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Abstract:  
The intense demands currently being made upon teachers by governments and the 
community to upgrade their teaching skills to produce superior student learning 
outcomes require effective professional development programs underpinned by 
appropriate models. Results from a question in a recent survey of NSW teachers and 
administrators as part of an Australian Government Quality Teaching Program project 
revealed that many were dissatisfied with the current approach to professional 
development, that is probably best characterized as the ‘knowledge dump’ approach. 
First this paper briefly outlines the current, politically challenging context in which 
Australian governments do not appear to understand the importance of effective teacher 
professional development to achieve their objectives and the need for appropriate 
models. Second it notes relevant issues that will not be specifically covered in this paper. 
Third it draws upon the psychology of learning literature with its empirical basis to 
present the outline of a new model. The areas of skill learning, development of expertise 
as well as the general theories of learning, especially the social cognitive theories of 
Bandura, along with the key concept of transfer of learning, are drawn upon and argued 
as required to underpin a more effective model. Overall, these theories and constructs 
indicate that much more careful planning of professional development programs is 
required, with these underpinned by adequate practice and feedback, and supported by 
the collegial and management systems that should exist in all effective schools.  
 
Introduction 
 
Professional teacher development covers many aspects of knowledge and skill learning 
pertaining to continuing teacher development, in effect all areas that contribute to overall 
learning in the profession. The OECD Report (2009, p.49), Creating Effective Teaching 
and Learning Environments: First results from TALIS (Teaching and Learning 
International Study), defines the area to logically include all teaching knowledge and skill 
from preparation for the entry into the profession including initial teacher training. This in 
itself implies a skill learning-development of expertise perspective (see below), with the 
teachers’ skills as cumulative experiences over the life and teaching experience of those 
individuals. Such a definition recognizes the continuous nature of learning, implicitly also 
a lifelong learning perspective, and allows for the reality that those graduating from pre- 
or in-service teacher training will display wide variation in skills attained and levels of 
mastery of the skills necessary for effective teaching. In Australia the reality is that there 
are wide individual differences between the quality of initial graduates and of teacher 
education institutes in Australia, as is widely agreed by objective, experienced educators 
(Brockie, 2010; Grattan Institute, 2010). 
 
There are many models for professional teacher development over the longer term, and 
ideas about what needs to be considered (OECD 2009), as the issue of effective 
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professional teacher development has been of interest in the USA, for example, since at 
least the 1950s. As any web search will reveal, these models range from those 
developed specifically for the training of IT teachers, to more general models of which 
there have been many available for a long time. There are Australian reports like 
Professional Learning in Effective Schools (2005) and National Mapping of Teacher 
Professional Learning Project (Doecke et al., 2008) which contain often sensible 
suggestions and overall principles. However these lack a coherent theoretical framework 
to guide the development of specific, superior skills via in-service, professional teacher 
development since they do not have a skill learning perspective and do not recognize 
the problems of re-training or modifying existing skills in substantial ways (see below). 
Additionally, despite their good intentions, these two recent reports cited have had 
negligible, if any, impact at a national political decision-making level, and have been 
basically ignored in major, very important projects like the development of the National 
Curriculum. Analysis of the research literature also reveals that, while there has been 
much lip-service given to continued teacher professional development, quality, 
systematic teacher development programs for experienced teachers have rarely been 
undertaken in Australia (see Grattan Institute, 2010; Jensen, 2010, p.17), because of 
costs and complacency about the quality of the Australian education system. Certainly 
there have always been efforts by individuals concerned about personal development 
and promotion, as well as system-wide, organized efforts where new curricula or 
syllabuses have been introduced. Where individual teachers are clearly performing very 
poorly programs exist for dealing with this (see Patty, 2010, p.3), although how well all 
the issues are dealt with has been seriously challenged (Grattan Institute, 2010).  
 
