined in order to get information about teachers’
instructional design knowledge and skills, and to
determine their needs.

2) Seminar: Get to know UbD: This seminar was
presented to principal and teachers to introduce the
principles of UbD and explain how to design
instruction through the UbD model.

3) Workshops: Get to do UbD: Two workshops were
conducted with teachers to have them practice how
to prepare lesson plans in accordance with UbD

principles. Lesson plans were developed by teachers
who were grouped according to their subject areas.
Then, these plans were presented, reviewed, and
revised.

4) Reflective and collaborative instructional design
process: During the fall and spring semesters, the
teachers collaboratively prepared four UbD plans.
All these plans were implemented and before each
implementation we reviewed the plans to ensure
sustained coaching. Reflection meetings with each
teacher group were held separately after each
implementation. Teachers reflected on their plans
and the implementation thereof.

5) Formative evaluation: During the reflection
meetings, teachers evaluated whether the plan was
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implemented as intended, how it affected the
effectiveness of the instruction and students’
learning, and whether any problems were
encountered.  Taking their reflections and
evaluations into consideration, the next lesson plans
were prepared.

6) Summative evaluation: The training ended with a
summative evaluation meeting with the principal
and the teachers. At the end of the year, focus-group
interviews were held with each group of teachers.

Data Sources: Teachers and UbD Plans

This SBPD study was conducted at a private
middle school in Istanbul, Turkey. The school was
one of a few schools where the medium of
instruction was German. Therefore, the school
administration was eager to follow innovations and
be supportive of the development of their teachers
based on their needs through SBPD. Since this was
also a SBPD study, all teachers working in this
school were involved in the training and in the
study. In total, 13 teachers participated; five
mathematics teachers, three Turkish language
teachers, two social studies teachers and three
science and technology teachers. During training,
except for the social studies teachers, the groups of

Table 1 UbD lesson plan evaluation rubric

teachers prepared four UbD plans. Because the two
social studies teachers were overloaded with course
hours and had limited time, they prepared three
UbD plans. In total, 15 UbD plans were evaluated.

Data Collection Tools

UbD plan evaluation rubric

A rubric adapted from the UbD unit design
standards (Wiggins & McTighe, 2011) by
Yurtseven (2016) was used to evaluate the lesson
plans. As is clear from Table 1, the grading using
the rubric was based on three points (1: Beginner;
2: Moderate; 3: High). It consisted of three parts
and 14 criteria in accordance with UbD stages:
desired results (seven items relating to defining and
indicating understanding, knowledge, skill, and
transfer objectives and essential questions),
assessment evidence (four items relating to
including performance tasks and validity and
adequacy of assessment tools for measuring
understanding) and learning plans (three items
relating to the use of the WHERETO principle and
the adequacy of learning activities and instruction
to ensure the attainment of objectives).

Lesson plan

1)  Stage: Desired results

1)  Describes ideas that are worth understanding/researching, transferable and essential.

2)  Defines understanding objectives as generalisations in full sentences: Students will understand...
3) Indicates long-term transfer objectives that are desired and require real success.

4) It includes several essential questions that are open-ended, stimulating and focusing on thinking.
5)  Define the standards, tasks and programme objectives required for all stages.

6)  Define the necessary knowledge and skills to reach understanding and fulfil the general objectives.
7)  All the elements listed above are in harmony with each other.

2)  Stage: Assessment evidence

8)  Defines valid assessment evidence that will lead to all of the desired results.
9) Includes authentic performance tasks based on one or more indicators of understanding.

10) It provides enough opportunities for students to succeed.

11) Itincludes assessment criteria to ensure that each task is compatible with the desired results and

provides appropriate feedback on performances.

3) Stage: Learning plan

12) It includes learning activities and instruction to help learners to

a) Obtain targeted knowledge and skills,
b) Make sense of big ideas,

¢) Transfer what they have learned to new learning environments.
13) Uses WHERETO principles effectively to make the unit attractive to all students.

