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External evaluation summary

In the following, | summarise the main aspects eoninig the external evaluation of the
QUEST-project. 1 list findings indicating the susseof QUEST and factors that have
contributed. At the end, | briefly describe whatremoan be done to help innovation projects
in education to improve teaching to an even higlegree.

The project delivered a long-term teacher profesdidevelopment model of high quality to
the participating municipalities. It succeededstablishing working structures including
municipal consultants, school leaders, teachetstlaproject staff from Aarhus University
and VIA University College. Disturbances of thege&ures occurring during the project
period (i.e. people moving to other positions,l@ola dispute, and new national working
regulations for teachers) were resolved througinsive dialogue between the management
team and the involved partners. At the end of #exr Y015, these structures were functional
in all municipalities and plans for continuing adies in 2016 in place.

Most of the participating teachers evaluated thesmdays of the QUEST-modules
positively. Especially the QUEST-rhythm became higippreciated. Following that rhythm
in the modules, the teachers acquired new know|edfggmed their colleagues at their
schools, tried out new teaching approaches, angaeged and discussed their experiences
again with other course participants. Encourage@UYEST, subject teacher groups were
established in schools that did not have one. Teadas of these meetings were gradually
shifted from organisational issues over to teachalgted topics making the meetings more
meaningful for the teachers.

Observations in classrooms and teacher reportaglngtwork meetings showed that the
teachers used the approaches and tools introdycin Imodules in a systematic way. Often
starting with a simple adoption of teaching actegt they later adapted them to classroom
conditions and began to reflect upon student legrand its relation to aspects of the
teaching. The notion of redesigning teaching segegeand the positive reception of the
lesson-study method indicate improvements in thiggi@ants focus on quality in teaching
and student learning.

There are numerous accounts from teachers whoduedieas and tools from QUEST in
their classroom that students reacted positivetiyaiten became engaged in intensive
learning processes. There are also accounts obiregriearning outcomes from teacher
reports. A comparison of student performance in QUEnd non-QUEST schools using the
results from national exams including the years220014 found no differences. Given the
short duration of QUEST, a significant differenaetbe school level could not be expected.
There are, however, preliminary findings indicatthgt QUEST schools which are described
as developing especially well by the indicatorsdusethe project show improvements
compared to QUEST schools scoring lower on thesesares.

Concerning efforts to sustain the use of QUESTsdesgyond the project period, it was
achieved that all participating municipalities tamker the responsibility to secure the
working structures (coordination, subject teachreugs, and teacher networks). They



organised and conducted the work in the last prgjear largely independent from the project
management and are committed to continue the wedkia 2016 and beyond with the
QUEST schools and new ones. In some of the munitgsa QUEST inspired initiatives

using some of the ideas on a broader basis in toderther develop all schools within the
municipality. These initiatives can be regardedtaps towards an institutionalisation of the
teacher professional development approach desamédnplemented by QUEST. At the
current point in time and with the available inf@ton about these initiatives, it is not
possible to say how far this institutionalisatioight reach in the future. Actually, there is one
aspect that might hamper the functioning of thegetives namely that they are linked to a
formal requirement of teaching competence for teexcimtroduced by the government in
2014. Teachers working towards a formal qualifmatmight possibly individualise the
originally collaborative approach from QUEST.

One important reason for the success of QUESTqtitlee most important one besides a
research-based professional development modéle isambination of mainly formative
evaluation research and a management that toakeslearch results seriously. The
observations at various levels (subject teachargrteacher network, and classroom) yielded
hints at problematic aspects that could interfeith the project goals. The project team
became itself a professional learning communityptidg and improving plans to municipal
differences and unforeseen occurrences. The kngeladout the processes was
communicated to the other project partners in otal@nake them aware of possible
challenges and to find solutions securing or eningnitie impact of QUEST.

All this shows that QUEST succeeded in implemendirggllaborative development model of
science instruction in Denmark. The model is wetlepted by teachers and recognised as an
exemplary model of school development. Researctwad in QUEST has evidenced that
teachers use ideas and tools introduced by thegiron a broad and increasingly regular
basis. There are indications of teachers becomm@ @nd more aware of the importance of
reflection on teaching quality if their studente aupposed to improve. Last but not least,
there are indications of a continuation of that elad the participating municipalities that
hopefully will lead to a stable institutionalisatio

Despite all these positive and promising findirtheyre are many questions still open. This
seems to be due to the current model of projedifgwhere neither the long-term
consequences of innovations nor an institutiontdisaof beneficial practices are usually
taken into account. This is mainly a political issbut also funding organisations like the
Lundbeck foundation can play a role. | see two jpi#iges for funding agencies to promote a
change. First, they can provide funding for follow-studies documenting whether the effects
of a finished project persist, increase, or witfdns knowledge will help to clarify conditions
of successful long-term school development esdgaiadh regard to the classroom and
student level. A second and maybe even more bégledigproach can be to sustain school
development initiatives like QUEST in a number alworking schools in order to develop
them to exemplary schools which are clearly distisigable from other schools. This would
reduce the danger of running one innovation pr@éetr the other without really achieving
the possible outcomes because resources werearsaelf ideas.
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Introduction

This is the last evaluation report to the QUESTjguD It will briefly look at activities in the
last year of the project and then focus on theicgldetween what the project set out to
achieve and what it actually achieved. This reitects concluded by my thoughts about what
the experiences from QUEST together with experigfficen similar projects tell us about
implementing changes in an education system teabkyond the project. Especially the last
part of the report is moving away from the projactrder to develop views that can be used
to design even more powerful approaches. The ideamostly not evidenced in a scientific
sense, but should rather be regarded as hypottiegdsave to stand the test.