However circumstances now have changed. Pressures for international competitiveness, 
stemming from globalization, have created a situation where teacher quality, and the 
means of maintaining and/or achieving this, professional teacher development, now 
concern many countries (Grattan Institute, 2010; Jensen, 2010). This is evidenced by 
the OECD (2009) Interim TALIS report, with the OECD only engaging in major research 
projects when critical needs are expressed by member countries. Not only is there 
reason to believe that the nature of knowledge, skill and work has changed, changes in 
themselves necessitating a review of curriculum and the functioning of educational 
systems, but there is a global shortage of teachers, especially in the English speaking 
world which is increasingly being challenged by developing Asian countries. There is the 
additional factor of an ageing Australian teacher workforce and realization that, given 
teacher shortages, efforts will probably have to be made to encourage older teachers to 
continue in the classroom. Further, the international comparisons revealed by Program 
for International Student Achievement (PISA) and Trends in International Maths and 
Science Study (TIMSS) indicate that Australia performs comparatively poorly on basic 
literacy, numeracy and science skills (and in terms of social equity), with approximately a 
third of younger students at or below the lowest standards (e.g. see Cornford 2009, 
pp.30-33; Walker, 2010). This combination of factors has led to important Australian 
federal government policy initiatives to address the issues of quality in learning 
outcomes and teaching.  
 
Major Current Federal Policy Initiatives and Implications for Professional 
Development 
 
Recent important federal government education policy initiatives have been directed to 
remedying the poor performance of the lowest third of Australian school students. The 
key policies are NAPLAN (National Assessment Program Literacy and Numeracy) 
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testing, and the use of the controversial My School website, which together establish the 
levels of skill achieved with publications of comparative and individual school results and 
attempt to force accountability through transparency. These policy initiatives are based 
on Joel Klein’s controversial efforts to reform New York schools, efforts that have been 
criticized in the US, with such criticism based upon analysis of results. An additional 
major Australian national policy will be the introduction of Professional Teaching 
Standards, which have been developed and implemented already in NSW, but are still 
(at the time of writing) in the process of development in the federal area. Some other 
states also have developed Professional Teaching Standards and implemented them, 
but not as thoroughly and systematically as NSW through the NSW Institute of 
Teachers. 
 
Currently some in the more informed Australian media are challenging aspects of the 
rationale and thrust of these educational policies being implemented by the federal 
government. Tony Walker, international editor of the well-regarded Australian Financial 
Review, has concluded ‘that Rudd and Gillard find themselves drawn instinctively to the 
Klein model when they might profit more from looking towards an alternative’ (Walker 
2010, p.62). Walker, drawing upon Gillard’s public statements and comparisons with the 
outstandingly successful Finnish approaches to education (see McKinsey, 2007), clearly 
believes that the focus needs to be upon supporting the teachers, not the tests. This is 
so even though Walker acknowledges the differences that Gillard has correctly 
discerned between the Australian and Finnish contexts. What underlies Walker’s 
position is that, even when the problems have been identified, there still needs to be 
rectification of them, and this must logically involve increasing the skills and abilities of 
teachers to improve student learning (see McKinsey, 2007), that is substantial teacher 
professional development programs. Many education professionals, including the 
authors, would agree. Recognizing the importance of quality teachers and their centrality 
to improvement of student learning outcomes via quality teaching is certainly not new 
(eg see Gage & Berliner, 1992; Hattie, 2003; McKinsey, 2007; Wenglinsky, 2000), but it 
is a sine qua non for improvement of student learning (McKinsey, 2007) and successful 
Australian educational policy outcomes.  
 
While Walker (2010) acknowledged that Gillard has included funding of $550 million to 
improve teaching, he clearly, like may others in the informed educational community, 
does not believe that there has been any current, substantial policy initiatives to address 
teacher professional development concerns. Critical review of the NAPLAN testing and 
My School policies, and current draft National Teaching Standards documents, reveals 
that only lip-service has been paid to the immensely important practical issue of effective 
teacher professional development (see also Grattan Institiute, 2010; Jensen, 2010). The 
$550 million cited by Gillard to improve teaching has been distributed to the Australian 
states as a general pool of money. The track record of the Australian state governments 
in adequately managing teacher quality and professional development is open to serious 
question in the light of current NAPLAN, PISA and TIMMS results, just as is the states’ 
management of the hospital systems, and the recent schools building program. For 
example, results of the states’ management of the federal government’s $16.2 billion 
school building program is not impressive, with 65% of mainly government school 
principals not agreeing that they received value for money as a result of building 
templates used by the states (Gilmore, 2010, p.3).  
 