14) Al stages of the design are in harmony with each other.

Focus group interviews

In addition, data were gathered from teachers
through in-depth focus-group interviews after
training. Compared to individual interviews,
focus-group interviews stimulate participants to
participate and explain their views (Fontana &
Frey, 2005; Marshall & Rossman, 1999). Since
teachers developed UbD plans collaboratively and
reflectively, they experienced the training process
together and they got used to sharing their views
within the group. Because of these reasons, semi-
structured focus-group interviews were preferred
instead of individual interviews. The only difficulty

experienced during these interviews was that it was
hard to get the participants to speak in turn. There
were times when one teacher was speaking that
others added their own views by interrupting even
though it was not their turn. They were allowed to
speak in order not to cause any stress and not to
disturb the comfortable environment. However, this
caused problems while transcribing the records.
Since we could not recognise the speakers, we
could only include quotations in the findings
without giving any information about who the
speakers were.
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We developed six interview questions relating
to what they had learned about UbD, what the
contributions of the training process were, what
their reflections on their implementation of lesson
plans were and what difficulties they experienced.
From time to time probing questions were asked to
clarify and obtain more detailed responses. Before
interviewing began, informed consent and
permission for tape recording was obtained from
each of the teachers. Teachers were treated
according to the American Educational Research
Association’s (AERA) code of ethics (AERA,
2011). In order not to interfere with the execution
of their duties, teachers were interviewed during
their free hours. In order to avoid feeling pressured
by the school administration, principals were not
included in the focus-group discussions despite
being very open-minded. Working with the
teachers for 1 year created an atmosphere of mutual
respect, and this situation was preserved in the
interviews. We tried to make teachers aware that
their opinions were very valuable for the
improvement of their teaching and their students’
learning. They were informed about the purpose of
the study, the use of the results, time of the
interviews, their anonymity, their right to ask
questions or to withdraw from the study at any
time, the use of a tape recorder for recording and
their right to see the interview notes if they felt

Table 2 An example of coding

uncomfortable in any instances.

Data Analysis

Quantitative data were obtained from the rubric.
Rubric scores of each group of teachers on each
lesson plan are given by criteria and in total. Data
gathered from focus-group interviews were
analysed by qualitative content analysis in order to
uncover the underlying meanings of qualitative
data and because of it being a systematic, and at the
same time, a flexible data analysis method
(Schreier, 2012). Keeping the research questions in
mind, the transcribed teacher responses were
carefully read and coded by each researcher. All
expressions accounting for or revealing the
effectiveness of the training were coded. We then
convened to review the initial codes. After the
codes were determined, the related codes were used
to form themes. Codes and themes were checked
by the teachers. Finally, for member checking, an
interview was held with one of each group of
teachers to review and validate the codes, themes
and relevant excerpts. According to the feedback of
the interviewees, the codes and themes were
finalised. An example of coding is presented in
Table 2. While interview results yielded the
perceived effectiveness of the training, lesson plans
prepared during the training showed teachers’
progress as a concrete indicator of the effectiveness
of the training.

Transcript

Codes Theme

When we went through UbD, we created a common language. At
that point, | saw a benefit. Since we prepared the programme
together, we made mistakes together, we became efficient or

e Collaboratively Peer collaboration
working on plans
e Shared responsibilities

inefficient together. We were able to teach lessons at the same level

of quality.

Trustworthiness of the Research

To ensure credibility of the study, peer debriefing
was applied. We interacted with each other and
discussed all training and research processes. Two
experts from the field of educational sciences and
qualified on qualitative research reviewed the
interview questions, codes and themes. For the
purpose of transferability, a detailed description of
the training model, and the training and research
process is provided in the methodology section. A
thick description is provided to make it possible for
researchers to carry out similar studies or for
readers to decide whether to transfer findings to a
similar context (Creswell, 2013). As explained
under the data analysis, codes and themes yielded
by content analysis were also checked by the
teachers for member checking.

