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Universities invest significantly in professional development for teaching staff, yet
questions remain about the long-term value and impact of such initiatives. This paper
presents findings from a longitudinal mixed-methods study evaluating a ten-week
professional development course for university educators, conducted between 2020 and
2024. Drawing on adult education and professional development theory within the
context of academic development in higher education, our study explored which course
elements participants identified as contributing to successful outcomes and examined the
sustained personal and professional impacts. Key factors contributing to success
included the course’s relevance to participants’ roles, the authenticity of tasks,
opportunities for reflection, and the seamless integration of technology, content, and
pedagogy. The course design effectively supported a diverse cohort of educators, from
eatly career to senior academics, by accommodating varied needs and aspirations.
Participants reported immediate gains in pedagogical knowledge and teaching practice,
alongside longer-term benefits such as enhanced confidence, leadership opportunities,
and career advancement. The findings affirm that well-structured, contextually grounded
professional development can foster meaningful and lasting change. This study
contributes to the evidence base supporting strategic investment in professional
development and highlights the importance of designing inclusive, reflective, and
practice-oriented learning experiences for higher education professionals.

Introduction

The post-2020 educational landscape has prompted higher education institutions to re-
evaluate teaching and learning support amid widespread disruption. The Covid-19
pandemic intensified academic and socio-emotional disparities, and has resulted in
educators navigating remote, hybrid, and in-person modalities. These shifts exposed
systemic inequities and underscored the need for equity-centred pedagogies (Biberman-
Shalev & Sabbagh, 2025). Simultaneously, global pressures demand that universities
prepare students for complex, interdisciplinary challenges, requiring educators to become
high-level knowledge workers capable of innovation and collaboration (Ventista & Brown,
2023). This evolving context raises concerns about the adequacy of existing professional
development (PD). Kools and Stoll (2016) argued that sustained, high-quality PD is
essential for institutional adaptability, yet many initiatives remain fragmented and
misaligned with real-world challenges (Fairman et al., 2022). Effective PD must be
reconceptualised as a strategic investment, with tailored training, mentorship, and time for
collaborative inquiry (Darling-Hammond & Hyler, 2020).
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This paper reports on a longitudinal study evaluating the efficacy of the Teaching and
Learning Principles and Practice in Higher Education (TLPPHE), a professional development
course for educators, designed and taught by an academic development team at an
Australian university to address the challenges identified eatlier. The study investigates
four research questions: (1) What pedagogical, curricular, and relational features underpin
TLPPHE course’s success? (2) What aspects of TLPPHE contribute to participant
satisfaction? (3) How has the course inspired change in participants? and (4) In what ways
has change occurred in knowledge, attitudes, and teaching practices? Findings aim to
inform future PD design that equips educators to meet contemporary demands.

Literature review
Professional development for tertiary educators

Teacher professional development (PD) in higher education is a continuous and
multifaceted process essential for enhancing teaching quality and improving student
learning outcomes. Given that teaching occurs in unstructured and dynamic environments
(Larson et al., 2019), academics are positioned as life-long learners (Duta & Rafaila, 2014)
who engage in both formal programs and informal workplace learning (Gerken et al.,
2016). Despite definitional differences, a shared emphasis in the literature is that PD
enhances teaching practices and, in turn, student achievement. Darling-Hammond et al.
(2017) emphasised that structured professional learning can lead to measurable
improvements.

PD is particularly important for new academics, some of whom lack prior pedagogical
training. Structured programs, such as postgraduate certificates, are widely used to ensure
teaching quality (Stewart, 2014). These programs typically cover pedagogy, curriculum
design, assessment, teacher beliefs, and identity (Dutd & Rafaila, 2014). Research
consistently demonstrates the positive effects of PD on teachers’ knowledge, skills,
attitudes (Phuong et al., 2018), professional identity (Nevgi & Lofstrém, 2015), and
engagement in collaborative and reflective practices (Onyura et al., 2017). Collectively, the
literature positions PD as a core institutional responsibility, necessary for developing
teacher identity, supporting staff well-being, and ultimately enhancing student learning.