Need for a New Model for Teacher Professional Development in Australia 
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From a number of other perspectives, the relative neglect of substantial teacher 
professional development in Australia is remarkably shortsighted. It is of concern that 
despite all the rhetoric about human capital since the early 1990s, and the rich literature 
on human development that has led to improvements and successes in modern 
business enterprises, the importance of human resource development has not been a 
clearly defined educational policy objective and implemented in practice via substantial, 
effective teacher professional development programs. The current research focus upon 
school leadership is not, and cannot be, a substitute for investment in the development 
of classroom teachers in Australia (see McKinsey, 2007). While effective school 
leadership may be necessary, it is not sufficient to ensure effective classroom teaching 
and learning outcomes. 
 
What is needed is a teacher professional development model that is essentially an 
Australian model that relates to the existing culture, structures and policies, functions 
effectively and produces demonstrable outcomes. A question asked as part of a 2009 
Australian Government Quality Teaching Program (AGQTP) project revealed that almost 
half of the NSW respondents across primary, secondary public and schools considered 
that existing teacher professional development models were inadequate (see Tsolakis & 
Cornford 2009). This needs to be considered in the context of NSW being one of the 
most forward looking states with Professional Teaching Standards already implemented. 
Some 48% of respondents professed dissatisfaction with the current model, which is 
probably best characterized as a ‘knowledge dump’ model. ‘Knowledge dump’ model is 
defined here as where, when professional development takes place, it is driven almost 
exclusively by financial concerns, it tends to consist chiefly of theory input and is of 
limited duration. Typically in this model there are no serious, intentionally planned follow-
up efforts, designed to establish more profound and longer term learning involving 
practice, monitoring, mentoring and feedback, or serious considerations of the changing 
the culture of the school or the community of practice needed to support practice change 
efforts (see Hord, 1994, 1997 and below). Nor, with the ‘knowledge dump’ model, is 
there any really serious concern for measurement of the effectiveness of the 
professional development programs or effective transfer of learning (see below), without 
which the effectiveness of any teacher professional development model is open to 
serious doubt. In an era where public finances for education are still below what would 
be desirable, and where evidence-based policy is a catch-cry, the absence of serious 
attempts to evaluate professional teacher development programs is somewhat curious.  
 
What is also needed is a model that spells out very clearly what is required and provides 
a clear rationale for the components of the model so that these can be understood, by 
not only teaching professionals, but also government policy makers and bureaucrats. 
Attention to these target groups is required, since a reading of current policy documents 
associated with what the Australian Federal Government has called the ‘Education 
Revolution’, reveals a considerable gap between the aspirations and the goals for 
change, and the practical means that are identified to achieve the goals. Many of the 
current policy goals are worthy, but are unlikely to produce lasting outcomes and 
changes in teaching behaviour. This is because the policies are addressing the 
symptoms of educational problems, but fail to address the causes and provide structures 
and programs to improve teaching practices. 
 
Given the absence of a substantial tradition of effective teacher professional 
development in Australia, and the general absence of models that are widely and 
effectively being implemented, a generic model that squarely foregrounds the learning of 
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teachers and improvements in professional practice is required. The model needs to be 
generic in that the basic principles and concepts that it outlines are applicable to a wide 
range of educational levels, e.g. early childhood teaching through to secondary levels, 
and across a wide range of subject specialities. There is little point in a model that does 
not account for teacher learning needs across all these levels and specialty 
knowledge/discipline areas since this is the diversity of the target groups. The model 
presented in this paper is largely restricted to experienced teacher learning needs and 
does not attempt, except in the broadest possible terms, to indicate the structures and 
administrative features that will be necessary to translate these basic principles into 
practice in different school and different schooling administrative systems, e.g. public 
and private. What is proposed is that this model can only function effectively in terms of 
genuine collegiality and with effective management systems based upon communities of 
practice concepts (see Hord, 1994, 1997; ten Dam & Blom, 2006), although the 
communities of practice literature will not be drawn upon directly here, important as it is, 
given the limitations of a conference paper. In general terms, cooperation of teachers, 
effective leadership, exposure to good models, and the development of effective 
systems and the management of learning and systems to ensure effective transfer of 
learning from sites of initial learning to everyday classrooms and practices of teachers, 
are prerequisites for any substantial and lasting changes in teaching abilities (see 
McKinsey, 2007).  
 