Findings

The Changes in the Teachers’ Instructional

(UbD) Designs

The plans prepared by the teachers were evaluated
using the UbD plan evaluation rubric and the
results are presented in Table 3. When the scores
were examined item by item, it was found that
mathematics, science-technology and Turkish
language teachers had difficulties in writing big
ideas, transfer objectives and essential questions in
the first plans. Yet, these items showed
improvement in the next plans.

Most teachers became competent at writing
all items in the desired results stage of the plan by
the end of the training. In terms of defining valid
assessment evidence, all groups showed high
performance in preparing authentic performance
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tasks. In the beginning the teachers struggled most
with identifying assessment criteria, however, in
time, all groups showed improved progress.
Another noteworthy finding is that, from the start,
social sciences teachers were good at developing
authentic performance tasks and providing enough
opportunities.

Mathematics and science-technology teachers
were less competent in developing learning
activities and instruction to help learners obtain

targeted knowledge and skills, make sense of big
ideas and in ensuring harmony among the different
stages of the plan. However, in the subsequent
plans, they showed progress. The teachers’ use of
WHERETO principles to make units attractive to
all students was generally good. By the end of the
training, except for social science teachers, all other
teachers became competent in preparing learning
plans.
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Table 3 Evaluation results of the UbD lesson plans

UbD lesson plans scores*

Mathematics

Science & technology

Turkish language Social science

5 2 j< s iz j= j< £ Iz 2 S s % 2 B
i N [ap] <t — N [a0] < - N [a] <t — N ™
Stage 1: Desired results
1)  Describes ideas that are worth understanding/researching, 2 2 3 3 1 2 3 3 1 2 3 2 2 1 2
transferable and essential.
2)  Defines understanding objectives as generalisations in full 2 2 3 3 2 2 2 3 1 2 2 3 3 2 2
sentences: Students will understand...
3) Indicates long-term transfer objectives that are desired and require 2 2 2 3 1 3 2 3 1 2 2 2 2 2 2
real success.
4) Itincludes several essential questions that are open-ended, 1 2 3 3 1 2 3 3 1 2 2 3 2 1 2
stimulating and focusing on thinking.
5)  Define the standards, tasks and programme objectives required 2 2 3 3 2 2 3 3 2 2 2 3 3 2 3
for all stages.
6) Define the necessary knowledge and skills to reach understanding 2 2 3 3 1 2 3 3 2 2 2 3 2 2 2
and fulfil the general objectives.
7)  All the elements listed above are in harmony with each other. 2 3 3 3 2 2 3 3 2 2 2 3 3 3 2
Stage 1 Total 13 15 20 21 10 15 19 21 10 14 15 19 17 13 15
Stage 2 Assessment evidence
8)  Defines valid assessment evidence that will lead to all of the 2 2 3 3 2 2 3 3 2 2 2 2 2 2 2
desired results.
9)  Includes authentic performance tasks based on one or more 3 3 3 3 2 3 3 3 2 3 3 3 3 3 3
indicators of understanding.
10) It provides enough opportunities for students to succeed. 2 2 3 3 2 2 3 3 2 2 3 3 3 2 3
11) Itincludes assessment criteria to ensure that each task is 1 2 3 3 1 2 2 3 1 3 3 2 1 2 2
compatible with the desired results and provides appropriate
feedback on performances.
Stage 2 Total 8 9 12 12 7 9 11 12 7 10 11 10 9 9 10
Stage 3 Learning plan
12) Itincludes learning activities and instruction to help learners to:
a) Obtain targeted knowledge and skills, 1 2 3 3 1 2 3 3 1 2 2 3 3 2 2
b) Make sense of big ideas, 1 2 3 3 1 2 3 3 2 2 2 3 2 2 2
¢) Transfer what they have learned to new learning environments. 1 2 3 3 2 2 3 3 2 2 2 3 2 2 3
13) Uses WHERETO principles effectively to make the unit attractive 2 2 3 3 2 3 3 3 2 2 3 3 3 3 3
to all students.
14) All stages of the design are in harmony with each other. 1 2 3 3 1 3 3 3 2 2 3 3 2 2 2
Stage 3 Total 6 10 15 15 7 12 15 15 9 10 12 15 12 11 12
Total** 27 34 47 48 24 36 45 48 26 34 38 44 38 33 37