Main information sources regarding project actestare written notes from meetings in the
municipal school networks and between coordinaadsproject team, and talks to members
of the project team at various occasions.

Activities in 2015

Activities in 2015 aimed at passing responsibildythe work in the teacher networks to the
municipalities and compile information in a waytteacures the passing on of the ideas in
QUEST. That involved support in building and stisilg the leadership in the municipalities
through meetings and communication with the mumicgoordinators and others involved in
the leader teams. It also involved participatioth@ network meetings that were run under
the full responsibility of the individual municipsl and giving some content related input
when wished for.

Disseminating QUEST-ideas was affected by the datedarm introduced in 2014. The
reform included changes in the working conditiomstéachers, new requirements for subject
qualifications in Danish and mathematics, and stmat reforms at the municipal level.

Before the reform, a number of municipalities nattaking in QUEST expressed interest in
trying a QUEST-like model in connection with in-gee education of their science teachers.
However, the sudden political prominence of Dam@isd mathematics caused them to move
recourses away from science teacher educationddtision of the project management to
develop an in-service education model which isspetcific for science, but can be used in
connection with in-service education in any screddject (Q-model) was prompted by this
unforeseen shift.

Another important activity was the further develaprmof the five booklets concerning the
central topics during the first phase of QUEST. dhadt texts were finished and every
booklet was tried out with a school that had nkétepart in QUEST in order to check
whether it was clear enough for use by schoolsowitlexperience from the project. In order
to support the distribution of ideas from QUESTi&etthe project homepage underwent a
major redesign. From being a description of whaE3U was and did, it became more
“‘communicative” showing others how teacher prof@sal development projects in Denmark
could be designed differently in order to make thore efficient using the Q-model.



The situation for the QUEST-schools in 2015 wasdaéd by the school reform.
Consequences were that schools were closed or cheigeanother school and teachers
participating in QUEST became members of a sch@ilwas not enrolled in the project
previously. For the teachers, the reforms resuttedore teaching hours and consequently
less time for meeting e.g. in the subject teachenm Because of differences in the actual
organisational changes, that situation could haenlused to document cases of how certain
organisational changes impact on collaboratioracher teams and between them. However,
these changes were unforeseen and a scientifioaiai of the effects had not been planned
for. In addition, consequences for individual tezraiproups would have had to be tracked
over a time way beyond 2015. The evaluation wiréfore look at the activities in QUEST

in 2015 in a broad sense without going into details

Work done in the municipalities

All the municipalities have found their mode of toning the work. The municipal
coordination was confirmed and in some cases somriged. The schools that were supposed
to participate in the collaboration through theabished network were identified and a
schedule for network meetings set up. Between tvidotlaree meetings every half year were
agreed upon. From memos it can be seen that thecipalities kept the QUEST-rhythm by
assigning a task to the teachers that they hadrnduct with fellow teachers at their schools
between network meetings. Also a continuation coring the topics that the municipalities
worked with is visible (inquiry, linking curriculurgoals and use of outside-of-school learning
environments). There are also set up meeting ftartee municipal networks for spring

2016.

Municipal coordinators: leading the work in the past year and after QUEST
Meetings between the municipal coordinators angtbgct team (KK-meetings) were held
on a regular basis in order to steer the projeouthout the project period. The municipal
coordinators functioned as the link between thgggtdeam from VIA and Aarhus University
and the participating teachers playing a vital inlanplementing the project plans and
conducting the work in the schools and subjectiteanetworks. In the KK-meetings, project
management, municipal coordinators and researdlgeir®essed questions of steering the
project together. They discussed results of acosoccurrences and agreed on the next
steps to take. This collaborative approach to miagafe project mirrors one of the main
project principles and helped to establish andunerbwnership in the different participant
groups in QUEST. In addition, the KK-meetings wanglace for sharing experiences with
running the project in the different municipaliti€specially challenging situations and their
solutions stimulated the coordinators from the pthanicipalities to either prevent similar
problems to emerge or to overcome such challeragsrf In order to facilitate the transition
from QUEST-led activities to the individual projsech the municipalities, a set of guidelines
for how to organise network meetings was discuggtdthe municipal coordinators and
accepted by them.

In order to secure the positive effects of regulaetings between those who were supposed
to lead the continuation of QUEST in the municifiedi, the coordinators decided to establish
a new form of such meetings. On Octob&2015 this new network for municipal
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coordinators was constituted under the name nakofardinatornetvaerk. The group has
agreed on meeting four times a year, with two efrtieetings taking place in connection with
national meetings of the National Centre for Sagefiechnology and Health Education
(ASTRAY*). The agenda of the meetings should incltvde parts: one around organising the
teacher networks and one about a topic to be shatkdhe teacher groups. The first regular
meeting was arranged and held on Decemb®r 17

Planned conference on school development following the Q-model

In the course of 2015, plans were made to hosh&epence at the end of the year intended to
strengthen the work initiated by QUEST and to tfani to other school subjects. Based on
the experiences from QUEST, a model for a schoséth@ompetency development was
developed (Q-model). This model is suited for taxkhew demands in the light of recent
school reform initiatives and suggests establiskurgject teacher groups (for example in
mathematics and Danish, the focus subjects ofatoems) and enrolling them in the
improvement of the quality of teaching. A numbebdb 10 schools should form a network
to allow adopting the QUEST-rhythm, being introddite new approaches to teaching and
helpful tools, trying them out at the individuahsol, and reflecting over experiences with
teachers from other schools.