Some Limitations of the Model: Differences Between Beginning and Experienced 
Teachers 
 
The model that is advanced in this paper is acknowledged to have some very specific 
limitations in that it is directed towards more experienced teachers who are already 
teaching. That is to say it is more about continued professional development after 
employment and some experience of the realities of teaching. In professional 
development, as defined by the OECD TALIS Interim Report (2009), initial preparation of  
teachers is an important element in the overall consideration of professional 
development, but there are considerable differences in the knowledge and skills of 
beginning and more experienced teachers that need to be taken into account in serious 
efforts at effective training and development. For example, the Minicourse 1 model used 
by Borg (1972), that demonstrated skill development and durability for experienced 
teachers undergoing in-service training on eight of ten measures related to discussion 
methods and other related, indirect teaching skills, some 39 months after initial training, 
as well as transfer to natural classrooms, proved ineffective with beginning teachers. 
[See Cornford (1991) for a detailed analysis of reasons why, differences in learner 
characteristics between these two groups of teachers, and a model that produced 
empirical evidence of skill durability and transfer of skills for beginning teachers.] 
 
Borg’s Minicourse 1 model contains many of the characteristics of a model that is likely 
to result in effective skill learning for experienced teachers, despite its failure with 
beginning teachers. These characteristics include the provision of good models (via 
video), efforts to ensure teachers understand aspects of the skills shown by the models, 
and considerable opportunities for practice and feedback, including practice in the 
teachers’ own natural classrooms, as well as opportunities for transfer of learning to be 
developed. The longer term evaluation of the effectiveness of initial training with 
experienced teacher populations, and empirical methodology employed, result in this 
study still standing out as a good model in research into teacher professional 
development even after nearly 40 years. Also, despite the period of time that has 
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elapsed since Borg’s (1972) model was developed, the teaching methods focused upon 
still remain highly relevant for today’s teachers interested in teaching in accordance with 
a constructivist philosophy.  
 
Further, Borg’s success in demonstrating long term change with experienced teachers 
was a very substantial achievement. Experienced teachers are not the same as expert 
teachers (Hattie, 2003), and present major challenges in effective, continued 
professional development. Teachers’ skill repertoires become deeply ingrained through 
practice, to the point at which certain behaviours and ways of looking at teaching 
problems become automatic, but may not accord with desirable standards. From a 
practical, real-world skill learning perspective, changing deeply ingrained, but ineffective, 
skill patterns is a major challenge to both learners and those seeking to change the 
patterns of behaviour (Cornford, 2008). This is because of the amount of previous 
practice, the strength of initial learning, and the skills having reached an autonomous 
level of performance, which is controlled at a subconscious level (see Cornford, 2008). 
For these reasons, Borg’s Minicourse 1 model has proved seminal in developing the 
model that is presented here.  
 
Bandura’s Theory of Modeling and Social Learning 
 
Bandura’s (1977, 1986) social learning theory, later social cognitive theory, with its 
emphasis upon effective learning through modeled behaviour and learning, provides a 
substantial guide for a model for teacher professional development. This theory relates 
to learning in social contexts, which are reflected in the real-world, collegial and 
relationship issues that surround teaching and learning. Bandura’s (1977, 1986) 
Observational Learning model, developed from his theory and central to it, incorporates 
the classic elements of skill learning - acquisition, retention and performance of skills - 
through clearly identified and detailed attentional, retention, production and motivational 
process elements. This model, through these elements, explains the complex processes 
that are involved as individuals learn from observed social behaviour and processes, 
and attempt to reproduce them through their own unique interpretation and learning. It is 
widely recognized that teaching skills are skills learned through observation of modeled 
processes, with most teacher training programs incorporating practice under supervised 
supervision of more highly skilled and experienced teachers. Numerous videos and films 
are used in teacher training, all with the intention of exposing beginning teachers, and 
also less effective more experienced teachers to superior teaching skills and models. 
Bandura’s social cognitive theory thus clearly recognizes the chief source of teaching 
skills, and the processes whereby they are acquired, while also explaining how less than 
optimal teaching skills may result though exposure to less gifted or motivated teachers. 
 