Note. *1 = Beginner level; 2 = Moderate; 3 = Good; **Highest score was 48, lowest score was 24.
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Teachers’ Evaluations about the Impact of

the UbD Training Model

Content analysis of data obtained from the
focus-group interviews yielded five themes: change
in teaching approach, design of knowledge and
skills, peer collaboration, effectiveness of the
implementation of UbD plans, and difficulties. The
themes are discussed next.

Theme 1: Change in teaching approach
According to teachers’ opinions, this training
provided awareness among teachers in terms of
different aspects of instruction. The teachers
indicated that they tried to find different
instructional methods and to integrate technologies
into their instruction. They stated that the UbD
training forced them to renew and refresh their
ideas and to bring the course up to date and
relevant to life. In doing so, they gained a different
perspective on their teaching. In this respect, it was
indicated that the enrichment of the course with
different methods and activities made them excited
about doing teaching differently. Additionally, the
findings show that the teachers were able to put
themselves in their students’ places while designing
the plans. A few also indicated that as plans were
implemented, they realised their students’ potential.
You transfer the current life to the lesson so, it
becomes a plan changing every year by updating.
It can allow teachers to refresh their ideas.
So after a long time, | put myself in the place of
the student for the first time, and from this point
of view, | thought about how | could find
questions and where this topic could take me. The
biggest difference here was that | put myself in the
student’s shoes.
It is important to understand the whole picture, to
form big ideas and to approach the topic with the
essential questions.... We saw that we could reach
that in different ways, and we could actively
evaluate the students in reaching it.
It is a plan having a defined framework. The big
idea really makes me think a lot when preparing
the plan. When you think about it, you look at the
children from a different perspective and shape
all the other stages accordingly....

Theme 2: Design of knowledge and skills

UbD training also contributed to the teachers’
instructional design of knowledge and skills. The
teachers stated that due to the training, they
discovered the essence of the subject and realised
the importance of better planning. Moreover, it was
revealed that the training forced teachers to
consider the curriculum vertically and made them
understand to what extent the subject should be
taught to students in a specific grade. The teachers
also indicated that they learned the importance of
taking students’ readiness levels into account while
planning. Additionally, they stated that the training
challenged them to prepare better plans, taught

them how to prepare performance tasks, enabled
them to imagine how the lesson would be by
reading a plan, and forced them to think about
activities encouraging students to transfer the
subject to life.
The basic question forces us to discover what is
behind the rule and principle taught in the lesson
... We claim that it [mathematics] comes from life,
but we do not know how. We memorise and know
the formulas and | can solve whatever questions
you ask me, but where did it come from? But when
| do this on a few basic topics while preparing
UbD plans, it actually turns into a way of thinking.
As the head of the department, when | see the plan,
I know what would happen in the classroom
clearly as if | saw it before.

Theme 3: Peer collaboration
During the interviews, it was most frequently
indicated by teachers that they had experienced
collaboration and cooperation during the training,
and, in this way, they prepared better plans. They
indicated that they had collectively worked on
plans and had also shared responsibilities and
results. Several teachers also highlighted that the
training not only supported collaboration among
teachers from the same field but also encouraged
collaboration among teachers from different
disciplines.
When we went through UbD, we created a
common language. At that point, | saw a benefit.
Since we prepared the programme together, we
made mistakes together, we became efficient or
inefficient together. We were able to teach lessons
at the same level of quality.
The four of us can talk very comfortably. We really
revised again and again, thus, we were able to
visualise. We spent a lot of time, so if all plans
come out like this, all the plans would be great.