An invitation to school leaders and others involiegedagogical development at schools
participating in QUEST was sent out. The conferdraxto be postponed once and
eventually cancelled because of a lack of releparticipants willing to come. The fact that
QUEST schools were addressed implies that the s&embers knew about the project. The
apparent lack of interest in the conference alltawseveral interpretations.

First, school leaders already know enough and deemthe need for more information. This
may be plausible for those who have decided ntike further action, but also those who
believe that the municipality has taken steps tthad. An example for the second case may
be Aarhus where the local competency developmérdtine (KOPRA), reacting to new
national requirements, is based on experiences QOMEST.

Second, school leaders may not regard developingditeaching as their task, not as
something they are responsible to lead, or at leatshs a priority. They may be occupied by
the day-to-day business of running the school aadting to demands from administration
and policy. In addition, new requirements, espéctabse on a national or municipal level,
may be regarded as the responsibility of the rasmeadministrative bodies. Hence, they
may just wait for offers to help them follow theweules.

A third interpretation is that the structure of tQamodel poses a challenge to getting
involved. Following the consensus model for effeefprofessional development and the
experiences from QUEST, competency developmeritar@Qt-model is said to be “long and
thin”, meaning that it goes over a long periodiwiet (years) with a low intensity. At first
sight, this may look advantageous because it doesamsume many resources at a time.
However, many people prefer to see outcomes otawity very soon or to see formal
requirements met and may therefore tend to modgtitvaal forms of teacher professional



development. In politics, taking action and spegditoney to solve a problem is more
important than the actual outcomes which only bexweisible when the public attention
already has diminished. Also the information tlwa¢s$tablish school development following
the Q-model needs more resources in the beginnihlgss after the introduction phase may
actually trigger negative associations: A relagMakge input of resources in the initial phase
with a prospect of outcomes showing slowly and tasg seem risky. Teachers react
similarly when recommended to use more time inbiaginning of a new topic in order to
secure a good understanding and thus prepare sieefoma more efficient further learning.
They refuse arguing that they have to cover mahgrabpics and therefore are forced to rush
through accepting superficial learning of theirdgtmts which is putting a growing threat to
further learning.

Meeting with municipal coordinators in December

Instead of the cancelled conference with schoadeaa last KK-meeting was scheduled. The
purpose was to look back at what has been achieV\@WEST and also forward to what has
been planned for 2016. The coordinators that weneening on December $@xpressed
their satisfaction with what they had achieved nlyithe project and that they felt they were
on the right track. Two reported about reservatiarteacher groups in the beginning of the
project obviously due to the new and unfamilianaiion in a project like QUEST which were
overcome after a short while. The coordinators repioto have found ways to address
obstacles which they met. All seemed to be awatbeoheed of a broad anchoring in the
organisation of the individual school and a clask to the subject teachers. The most
noteworthy thing from my point of view was the gos mood in the group. At the end of a
highly estimated project one would expect a dimmeod, but the prospect of continuing for
some time may be a good explanation for the reverse

Status meeting at the Lundbeck foundation

A status meeting for the two projects ASTE (teadukrcation) and QUEST funded by the
Lundbeck foundation was held on SeptembélZ115. Participants from universities,
university colleges, municipalities and ministresre gathered to learn about the project
achievements and their meaning for the further ldgweent of schools for compulsory
education. There was consensus that both projeictsreced that their concepts work
improving respectively teacher education and teapteessional development.

Activities to transfer QUEST-ideas to other initiatives

There have been several initiatives to transfeasdeom QUEST into institutions involved in
the professional development of teachers. A pdotlie further development of teacher
educators was conducted at VIA. The course wasdb@ssome principles of QUEST
including groups working together during the coward practical tasks where the newly
acquired knowledge was applied. Participants gapesitive feedback. A second
opportunity is under development with the leadgrgiiDanish Science Gymnasiums
(DASG). A working group with representatives fronA\and the universities in Aalborg and
Copenhagen has been formed and will discuss anfofféurther development of science
teachers in upper secondary school based on thedgim



Research activities

Research activities in 2015 were first and forenaostlysing the already collected data and
writing papers for conferences and publication. ©Ongoing new branch is the analysis of
performance data from national exams. Data from QUEchools are compared to other
similar schools. Findings so far are preliminard &ave to be extended with data from 2015.
Analysing the data from year 2012 to 2014 no d#iferes could be found between QUEST-
and other comparable schools. Another analysisatels that those schools in QUEST which
were identified as changing most also improve thident performance to a greater extent
than schools with less obvious changes.