Successful professional development programs

In response to rapidly shifting societal, technological, and educational demands, higher
education institutions face growing pressure to create learning environments that are
rigorous and relevant. Central to this transformation is the need for educators to deepen
pedagogical expertise and design learning experiences that promote authentic inquiry,
critical thinking, and connection to students’ lived realities (Darling-Hammond et al.,
2019). Achieving these goals requires professional development (PD) that is systemic,
sustained, and research informed. Successful PD programs are characterised by thoughtful
design, pedagogical relevance, and institutional alignhment. Key factors influencing
participant satisfaction include clear objectives, relevant content and activities, appropriate
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duration, and skilled facilitation (Muammar & Alkathiri, 2022). These elements form the
foundation for effective planning and evaluation.

For eatly-career academics, structured design, purposeful content, and robust assessment
mechanisms are especially important (Sanchez-Tarazaga et al., 2022). Engagement and
impact are further enhanced by voluntary participation, diagnostic needs assessments, and
institutional incentives such as recognition and career advancement opportunities
(Meizlish et al., 2017). Beyond structural features, collaborative learning and strategic
leadership are vital. Powell and Bodur (2019) highlighted the importance of learning
communities, instructional leadership, resource allocation, and data-informed decision-
making in guiding PD design. These components foster sustained instructional
improvement and institutional coherence. Importantly, effectiveness of PD depends on
offering varied learning opportunities (Norton et al., 2010). Overall, the literature affirms
that effective PD is not a one-off event but a continuous, collaborative, and contextually
grounded process. When aligned with institutional priorities and educator needs, PD
serves as a powerful catalyst for pedagogical innovation and professional growth.

Academic development and professional development

In North American, European, British, and Australasian contexts, professional
development (PD) for educators has traditionally been led by academic developers, and
more recently by educational developers (Aitchison et al., 2020). Early definitions of
academic development (AD), such as Amundsen and Wilson (2012), focused on
improving instructional quality, reinforcing pedagogical enhancement as its core. While
this emphasised professionalised teaching, it also narrowed AD’s scope by overlooking
the multifaceted nature of academic work. Contemporary scholarship advocates for a
broader, integrated model of AD that encompasses research, leadership, service, and
engagement. Boud and Brew (2013), Fyffe (2018) and Sutherland (2018) argued that AD
should operate across individual, departmental, institutional, and sector-wide levels. This
expanded view positions AD as a strategic mechanism for shaping academic cultures and
practices in response to the complexity of modern academic roles.

Blackmore and Blackwell (2006) exemplified this shift, defining AD as a process that
supports an integrated faculty role, fosters community engagement, and promotes
evidence-based practice. Their model foregrounds relational and reflective dimensions of
academic work, encouraging alignment between teaching, research, and service. Adopting
an integrated AD framework within PD courses ensures initiatives are holistic rather than
siloed. It supports academics in navigating diverse responsibilities, cultivating professional
agency and contributing to cohesive academic communities. Such an approach is vital for
preparing educators to meet evolving challenges and foster environments of innovation
and excellence.
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Methodology
Theoretical framework

This longitudinal study examined participant perceptions of the professional development
course Teaching and Learning Principles and Practice in Higher Education (TLPPHE), using a
mixed-format survey to capture both quantitative patterns and qualitative insights. Rather
than focusing narrowly on satisfaction, the study explored the course’s multidimensional
impact on professional practice. Grounded in adult learning theory, particularly Knowles’
(1984) andragogical framework and its application in higher education (Powell & Bodur,
2019), the research assessed how the course fostered autonomy, relevance and experiential
engagement. Knowles’ five assumptions about adult learners: self-direction, experiential
richness, readiness, real-world orientation, and intrinsic motivation, guided the evaluation,
alongside four pedagogical orientations emphasising learner involvement, contextual
relevance, and problem-centred instruction. This theoretical lens provided a robust
foundation for interpreting participant responses and informing future professional
development initiatives that are learner-centred, contextually grounded, and pedagogically
sound.