Through his detailed Observational Learning model, based on substantial empirical 
research into social and other forms of learning, and which predates more recent models 
that attempt to explain socially situated learning (e.g. Lave & Wenger, 1991), Bandura 
(1977, 1986) implicitly recognizes the importance of the community of learners/scholars 
concept (see Hord, 1994, 1997; ten Dam & Blom, 2006). The functioning of schools as 
social units with close cooperation and interactions between teachers and their 
managers has long been recognized from a sociological perspective. Such a social 
context provides both the opportunities for close cooperation and supervision with 
feedback, but also the problem of dominant and closely held values that may prevent the 
introduction of new ideas and effective transfer of knowledge and skills (Cornford 2005; 
Yelon, 1992; and see below). Through the central, active role that Bandura assigns to 
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learners, his theory closely aligns to issues of constructivism in learning because of the 
identification of individual differences in abilities and interests (motivation and processes 
in learning). In effect, although developed three decades ago, Bandura’s model is not in 
conflict with currently influential paradigms and philosophies, such as constructivism and 
communities of learners, that currently have wide credibility in educational circles. 
 
In sum, Bandura’s Observational Learning model provides important elements to guide 
the development of professional development programs and the factors within the 
learners, the models and the social context that need to be considered in any efforts for 
effective teacher professional development. However it does not explicitly recognize 
additional important elements like phases in skill learning, the implications of stages in 
the development of expertise in teacher development, or the issues in transfer of 
learning that pertain to the development and successful application of new/modified 
teaching skills. What is does do is clearly identify the importance of good models and 
modeling in teacher learning, and the processes that are involved in teaching activities 
that are the result of social contextual influences. Bandura’s Observational Learning 
model also specifically recognizes the importance of practice and feedback in the 
attempt to develop skills to high levels to match the behaviour of observed models and 
produce superior performances (see McKinsey, 2007). 
 
Stages in the Development of Expertise and Stages in Skill Learning 
 
The research by Dreyfus and Dreyfus (1986) into the stages of development of 
expertise, and its specific application to teaching by Berliner (1988), amongst others 
(see especially Hattie, 2003), have important implications for a model for teacher 
professional development. The stages in the development of expertise - identified as 
novice, advanced beginner, competent, proficient and expert - are useful in 
understanding the level of development of teachers over extended periods of 
professional practice and learning, and matching appropriate teacher development 
experiences to these different levels, given that professional development extends from 
initial teacher training to more experienced teachers (OECD, 2009). Hattie’s (2003) 
analyses of the practical teaching skills and the stages in the development of expertise 
establish clear indications of the ideals for superior, effective teaching performance and 
also reflect meta-analytic studies that have identified the most important elements in 
effective teaching and student learning (see Fraser, Walberg, Welch, & Hattie, 1987; 
Scheerens & Bosker 1997; Seidel & Shavelson, 2007). These stages in the development 
of teaching expertise are particularly important for the development of programs for 
teacher professional development, as well as assisting those in teaching management 
positions engaged in the mentoring and guidance, that need to occur for effective 
learning from models and the development of superior teaching skills. In effect the 
development of teaching expertise literature identifies distinct stages of development 
along the novice-expert continuum and provides a clearly defined motivational source for 
further skill development by teachers, while also linking to the highly desirable, if not 
essential, concept of lifelong learning for the teaching profession (Brockie, 2010; 
Cornford, 2009). 
 
The new Professional Teaching Standards in NSW, and the set that are in the process 
of being developed for Australian national standards, but are only in draft form at the 
time of writing, implicitly reflect the stages of the development of expertise in teacher 
development. This is on account of the fact that they explicitly state different standards 
of performance and expectations for teachers at four different stages of teaching and 
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administrative skill development, ranging from the new graduate teacher to the very 
proficient, and despite the fact that they do not acknowledge the development of 
expertise research explicitly as a foundational source. Through the individual standards 
that are explicitly stated in the NSW Professional Teaching Standards (and what is 
foreshadowed in the national standards), individual skills are identified. The NSW 
Professional Teaching Standards (and the new national ones) are explicitly linked into 
promotional requirements, so teachers wishing to obtain promotion will need to 
demonstrate achievement of skills at the different levels as they progress. Teacher 
professional development programs will need to focus upon developing individual skills, 
and also clusters of skills, as they pertain to different strengths and weaknesses in 
individual skills and the different standards of these, as they relate to the four different 
developmental stages in the NSW Professional Teaching Standards (and national 
standards). 
 