Overall achievements in QUEST

QUEST has developed and successfully implementaddel for teacher professional
development in five Danish municipalities. The midddvased on consensus criteria for
effective professional development including codledtion in subject teacher groups within
the individual school, a long-term perspective a@reral years, a focus on teaching and
learning related issues, inspiration from outsitithe school, and opportunities for
application of new knowledge in the own classrodire project and the underlying ideas are
known in Denmark and are regarded as exemplaryraking a difference compared to
traditional professional development courses. Rabbns in journals and books, conference
talks, and direct personal contacts have contribute

Overall, the participating teachers expressedfaatien with the approach and emphasise
especially the collaboration with fellow colleagwsexl the inspiring ideas and tools directed
towards their teaching. The teachers wish for cautig to develop further in that way. Also
the municipal coordinators who became central &@gun the organisation of the project work
are quite enthusiastic.

Results from research conducted in QUEST confirkrexviedge about collaborative
development processes in teacher groups, but$edalinsights into the details of change
processes in education. The fact that researctJiBST was designed to focus closely on
concrete aims in the project (subject teacher grongtworks and classroom practice) made it
especially relevant for the management of QUESHn{&tive evaluation). Collecting data
directly from teachers in their various projecte®produced knowledge about the impact of
activities and raised the awareness about relabietvseen interventions and teacher
behaviour. The researcher perspectives based cifispesearch knowledge were discussed
regularly with the project management and the mpaicoordinators leading to adjustments
in the activities that helped improving project@arnes further.

Research on subject teacher groups indicated thapg were formed in schools where they
had not been established before QUEST. Over timmbifato more relevant activities for
improving learning was observed in their regulaetimgs at the schools. In the beginning of
QUEST, subject teacher groups were often concesitbdadministrative and organisational
issues like cleaning up the science room or buiergs needed. Through the tasks that
colleagues brought back from the module coursesudsions about what to do in teaching



and experiences from trials became more promiridr@.majority of teachers experienced the
meetings in the groups as inspiring and benefioratheir further development. There were
indications for a growing self-confidence of thésacher groups, and they started to ask the
school leadership for the support and the resouhagshey needed for further improvement.

Monitoring the status of the municipal teacher reeks showed that the number of schools
having an established subject teacher team rosthahthe networks advanced to higher
levels (mostly from initiated to implemented). Adtigh the main work for developing
teaching is done in the subject teacher teamseanthvidual school and a functioning team is
crucial, the bigger teacher networks across schwadsan additional benefit. On the one hand,
they were needed for planting ideas that shoulégken up in the schools. On the other hand,
they became important arenas for exchange andsgiscuexperiences. The network
meetings showed a broader diversity of activitiesta single school could have conducted
thus providing more inspiration. The fact that @praach that did not work in one school was
possible in another helped ruling out that it wasapproach that was unsuited and directed
the focus on how the lesson activity could be catetliin order to make it work better.

Having courses with teachers from several schasl|seldl the teachers to recognise external
resource persons that they could use for insptheg teaching. This included consultants in
the municipality and on a national level, local aadional centres offering science-related
content, people from the university and the unitgillege, and teachers from other
schools. The course structure with several meeway a period of months provided for
diverse and repeated opportunities to meet andwkscommon interests. As a consequence,
the number of professional links between the padiing teachers in QUEST rose and the
importance of inspiration for improved teaching eggezhes from outside grew.

QUEST developed the content of the modules to bBblasn classrooms and provided the
opportunity to test resources during the course dalye project also urged the teachers to try
out ideas in their classes and report the expegemcorder to stimulate implementation and
reflection. The case studies from classrooms, Isotraemos from network meetings, showed
that many teachers quickly adopted tools from tleelutes and that they adapted them to
various degrees to the individual situation. Theeee indications for a shift from what a
teacher does in the class to how students reacana what that tells about learning
outcomes. It became however clear that the cowses not suited as a direct way to an
advanced use of the ideas with a focus on edu@tiprality. There was a need for reflecting
about the experiences in the classroom and a sudstgdaption to improve the effect of the
teaching stepwise. The QUEST-rhythm with the dietiveen teacher network meetings and
work in the subject teacher groups in the individighool provided for both reflection and
adaptation (quality circle). As a consequenceyohgy out ideas from QUEST, the teachers
often reported a greater engagement of their stagdan improved performance, and a better
insight into students’ thinking.

It is not surprising that the shift to reflectiondastudent learning is slow. Teachers still work
under the same conditions as before, leaving amiydd space for changes. In addition, they
interpret ideas that are introduced to them inrtbeirent frame of understanding, and only by
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going through several cycles of trying out andeetihg about outcomes a fruitful practice
can emerge. This result is an argument for longespectives in changing education and a
close follow-up of the implementation of ideas &oals.

Some feedback from teachers hinted at working ¢mmdi hampering the trying out of
activities in classrooms. They reported a lackroktto plan and discuss with colleagues.
Also engaging fellow teachers who were not paréittig in the courses was difficult for

some groups. That may indicate that getting to knew teaching approaches in an active
way through a course can lower the hurdle to touit | also saw an example of teachers who
deliberately chose to use their new knowledge tissbexam performance instead of genuine
learning and understanding. This is probably aecefbf the importance of exams for both
students and teachers as an indicator of success.