Theme 4: Effectiveness of the

implementation of UbD plans

The teachers emphasised that preparing a UbD
lesson plan was so detailed that it could enlighten
them in scaffolding learning and facilitated the
teaching: “When we think about it in detail, it
makes it easier to process the lesson without
leaving out any questions. There is such planning
in UbD.”

The teachers indicted that, especially during
the implementation, they observed positive effects
on their students’ cognitive and affective
development. Concerning cognitive development,
they indicated that students learned by doing,
experiencing, and thinking and related the topics to
real life. They believed that for these reasons,
meaningful and permanent learning took place and
they brought every student to an improved level.
According to the teachers, performance tasks were
also effective because students submitted a product,
their thinking skills had developed and their



South African Journal of Education, Volume 43, Supplement 2, December 2023 S11

potential for creativity had emerged.
We generally take good students to a better point.
But here, | realised that we could advance all
students to a good point with this planning.
It [UbD] would certainly be good work for
winning weak students.
| think students explored various ways when doing
performance tasks. Students cannot understand by
writing alone, but when they make a product by
using the method and information learned, they
will remember.
In terms of students’ affective development, it was
stated that the students had fun, enjoyed the
planned lessons, became more interested in the
course, developed a positive attitude towards the
course and were satisfied with the course planned
by using UbD.
It is nice that the children are so pleased.
The interaction between the children was good.
They helped each other. We connected mathematics
with German, a different foreign language. It
[interdisciplinary approach] was always on paper,
not in class.
The teachers also highlighted the changing role of
students. They indicated that the students became
more active, participated in all stages of the course,
improved in fulfilling their role in performance
tasks and even took the initiative.
The following points that | have not seen before
caught my attention: they understood their roles
very clearly and the performance results were
effective, clear and fun.
| saw that the student was more active when |
prepared a UbD plan. In terms of the students, |
think learning was permanent. Idioms were a
subject they didn't like, but when | looked at the
products they brought, | noticed that they could
have found idioms from daily life and their
perspectives on idioms changed in the following
lessons. They did very good work.

Theme 5: Difficulties

In addition to the above-mentioned benefits, some
difficulties were also emphasised. In terms of the
design format of the UbD, a few teachers
mentioned that they had difficulty in finding the big
idea and essential questions in developing
performance tasks and in implementing the design:
“At first, we had a hard time finding the big idea.
What is the big idea? There were times that we
confused it with the essential questions. But then,
we solved the differences.”

Teachers stated that the collaboration and
cooperation among teachers was necessary — not
just for the training but also for all UbD planning.
However, it was indicated that they had
experienced difficulties in working together
because of intense workloads, time constraints and
administrative difficulties. In Turkey, there is a
national exam for entrance to secondary education.
Therefore, it was stated that this exam was so
important to the parents that they put pressure on
teachers to focus on preparing their children for the

exams instead of enriching courses with active

learning methods.
There must be teamwork. If one missed something
important, she/he could get information from team
members. Moreover, all must be set aside for time.
On the one hand, we have to prepare students for
the exam (national exam for entrance to secondary
school) This is our reality. We have promised the
parents in this respect.

Discussion

In this study, in-service teacher training on UbD
was provided based on the teachers’ needs. The
impact thereof on teachers’ instructional designs
and their PD was examined. The rubric evaluation
results reveal that for all four subject fields, the
teachers displayed a visible improvement in their
lesson plans, especially after the first lesson plans.
Moreover, the interview results show that the
training process contributed to the teachers’
planning skills, positively affecting their teaching
perspective and philosophy.