Skill learning is one of the most neglected areas in learning theory and research, despite 
its prevalence and importance in classroom and real world informal learning situations 
(Cornford, 2008). References to skills and skill development at all levels of education are 
exceedingly common, and used to describe learning processes in everything from 
reading and writing through to sports performance, but the theory and factors involved in 
effective skill learning are rarely made explicit in even otherwise good texts used to 
guide teacher development. It is important that a distinction needs to be made between 
stages in the development of expertise and stage in skill learning so they are not 
confused. Stages in the development of expertise actually relate to the characteristics of 
professionals with different levels of experience, knowledge and clusters of skills. This is 
distinctly different to skill learning, with each basic skill having to be learned to form the 
clusters of skills involved in stages of the development of expertise. There is also 
substantially different theory and stages involved, with it generally agreed that skill 
learning stages consist of cognitive, practice-fixation and autonomous stages. The 
autonomous stage is the pinnacle of skill learning with skills being performed without the 
concentration necessary at the two earlier stages, but with subconscious monitoring for 
standards and errors (see Cornford, 2008; Fitts 1962, 1964, 1968). It helps explain in 
part the intuitive aspects of problem solving revealed by experts and proficient 
individuals. 
 
Essential to effective skill learning is ample opportunity to come to understand the 
features of a skill, its components and the conditions under which it may be used 
(cognitive phase). There are considerable opportunities presented by modern media and 
technology, to develop modeling videos with solid explanation of the nature of the skills, 
how and where they can be used and their limitations. Unfortunately, despite the wide 
availability of many videos purporting to show quality models, very frequently these 
simply show teaching episodes without substantial, underpinning analysis to assist in 
effective skill learning. Equally as vital as good modeling materials to facilitate initial skill 
acquisition, are opportunities for practice and feedback to improve and perfect skills 
being learned. Skill learning, through the underpinning elements of practice and 
feedback, requires time and application as well as monitoring by knowledgeable 
supervisors and trainers to provide encouragement and feedback. Bandura’s (1977, 
1986) Observational Learning model with its motivation, acquisition, retention and 
performance elements assists educators engaged in provision of professional 
development programs to understand better the complex processes in learning from 
models and storing this in memory. The development of expertise model (Berliner, 1988; 
Dreyfus & Dreyfus, 1986; Hattie, 2003) also provides information on the selection of 
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appropriately skilled models, as well as understanding for learners that both skill 
acquisition and the development of expertise will involve lengthy processes that require 
persistence and refinement over extended periods of time.  
 
Explicit recognition of the importance of skill learning processes, and the adoption of skill 
learning theory as a fundamental element underpinning professional teacher 
development programs, would assist in remedying NSW teachers concerns with the 
current ‘knowledge dump’ model frequently employed currently in professional 
development. Serious adherence to the messages in skill learning theory would ensure 
that teachers have the time, opportunities for practice, and support from more 
knowledgeable individuals, in the process of acquiring new skills and transferring them 
into their classroom practice. Effective skill learning requires more time and effort than it 
is currently fashionable to recognize, but failure to both recognize these inconvenient 
truths in learning, and more importantly, put them into practice, means that worthy policy 
goals to improve basic skills and specialist subject learning from results from NAPLAN, 
TIMMS and PISA, etc testing will result in nothing more than the waste of public funding, 
frustration and resentment by teachers, and the failure of well-intentioned federal 
policies.  
 
The Importance of Transfer of Learning in Planning and Conducting Professional 
Learning Programs 
 
Transfer of learning involves the use of previously learned knowledge in situations that 
can differ in terms of ‘subjects, settings, people, behaviors (sic) and/or time’ (Stokes & 
Baer, 1977, p.350). Although almost all instruction is based on the assumption that what 
is learned in that setting will be automatically transferred to other situations, it is now 
widely recognized that transfer is often difficult to achieve (see Cornford, 2005; Gage & 
Berliner 1992; McKeough et al, 1995; Yelon, 1992). Although there are a number of 
models that have been developed to assist with obtaining transfer through training (e.g. 
see McKeough et al, 1995), these are very frequently subject or specialty content 
specific. More general models, with relevance specifically for teaching skill development 
across the range of subject specialty areas encountered with teacher professional 
development programs, are the models developed by Yelon (1992), Gage and Berliner 
(1992) and Cornford (2005), with these focused upon here. This is not to say that the 
subject specific transfer models to be found in McKeough et al (1995) are not relevant 
for teachers in teaching their own students in attempts to achieve better transfer of 
learning. 
 