Conceptual framework directing the study

This study has adapted and adopted Desimone’s (2009) and Evans’ (2014) professional
development models to guide analysis of the effectiveness of the TLPPHE course. Five
core features identified by Desimone (2009): content focus, active learning, coherence,
duration, and collective participation, form a causal chain linked to improved student
outcomes. Desimone (2009) suggested that shifts in teacher beliefs and knowledge often
precede changes in practice, while also allowing for flexible, non-linear growth pathways.
Evans (2014) reinforces this adaptability, suggesting that professional development can
occur through change in one or more dimensions without requiring full transformation.
When educators acquire knowledge and skills that result in improved practices, growth
may emerge across varied components. Together, these models support a conceptual
framework (Figure 1) that accommodates both structured design and emergent,
individualised learning experiences. This dual emphasis enables a nuanced evaluation of
the course’s impact on professional practice and student learning, reflecting the complex
realities of educational development.

Research context

The TLPPHE is one of the two courses in the Professional Certificate in University Teaching,
designed for educators of any level (including permanent, contract, and casual staff, junior,
mid-career and senior staff). It has been offered since 2020, typically with two iterations
per year. The curriculum supports self-directed learning and is centred around five online
core modules: How students learn; Evaluation; Assessment; Design; and Scholarship of
teaching and learning (SoTL). The course was offered at the University of South Australia,
prior to the amalgamation with The University of Adelaide. It is currently under review
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Figure 1: Conceptual framework for evaluating efficacy of professional
development course (adapted from Desimone, 2009; Evans, 2014)

for offering at the newly established Adelaide University. The content of the course is
delivered through five two-hour workshops across ten weeks and students can attend
physically or virtually. The teaching team (minimum three-four) comprises academic
developers and learning designers. The synchronous workshops focus on scaffolding the
development of skills for the completion of the three assessments: (1) Negotiated learning
plan (NLP), where participants identify one or two projects they would like to implement
to address a current teaching and learning challenge; (2) Teaching philosophy statement,
where the participants deeply reflect on their role as educators; and (3) Portfolio, where
they demonstrate and reflect on their self-nominated measures of achievement related to
their identified project. Each assessment must be associated with the core modules and
reference appropriate literature.

Data collection and analysis

This study was approved by University of South Australia’s Ethics and Compliance
committee (Protocol ID: 206149). To address the research questions, two data sources
were employed: an anonymous online survey (N=24) and de-identified participant
assessments (N=54), comprising 54 NLPs and 20 Portfolios. The survey, administered via
Qualtrics in 2024 to approximately 80 TLPPHE graduates (2020-2024), achieved a 30%
response rate. Designed to elicit both measurable and reflective feedback, the survey
included 22 closed-ended Likert-scale items and some open-ended questions (survey
questions are listed in Appendix 1). The close-ended questions were informed by Powell
and Bodur (2019) and included demographic profile, relevance, usefulness, interaction and
collaboration, authentic tasks, reflection, intersectionality of technology, pedagogy and
learners, and personal/professional development. The three open-ended questions
investigated perceived growth, and the course’s impact on teaching practice. The survey
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was collaboratively designed and iteratively validated by content experts to ensure
relevance, conceptual clarity and contextual reliability.

The study adopted a pragmatist methodological orientation integrating quantitative and
qualitative approaches to capture the complexity of PD. Quantitative data were analysed
using jamovi (v2.6.44; The jamovi Project, 2025), with descriptive statistics (frequencies and
percentages) calculated for demographic variables and survey responses across six key
categories. This enabled pattern identification in participant satisfaction and perceived
efficacy of the TLPPHE course. Qualitative data from open-ended sutrvey responses and
course assessments were manually analysed using manifest content analysis (Bengtsson,
2016). Data were compiled in Excel and coded across categories such as career stage, goal
setting and achievement, personal and relational changes, and pedagogical features.
Bengtsson’s four-step process, decontextualisation, recontextualisation, categorisation,
and compilation, was used to ensure analytical rigour. Verbatim quotes were included to
illustrate participant perspectives and enrich interpretation. Triangulation of survey and
assessment data enabled cross-validation of findings and deeper insight into how
educators at different career stages experienced and applied course content. This dual-
format approach moved beyond attitudinal metrics to examine how the course had
impacted on participants’ learning experience.