Achieving a well-functioning subject teacher graigpended mainly on two factors: enough
time to meet and a sufficient backing from the stteader. Time resources are essential if a
collaborative process is intended. If they areilagkany activity will stop. The importance of
support from the leadership is often stressedhioaicdevelopment, and the study of cases in
QUEST shed light on which kind of support is effeet It is beneficial if the school leader is
informed about the ongoing process, communicaeesdle of the activity into the school
community, shows up to the subject teacher mee(sgficient for parts of it), and helps to
solve problems underway. It is not needed thasth@ol leader leads the process and attends
all meetings. Direct involvement has the functidslmowing acknowledgement and

providing the frame for the group to work.

To set up a functioning project structure in thenmipalities seemed to hinge on a municipal
coordination that had good links to the scienceltees, the school administration, and the
school leaders. Usually, these links were relatedifferent people making the collaboration
between these people decisive. When such a lesal®rtiroke up — may it be because of one
person shifted position or the collaboration didlwork — the activities in the municipality
were weakened. Such phases could be overcome plesugnting the leadership with the
lacking part.

QUEST intended to sustain activities in the teacteworks beyond the project duration.
Normally, projects show a typical development dhaites. In the start, the activity level

rises quickly to continue on a high level over pineject period. At the end there is a more or
less sharp decline in activity. QUEST aimed at enpénting a working model in a first phase
that should be used in the second phase in a moepéndent manner by the municipalities.
The support from the project was supposed to dshi(fiaded guidance) and the
responsibility of the municipalities strengthen&tis should provide for the possibility to
continue the activities on the same or an evendrigtvel (third phase). Plans for spring 2016
show that all the municipalities in QUEST intendctmtinue the further development of
science teaching in the schools that participafbds can be regarded as if QUEST succeeded
in making the project sustainable. However, onetbaske into account that the continuation
depends on funding of the coordinators and theiéies either by the municipality or the
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funds available through prolonging QUEST meanirag the municipal coordinators have
some money at their disposal.

QUEST will like other projects not continue forant time as a “project”. The involved
municipalities have plans for further activitiesarsimilar arrangement like in the previous
year with an opening to new schools. How long thisl phase will last depends on whether
the activities are supported by the responsiblitit®ns in the municipalities. Much more
important than keeping QUEST alive is actuallyltogon to the ideas and the knowledge
about successful collaborative change processes.ligs the biggest challenge for using
what we know collectively because it requires inforg new actors about the ideas, convince
them of the potential benefits, and secure thaintipgementation takes into account all the
factors that are crucial for visible changes.

There are a few points regarding the achievemdr@J&ST that call for follow-up work in
order to sustain and further develop the improveamdirom the teacher network meetings
there is some indication that teachers focus ort vehdo when teaching and to a lesser
degree on how to teach and the outcomes of itsimdar vein, knowledge sharing is often
referred to as putting, for example, a teachingieage in a data base thus confusing
knowledge and information. This is not unexpectiadeswe are used to look at the input side
of the education system when evaluating it becthises easier. Improving student
performance — the ultimate goal of QUEST — requarestical evaluation of student reactions
to the teaching and adaptions that foster betsenieg. This is addressed in the notion of re-
design which was introduced to the QUEST teachmilsadso described in one of the booklets
written to document central ideas from QUEST. Tdaxhers’ capacity to critically redesign
their teaching can be strengthened by sessionsvthey reflect on episodes from classrooms
together with people from outside of the school whn point out weaknesses that may go
unnoticed for the teachers. Such reflection witteeal resource persons requires trust and
hence that the involved know each other.

A second point that needs follow-up is the rangeleés that was introduced by QUEST.
Unlike SINUS where a comprehensive problem analysssience teaching led to 11 content
modules from which the schools could choose, QUES@cted topics that were thought to be
highly relevant and should be introduced to allosds. When teachers have reached high
levels of competence in these fields, other chgbsmmay become visible calling for new
approaches. Also here, access to resources thaisgre solving the new problems is
needed. As a conclusion, it seems to be advisalgeoide for evaluative activities well
beyond the project duration for a project like QUES

What QUEST revealed about change projects

In the following, | discuss some general issuesiagiochange in education that QUEST shed
some light on. The issues are cultural barriersnggahange, the feasibility of sustained
change processes without the provision of resoussescomplexity of changing education.
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Cultural barriers to change

QUEST started out to enhance teacher professi@valabment on the level of whole
municipalities in Denmark by initiating collaborati between subject teachers in science and
technology. This was not established before, aackttvere concerns that Danish teachers
would not be inclined to adopt that approach besafis general Danish school culture
where criticising others openly is not acceptece ploject succeeded in achieving this goal
despite some reservation in some teacher groupe &eginning of the project that were
mentioned in the last KK-meeting on Decembél. 10nterpret the initial reservation as

based on uncertainty typical for educational situwes. The available information was not
enough to give the teachers a clear picture of Wiggt were going to meet and what was
expected from them. This is not to say that infdramawas lacking. | believe that it is not
possible to give the needed information when appba in practice actually is not involved.
Written and oral information can only be an invitatto participate in a new practice and a
promise that this will lead to substantial improweits on various levels. The teachers have to
put some trust into the project because they caewvadtiate likely outcomes of new
approaches without having tried them.