The teachers often stated that the most
important factor affecting the development of their
design skills was collaborating with their
colleagues. Within the scope of ensuring teachers’
PD, peer collaboration has been discussed in many
studies (Benedict, 2014; Darling-Hammond et al.,
2017; GoOkmen, 2014; Grado; 2014; Orlovsky,
2014; Spollen-LaRaia, 2011). These studies signify
that professional cooperation provides professional
awareness, increases planning skills, and improves
teaching understanding in a positive way.
According to Diaz-Maggioli  (2004), peer
collaboration creates added value for PD.

The teachers emphasised that prior to the
training they used to work individually in planning
the learning process and continued with their old
habits while preparing the first UbD plans.
However, they later discussed each stage of the
plan with their colleagues, evaluated each other’s
classroom practices, and prepared their subsequent
plans together. As a result, the findings
demonstrate that this training process supported the
development of the teachers’ design skills.
Benedict (2014) revealed that when PD activities
supported teachers’ sharing, teachers benefited
from each other’s experiences, they made quicker
progress with feedback on their work, and their
colleagues’ good examples motivated them to do
better. Only social science teachers showed less
improvement in their plans. Actually, the reason
behind this was that only two social science
teachers participated in the study. This resulted in
them having less time to be part of in-depth
discussions and the sharing of experiences. Similar
findings were revealed by Murray (2015) who
conducted a PD project based on reflective
teaching cycles in which teachers planned lesson
collaboratively, implemented, and reflected on
teaching for a year. The fundamental feature of an
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effective PD model is a structure conducive to
receiving feedback, reflection, and collaboration
(Darling-Hammond & McLaughlin, 1995). The
importance of active teaching, assessment,
monitoring and reflection, which Darling-
Hammond et al. (2017) underline for effective PD,
is supported by the findings from our study.
Moreover, Edmunds (2011) examined the UbD
experiences of six English teachers and analysed
their lesson plans, notes, researcher journals and
photographs. It was observed that the teachers who
were successful in UbD design were those who
benefited from the plans and thoughts of other
teachers, developed more designs, and were more
willing to prepare additional designs. Actually,
studies conducted by Wiggins and McTighe (2005,
2011) show that due to frequent feedback given to
the teachers, they developed awareness in UbD
knowledge and skills — especially in the second and
third designs; their designs became more student-
centred and included elements for transferring
knowledge and emphasised questioning.

The teachers also indicated that the
implementation of the UbD designs in the
classroom had positive effects on the students as
well. According to the teachers, UbD provided
permanent learning, encouraged active
participation, ensured that students were evaluated
in different ways, allowed students at all levels to
express themselves, positively affected creativity,
supported individual  differences, improved
students’ affective characteristics, increased student
attendance, and improved student responsibility.
Teachers mentioned that UbD practices promoted
higher-level thinking as the essential questions
involved in the UbD plans allowed students to
think more deeply about a topic. According to the
teachers, a number of opportunities for students’
feedback and reflection was given through different
activities during lessons and this allowed for
students’ feelings and thoughts to be incorporated
into the teaching-learning process. Such effects of
the implementation of UbD plans have been put
forward in studies related to UbD, and it has been
revealed that the courses designed with UbD have a
positive effect on students’ success, attitudes,
motivations and thoughts, regardless of the subject
or grade level (Acar, Ercan & Altun, 2019; Gul,
Altun & Yicel Toy, 2021; Girblz, Kahya Kogak
& Yurtseven, 2022). Schoellhorn (2012) examined
the application of UbD in a history course and
revealed that the implementation of UbD
contributed positively to the development of
students’ research and inquiry skills and the
acquisition of history course content. Acar et al.
(2019) studied the effects of UbD on teaching a
mathematics probability unit and it was observed
that the students made sense of the importance of
probability in the decision-making process and

understood the meaning of the concepts and
calculations.