There is also generally agreement in the educational psychology literature that, if you 
wish to achieve effective transfer of learning, then it is necessary to work hard, 
consciously and specifically to do just that (Stokes & Baer, 1977; Yelon, 1992). There 
needs to be sufficient practice of skills to ensure skill retention with feedback and 
mentoring support (Cornford, 2005; Gage & Berliner, 1992; Yelon, 1992), the conscious 
preparation of learners for transfer to other settings differing from the original setting 
involving recognition that the skill may have to be adapted (Gage & Berliner, 1992), and 
recognition that there may be either passive or even overt hostility in the workplace 
when the new skills are introduced there (Yelon, 1992). Yelon (1992) considers that the 
preparation of the learner to resistance likely to be encountered, and the preparation of 
supervisors in the workplace to actively work to support the new skills, as well as 
attempting to change the workplace culture to one that is more in tune with innovation, is 
of critical importance. 
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The ‘knowledge dump’ model of teacher professional development, generally used and 
not regarded highly by many teachers and supervisors (Tsolakis & Cornford, 2009), fails 
to measure up to these best practice recommendations in the skill learning and transfer 
literatures. Very frequently, because of time and cost pressures, what is offered is highly 
theoretical. The opportunity to observe and learn from good models in  terms of real-
world, practical application is indicated as necessary by Bandura’s (1977, 1986) 
Observational Learning model. Most programs for teacher professional development 
currently employed do not allow for teachers to observe good models, give analyses of 
what models are doing and why, or sufficient time to learn the new skills and practise 
them with adequate feedback, before returning for more advanced sessions on the 
knowledge and skills and their application. However Tsolakis and Cornford (2009) did 
encounter one respondent who indicated that there was at least one federally funded 
program, for teachers and school counsellors involved with autism spectrum disorders, 
that did in fact allow for adequate practice and feedback and a number of sessions over 
time. This however was not the norm. 
 
In Yelon’s (1992) practical model for transfer to workplaces, the resistance to the 
application of new skills and knowledge to the established workplace social context is 
recognized as a possible major impediment to effective transfer of these skills and 
knowledge. It needs to be recognized that there may be degrees of resistance to the 
introduction of new skills in many school settings from a number of sources. Students 
become accustomed to teachers and the particular strategies that they employ in their 
classrooms. The introduction of new strategies, particularly strategies that require the 
students to be more actively engaged, may be met with varying kinds of resistance, from 
the passive to the more overtly vocal and disruptive. The bi-directionality of influence in 
classrooms has long been established empirically (Fiedler, 1975; Noble & Nolan, 1976), 
but a knowledgeable and motivated teacher, with a conscious plan for improving student 
learning, will not be easily dissuaded from perseverance with new skills likely to enhance 
longer term learning.  
 
The culture of the school and the exercise of managerial power also may be sources of 
opposition to innovation and transfer of new skills. The exercise of power is usually 
closely linked to the attitudes of key management figures (eg principal, deputy principal) 
with particularly strongly held views about the nature of learning and appropriate 
teaching approaches (see Hord 1994, 1997). Tsolakis and Cornford (2009) in their study 
into the use of personal learning plans, a means of individualizing instruction and 
meeting individual student learning needs, found two schools, one private and one 
public, where the dominant culture mitigated the use of personal learning plans. From 
interviews with key personnel, it emerged there were students with particular needs in 
these schools who would have benefited enormously from their employment. In each 
case it was claimed that the dominant academic culture prevented their use, and these 
students with special needs were required to follow the traditional curriculum and 
respond to more conventional teaching methods. From this real-life example, it is easy to 
see that it would clearly be very difficult for teachers to introduce or practise new skills in 
school cultures that are directly hostile to implementation of particular strategies.  
 