The concern that a certain practice developed énonttural setting is not possible in a
different culture is quite widespread, but | thimi based on appropriate evidence. The
experiences in QUEST add another example of tlaile® concerns were raised in Germany
when the SINUS-programme started in 1998. Therenwazulture of sharing thoughts and
experiences about teaching between teachers, dabiaration between schools concerning
the teaching was lacking. This is from my poinvi&w not a question of a national culture,
but of “general” school culture. That means thatawnmon traits and attitudes of

individuals working together in a school are in ey of collaborating and improving
instruction, but that the school as a social sygtemrides a structure that suggests the staff to
adopt a certain working style. The structure idtbay e.g. curricula and governing laws, the
number of teaching hours, the number of studendsdlass, available teaching resources, and
parental expectations. The working style emerga® fall these factors making the school
functioning regarding its explicit and implicit asmThe individual teacher has only limited
possibilities to deviate from the established wogkstyle which is the reason why change in
schools depends on collective and collaborativecguhes.

What happened to the teachers participating in QU&Ss that they realised the advantages
of talking to fellow colleagues about what they esignced in their teaching, what they
struggled with, and how they could cope better.yldéeerienced that the offered teaching
approaches and tools were feasible by trying thetist with other teachers in the course.
Later in their classrooms, they found that the tbgcal ideas and tools improved their
interaction with their students and that their wss actually feasible within the frame of their
teaching conditions. All this made the teachersigatly accept the working mode in QUEST
given the freedom to do so by being a member optbgct.

Sustainability of project results
A second goal of QUEST was to make the achievedgd®in how subject teacher groups
worked together sustainable beyond the projecbdefihe project was, hence, designed to
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start with modules that introduced the teachetwt® they should collaborate and to what
they could use to improve their teaching. The pguditing teachers were supposed to carry
their knowledge into their schools, recruit fellt®achers into the collaboration, and bring
their experiences back to the teacher networkskaexjuent course days. In this process of
conveying and testing ideas and tools another peosas embedded in order to make the
project sustainable. Actions were initiated to @wip structures where certain people took
over some responsibility. The responsibility hathéoshared between different levels — the
municipal, the school, and the subject team levelerder to prepare the municipalities and
schools to take over after the project had endethd second phase of the project, this
approach was further intensified, encouraging thegls and networks to continue under
their own premises. There was the idea of buil@irsgipport centre that could help the groups
in the building up of resources and to fade thelgice following the progress in taking over
responsibility.

Forms of sustainability

Initiating and implementing innovation by projecdsa common idea in many areas.
Experience from education showed that the innomataisually not sustained beyond the
project duration. Despite these robust findingerétrseems to be widespread belief or at least
hope that the good ideas of such projects canfbetiee also without further resources and in
competition with new projects that receive extefoading. Since any change in the
educational system that is supposed to benefitients is dependent on putting in some
work that can affect the intended changes, suatiaflof a self-sustaining, continuous
change process without further support is flawdte &ample of medicine where it is hardly
imaginable that a new treatment is not instituticea by supplying the needed money and
knowledge may show how innovation is handled irep#ectors without claiming that
changes in medical treatment are of the same dliffi@as changes in education.

Sustainability of QUEST beyond the project durattan be understood in many different
ways. In the application to the Lundbeck foundat@QWEST refers to the idea of
sustainability by distinguishing between the impéeriation of a project that affects some
changes and the institutionalisation where maiohosls adopt the support of the further
process. Regarding support from the school, thécgipn mentions two crucial aspects of
institutionalisation: budgetary provisions and teas’ lesson plans implying that resources
are needed which have to be taken from other &esviBy this, QUEST moves further than
the above criticised belief of self-sustaining agamdependent of support measures. Here, |
want to introduce two notions, continuing project anstitutionalisation, which describe
different forms of continuation of innovation profs. One should be aware that there can be
more forms that are gradually distinct from the vl that transitions between the forms are
possible. The possibility of transitions does afsdude that an institutionalised practice can
be terminated, i.e. also positive changes can\ersed.

The first notion, continuing project, means thabalmost of the project activities carry on for
a certain period of time. Participants can be farpseticipants and/or new ones. Rationale
for such a continuation is either to give more timéhe development in order to further
improve and stabilise the new practice or to expgheenefits to new schools. The
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organisation of a continuing project is charactatiby typical project features: separate
funding over a limited amount of time, involvemeftformer project staff, and similar
working structures and content as in the origimajJgzt. Continuing projects can carry on as
long as there are enough participants and the deedeurces are available.

The second notion, institutionalisation, | usetfe broader implementation of a general
concept — in this case the concept of effectivelteaprofessional development that improves
students’ performance. It is aiming at improving turrent system by developing new
practices in a reflective and collaborative waydeds to be based on research knowledge, an
evaluation of outcomes, and adaptations of thetigeacSuch change processes do not only
affect the schools and the teaching there, buta@tlser parts of the education system that are
involved in delivering education. In a long-ternrg@ective, the system is not only
developing new practices, i.e. how a school adrratien is organising competency
development of its teachers, but is also subgtigutistablished ones that are less efficient.
The point of wider effects in the education systaakes institutionalisation more complex
than projects and more vulnerable to disturbariossitutionalisation is dependent on the
political will at all levels involved and an awaess of possibly interfering decisions from
other processes. In other words, institutionalisatieeds a shared goal and a strategy where
actions are tailored to meet the requirements grcgessful implementation.