Aside from the positive contributions of UbD
training, the teachers highlighted the challenges
that they encountered during the UbD training
process. They stated that the UbD lesson plan
template and its elements were different from the
usual lesson plan templates. Therefore, it was not
easy for teachers to give up their previous habits
and internalise new ones. Similarly, Gulsvig (2009)
conducted a study on the UbD design process
which focused on 10 teachers. The results show
that the teachers  experienced  cognitive
discrepancies in UbD design practices and had
conflict between previous and new experiences in
terms of their cognition and beliefs. Aside from
those difficulties, intense workloads, time
constraints, coordination problems due to the
teachers® workload, parents’ expectations, and
stress about the central exam were other
challenging issues that teachers had to contend
with. In the same vein, Aldridge (2010) highlights
that to create the desired impact on teachers’
attitudes, UbD must overlap with the school vision,
be implemented at school as a whole and be
supported at an institutional level. Actually,
international reports have put forward that an
intensive workload is an essential obstacle in PD
(Organisation for Economic Co-operation and
Development [OECD], 2014, 2019). James and
McCormick  (2007) found that teachers’
professional learning was strongly correlated with a
school policy supporting their PD and having clear
insight and commitment of staff to that vision.
McFarland (2014), in a study to determine the
effectiveness of PD studies, revealed that a school
structure that supported teachers’ individual needs,
learning styles and cooperation was important.
Clarke and Hollingsworth (2002) exemplified a
good example of how a supportive and encouraging
school environment can develop a traditional
teacher. Darling-Hammond et al. (2017) draw
attention to the fact that the studies carried out for
PD should be planned over time in a sustainable
way, and they also state that the expectations of
teachers in the PD process should be planned by
taking their needs and responsibilities into account.
Richards and Farrell (2005) state that PD can be
built on two pillars: the goals of the institution and
the teachers’ personal goals.

Conclusion and Implications

The effectiveness of a PD programme is
determined based on the extent to which the
behaviour of teachers and the learning of students
improves. In this respect, the findings of this study
reveal that a 1-year SBPD model was influential as
opposed to traditional models that are criticised
because of being brief, fragmented, incoherent,
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decontextualised and ineffective (Ono & Ferreira,
2010). In addition, the study supports the
importance of the principles of Darling-Hammond
et al. (2017) regarding in-service training.
According to the findings, being content-focused
through lesson plans and implementing these plans
in their own classes resulted in the teachers having
deeper insight in the subject field and teaching
approach. Working on lesson plans together with
teachers from the same field supported their
collective collaboration and reflections. Having
coaching and expert support throughout a year
assisted the teachers in preparing better lesson
plans and instruction, resulting in their students’
improved achievement. Two main factors
supported in the relevant literature should not be
overlooked in the effectiveness of this practice:
collaboration and reflection (De Clercq & Phiri,
2013).

As a result of a paradigm shift in the
understanding of learning and teaching in the
world, the search for effective PD models that can
respond to this change has gained momentum since
the 1990s. Especially in developing countries like
Turkey and South Africa, in order to use human
and financial resources efficiently, the existence of
an effective and sustainable model is much more
important. In this respect, the model applied in this
study can be recommended as it showed positive
results.

However, some measures should be applied in
order to have a more substantial impact on both
teachers’ and students’ development. In the context
of schools, a supportive and encouraging
environment should be ensured. Teachers’
knowledge and beliefs are important if their actions
are to change. Teachers’ beliefs and knowledge
change as a result of reflection on classroom
practices (Clarke & Hollingsworth, 2002). For this
reason, schools should take measures to facilitate
teachers’ implementation of UbD, and these
applications should not be a single trial at a time,
classroom practices should be increased and
expanded.

Limitation of the Study

This study was limited to one school and one group
of teachers. Therefore, the results cannot be
generalised but in order for its transferability, this
PD training model can be applied in a different
type of school and the results could be compared.
The impact of this training on students was
concluded from interviews with the teachers, thus,
in future studies, we suggest that classroom
practices should be observed, and data should be
obtained from students through surveys, interviews,
and/or tests or scales. The impact of the PD training
on the students’ cognitive, social and affective
development can be researched with cross-sectional
or longitudinal studies.
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