Realistically, simply providing a teacher with knowledge about the cultural forces acting 
against change is unlikely to overcome the problem. The solution would appear to lie 
with the development of cultures within schools that are based upon the community of 
learners concept, and greater acceptance of experimentation and innovation (see Hord 
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1994, 1997; ten Dam & Blom, 2006). These changes will be essential if schools are 
going to achieve the better learning outcomes that will be sought by state and federal 
governments as a result of NAPLAN and other testing. Also critical are the development 
of appropriate support and mentoring elements within school administrative structures. 
Yelon (1992) in a very blunt way indicates that, unless the organisation is seriously 
prepared to support new skills and knowledge to achieve effective transfer outcomes, it 
is better not to waste the time, money and effort. Hord (1994, 1997) argues that effective 
professional development and change of cultures need to go together. Yet the potential 
for substantial organizational support mechanisms are apparent in current policy 
initiatives. Adoption of national professional teaching standards, if linked to promotional 
opportunities as in NSW, will bring with it a need to provide assessment, feedback and 
opportunities for professional development to meet the standards and achieve 
promotion. These functions need to be linked closely to senior management functions to 
be effective. Specific training of principals in these aspects of culture development and 
assessment (see Hord, 1994, 1997), in line with the proposed new model for 
professional development, might be a key government requirement, in order to ensure 
serious opportunities for more in-depth learning of skills, and transfer of these into 
individual classrooms. 
 
Conclusion 
  
Substantial, effective professional teacher development needs to become a major 
feature of current federal government policies to translate identified deficiencies in 
student learning into the desired improvements in learning (Grattan Institute, 2010; 
McKinsey, 2007). To believe that the publication of league tables will automatically result 
in the acquisition of superior teaching skills by teachers is akin to the naivety in the belief 
that one can pull one’s self up by one’s own boot straps: if teachers already had the 
skills and knowledge to produce superior student learning outcomes they would already 
be doing so. Superior teaching skills do not just happen, they require a solid, supportive 
government policy framework, consistent, serious, well funded professional development 
efforts, as well as the support of the schooling culture and the administrators (see 
Grattan Institute, 2010; Jensen, 2010). A new model for teacher professional 
development has been outlined in this paper, with the logic of key elements clearly 
enunciated in an attempt to foster understanding at both policy development and 
practitioner levels. 
 
The social cognitive theory of Bandura (1977, 1986), and particularly his Observational 
Learning model, indicates the need for effective models in learning, and for effective 
practice and feedback to achieve performance to the standards of models. The need for 
support and mentoring by other teachers and administrators is also implicitly indicated in 
his model and theory. The development of expertise literature provides a recognizable 
continuum of skill development, and indication that the learning needs of teachers on the 
expert-novice continuum are substantially different (Berliner, 1988; Hattie, 2003), while 
also identifying skills used by expert teachers (Hattie, 2003). The skill learning literature 
(Cornford, 2008; Fitts 1962, 1964, 1968), indicates the need for close attention to stages 
in skill learning, and reinforces the importance of practice and feedback over long 
periods. The transfer of learning literature drawn upon here (Cornford, 2005; Gage & 
Berliner, 1992; Yelon, 1992) indicates the need for careful planning to ensure that there 
is effective transfer of new teaching knowledge and skills from the training setting to the 
natural classroom and school setting. Yelon (1992), in particular, reinforces the need for 
support by key personnel and the general culture of the school, if the transfer is to be 
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effective, and the socially conservative forces acting against the introduction of new 
knowledge and skills to the culture are not to prevail and frustrate change.  
 
There are features of the current policies, specifically the NSW Teaching Standards, 
which already provide the framework for more structured support of teacher professional 
development, and the serious involvement of those in the management hierarchy. This 
policy also explicitly recognizes different teaching skill standards at different levels of 
expertise, hence the need for more sophisticated training of teachers and skills at 
different levels of professional development. Key school administrative personnel are 
required to implement the NSW Teaching Standards, but there is reason to believe that 
the extensive literature linking effective professional development with organizational 
change in schools needs be implemented to make this more effective (see Hord, 1994, 
1997).  
 
What is also apparent is that the NSW Professional Teaching Standards processes, 
through initial assessment and attempts to increase teaching and educational 
management skills, open up the opportunity to assess the effectiveness of interventions 
to increase these skills. At present this may only relate to certification at a particular 
level, but the potential exists for documenting and assessing the improvement of 
particular skills as part of outcomes-based policy. In effect there is the potential to 
provide evidence of increased teaching skills through professional learning and 
development, accountability of public expenditure, efficiency, and good policy outcomes. 
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