Sustainability of different initiatives

In the following, | want to compare QUEST with tNerwegian SUN-project (Skoleutvikling
i Norge) and the German SINUS-programme which nespboth the Scandinavian projects
in order to illustrate the achievements regardumganability beyond the project period after
the funding had stopped.

SINUS

The SINUS-programme was a nationwide teaching dgweént effort with a five-year initial
phase and two consecutive phases of two yearsteaghnead the experiences to new schools.
This provided for good opportunities to identifypporting and hindering factors and to adapt
approaches accordingly. SINUS received wide attarii Germany because of its size and
outcomes. There were, however, distinct regiorfémdinces due to the diversity in the
German education system where the federal statdshresponsibility. SINUS developed a
twofold network structure. First, there were thbjsat groups in the individual schools linked
to other schools in local or regional networks with federal state. In addition, some
collaboration on school level happened across &déates. Second, there was a network of
coordinators which spanned from the federal statellto the national level. Towards the end
of the programme, the coordinator network askedfoontinuation of activities on the
national level, but because of the distributed saspbility the logistical and resource-related
challenges could not be overcome.

However, many federal states continued activitieséveral years with funding from the
respective institutions. The idea of instruction@lepment in networks was also used in new
subject areas (support of students with migrat@ckground) and for other change processes
like curriculum development and development oforadl education standards. Providers of
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teacher professional development in the federt¢staere involved in the SINUS-
programme and often also in follow-up activitieeng ran courses for teachers that referred
to SINUS for at least some years. Since there systematic evaluation of effects of the
SINUS-model on the providers, it cannot be saidtthwreany general change in the provision
of development activities in these institutionswoced.

SUN

The SUN-project ran in Norway from 2010 to 2013aar regions. Despite a common
description of aims, problems, and approaches tlere considerable differences in the
regions. SUN had, from my point of view, the lowlestel of coordination across the regions
of the three mentioned projects. There were yeaadgtings between those involved in
running the project in the regions about experisrased milestones for the project. Activities
in the regions differed considerably in the degreeatering for the development of new
knowledge about teaching, trying out and reflecongexperiences. | know that activities
ceased in one region at the end of the projectaladack of financial resources for
coordination, but there was also one region thaticoed to spread the project. In this region,
acquiring funds was crucial. This was done in desystic way approaching the school
owners who have resources for teacher professamvalopment at their disposal.

QUEST

In regard to the sustainability of the working stiures, QUEST can also point to some
achievements. The handing over of the responsilbditthe second phase and the
development of a municipal network of schools aathers worked in all municipalities.
There are some variations in what is done (to@osl) how it is done (arrangement of
meetings), but this was rather expected given logatlitions and the influence of individuals
and their preferences in social systems. Therksasthe prospect of a continuation in 2016
which is due to the will of the municipalities, theordinators, the school leaders, and the
teachers. This is facilitated by the fact that sttiavill still have some financial resources
because the project has been prolonged. All muaditigs have scheduled at least two
network meetings in spring 2016 and open the follpato new schools. These activities can
be seen as continuing projects, now in responilafithe municipalities.

In two of the municipalities there are other irtittas under way that have a broader scope.
Randers has developed a strategy for the improveofi¢he professional competence of
teachers in the subjects Danish, mathematics aedjfolanguages. This should be achieved
by establishing professional learning communitiethese respective subjects following the
approach in QUEST. Coordinators for these subjeate been hired, and they are supposed
to work together with the personnel involved in @&JEand its local follow-up project in
science and technology. Aarhus has started aatimgiin 2014 inspired by QUEST in order
to fulfil the new requirements for teaching compe (KOPRA). It includes the subjects
Danish, mathematics, and science/technology. Theses for the teachers, which are run by
VIA, are meant to become networks, and the pasdtaig teachers are supposed to pass on
their new knowledge to fellow teachers at theiroagghthus, forming a subject teacher group.
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The plans in the two municipalities can be regaraed step towards institutionalisation
because they are aiming at all schools and sesebgcts. They have a long-term perspective
and include features like subject teacher group€ €, teacher networks, and coordination.
With the information available and given the acttake of the initiatives, it is not possible to
say that they are or will be an institutionalisataf QUEST. | want to discuss one feature of
both initiatives that may raise a concern whetheytcan function like QUEST.

In QUEST, the principal goal was to improve studeperformance by means of
collaboration of teacher teams regarding theirucsion. The subject teacher group in the
individual school had, thus, a crucial role whicasnexplicitly described in the agreement
between municipalities and the QUEST-project. T mitiatives in Randers and Aarhus,
however, mention the improvement of teacher conmpgte as an aim, and this seems to be
connected to the new formal requirements for tegchompetency. Insofar as a formal
qualification is connected to an individual teaglieraises the question whether teacher
networks and PLCs in the new initiatives will fulect in the way it was shown in QUEST.

From the available information about KOPRA it canilmplied that teachers who are in need
of further formal qualification (up to 30 ECTS ptihare sent to courses at VIA. These
courses are said to be organised similar to the &IUBodules, but there certainly has to be a
somehow different focus since teachers are suppoda#te an exam at the end of the course
designed to approve subject competency. Thesedesaale also supposed to involve their
fellow teachers at the own school. Whereas thasngndatory part of the teacher’s
qualification process, his or her colleagues aténwuded in the same process. Given the
reported difficulties in some of the QUEST-schdolsnvolve their colleagues in joint
activities, this blending of a formal and an infamevelopment process under tightened time
conditions for collaboration is a threat against fimctioning of the initiative. Two crucial
guestions concerning the success of KOPRA are whétk teachers in the schools have
enough time to listen to their colleague and wodether with him or her and whether the
teacher groups can establish a shared intereswiglaping their teaching. Without a clear
support from the project itself, these tasks semmdemanding for the teacher trying to
improve the own qualification.

The initiatives in Randers and Aarhus give hopeé dharoader anchoring of experiences from
QUEST in municipal structures may happen. Thereagever, the threat that a teacher
professional development initiative which has gonmal character becomes weakened by
linking it to a formal competence requirement. Bllecation of resources, the different status
of teachers, and a focus on formal qualificatiormsy head to a situation where the motivation
for collaborative activities is no longer sufficten

Complexity in educational change

The previous section showed how QUEST succeedsdssiiaining project ideas. First, it
secured the continuation of activities in all mipadities beyond the year 2015. Like in the
other two projects in Norway and Germany, for camition required that financial (for
personnel and arrangements) and structural reso(zcoerdination) were available and that a
political will at a relevant administrative levebw in place. Although differing in scale, the
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activities following the three projects have agaatures of a project: former project staff,
new funds limited in time, termination when ainachieved, done in addition to “normal”
work in the institution. Although such follow-up@ects are one step forward, they are
probably not enough to produce substantial chaimgéee education system. Here, QUEST
can point to a second step: the initiatives in Randnd Aarhus implementing QUEST
features in school development across the wholaaipatities. It remains, however, unclear
whether these initiatives will lead to institutidisation since the national level, which has
legislative influence on the Danish school systesmpot involved, but seems to impact the
organisation of the initiatives. The national reguoient for a certain level of formal
competence in the teaching subjects that is adebteaghe two initiatives may compromise
the functioning of the collaborative approach inERT.

Experiences from QUEST point once more towardstmeplexity of improving school.

They show how many steps from the original idethéonew practice in a classroom have to
be taken and the either supportive or hamperirgente of institutions and individuals on
almost all possible levels. In QUEST, many of thechanisms have become visible allowing
for adjusting actions and re-establishing condgidaring the project. The transfer of
research-based knowledge to the classroom doemhotean translating academic texts
into more comprehensible forms, but also to apipdyitleas in practice and reflect on
experiences and further adaptions. The implememtati new practices requires
contributions from all levels in a system. Thers t@be a top-down component
communicating the direction of the innovation ane framing conditions. The actual process
of implementation happens in the classroom andanlter groups and has to be owned by the
teachers. From them, information has to travel ugs/é allow for securing the support and
additional actions to enhance the improvement.ck & proper communication impacted
more than once on the work not only in QUEST.

At the previously mentioned status meeting at thiedbeck foundation, Jens Dolin talked
about different levels within the school systent #&em to be separated to some degree,
being able to make independent decisions thatialk®nce the performance at the other
levels. There seem to be no mechanisms that prewendecision at one level from
countering decisions at another level. It is, hosveunclear whether a better coordination of
the levels by providing communication fora is aprapriate solution. Communication is
needed to coordinate, but is no guarantee forhagpen. This will only happen if the
different levels are interested in the same aimaaedwilling to accept the systemic nature of
the system.

A deeper problem seems to be the inner logic othsystems. | would like to explicate this
by looking at political responsibility and leadashNVhen a system works, it is enough and
probably best to do nothing. When problems becoisible, immediate measures are
expected which often do not meet the requirementstfitable reactions. In addition,
ideology-based decisions contribute to a back artthi fnovement in terms of activity
strategies, consume resources within the system tteavoiding strategies by the involved
teachers, and disturb long-term processes. Sina&siogics function in other subsystems of
education, there is always the dilemma of configiinterests. What is needed to improve is a
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wide consensus about the long-term goals and alalibsteady reflective process. The
teaching profession has to become a professionstheds steered by political agendas and
more responsible for the development of quality #ews through improved learning and
improved relevance of teaching seen from a stuglerspective.

| have not much hope that a general change ofypobacerning long-term strategies is
coming soon. So far, | have heard of two counti@sand and Singapore, which developed
their school systems over decades with the ainsimigtthe human resources to the highest
degree with visible success in international conspar. | wonder, however, why other
funding agencies do not fill the strategy gap agdd influence policy. Instead of expecting
new projects to promise the impossible, they cabloose approaches that really have
evidenced their potential and found a centre thatthe resources to develop further,
distribute, and implement those ideas in the faldr a long time. QUEST, for example, has
showed its potential to improve teaching and scleatilre, but it will take additional years
of intensive work in order to show to what degrelea®ls who adopt a collaborative approach
for the development of teaching can outperform iogiclools regarding cognitive and
affective indicators. If it were possible to comtnworking with some schools and document
convincing effects on the classroom and studera Jékis would lend strong arguments to a
different approach of competency development imslshthan prescribing formal education
requirements for teachers. It would also break withpattern of implementing ever new
projects without bringing them to a state wheregy tteally become alternatives within the
current system. Such an effort needs independadirfg agents which can decide free from
political needs and educational fashion.
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