Results

Demographic data

Over 60% of the survey sample were female and 50% were in the early-career stage
tfollowed by 37.5% in mid-career (Table 1). These proportions are largely representative of
the collated 2020-2024 participant data in which 45% of participants were in the early-

career stage and 37% from the mid-career stage.

Table 1: Demographic profile of respondents (N=24)

Item Category n |Percent
Gender |Female 15 | 62.5%
Male 9 | 37.5%
Career  |Early 12 ] 50.0%
stage Mid 9 | 37.5%
Senior 3 | 12.5%
Academic |UniSA Online - unit that offers exclusively online programs | 5 | 20.8%
unit and courses across multiple disciplinary groupings
CHS - Clinical Health Sciences unit 5 1 20.8%
STEM - Science, Technology, Engineering and Maths unit 3 | 12.5%
Education Futures - Education unit 2 | 83%
Other - all other units (e.g. University Pathways) 9 | 37.5%

Over 20% of the survey sample were from UniSA Online and over 20% from Clinical
Health Sciences, followed by STEM (12.5%), and Education Futures (8.3%). The collated
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2020-2024 participant data mostly showed minor differences in academic unit
representation, for example Clinical and Health Sciences (20.4%), UniSA Online (19%),
and Allied Health and Human Performance (16.9%). Attendance mode was most
commonly a hybrid mode of face-to-face and online (50%), followed by face-to-face
(29.2%), with most respondents completing the course in 2024 (29.2%).

Findings

This section reports on the themes arising from analysing both data sets. Content analysis
was conducted on 54 NLPs and 20 Portfolios, from 54 participants. Only 20 portfolios
were analysed due to saturation (White & Cooper, 2022). Additionally, qualitative
responses and some relevant quantitative data from the Qualtrics survey are included in
this section. The number of responses varies per section; thus, each section indicates the
number of responses per question (e.g. “3/20 stated X”). Following a top-down
approach, analysis was guided by the themes of the research questions.

1. What pedagogical, curricula and relational features contribute to the course
success?

1.1 Theories and literature

Portfolio assessments revealed that participants engaged with a wide range of educational
theories and models introduced throughout the course. These theoretical frameworks
were cited not only as intellectually stimulating but also as personally meaningful and
professionally actionable. The most frequently referenced theory was Constructivism
(n=10), followed by Social emotional learning theory (n=4) and Behaviourism (n=4). A
diverse array of other theories was mentioned once each, including Problem-based
learning, Community of inquiry framework, Action learning theory, Adult learning theory,
Operant conditioning, Information processing theory, VARK model, Experiential
learning cycle, Narrative/ storytelling pedagogy, Cooperative learning, Boyet’s dynamic
nature of teaching and Rolfe’s reflective cycle. This breadth of theoretical engagement
suggests that the course successfully exposed participants to a rich pedagogical landscape
and fostered independent critical thinking as educators in relation to their own contexts.

The prominence of Constructivism may reflect its accessibility and relevance to
contemporary higher education contexts, but it also points to a potential over-reliance on
familiar paradigms at the expense of more critical or emergent frameworks. Moreover,
while participants described these theories as inspirational or aligned with their personal
teaching philosophies, the data does not clarify how deeply these theories were
operationalised in practice.

1.2 Other curricular aspects

Beyond the core modules and theoretical content, participants identified several additional
curricular components as contributing to their professional growth. Notably, the
development of a teaching philosophy statement was described as a transformative
exercise by some, for example, “...[a] highlight was writing the teaching philosophy
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statement. Utilising knowledge gleaned from the core modules aided my reflection”

(P#51) and,

“learning about the purpose of teaching philosophies was eye-opening for me and a very
new experience, firstly I didn’t know that academics had one! It has helped me reflect on
my teaching practice and what type of teacher I want to be.” (P#33)

These reflections suggest that the activity served as a vehicle for identity formation and
critical self-appraisal, particularly for those unfamiliar with the concept. Other curricular
features cited included enhanced understanding of course design and assessment
alighment evidenced by,

“it [the TLPPHE] deepened my understanding of educational theories and effective
teaching strategies, leading me to think critically about what makes a good teacher, how
students learn, and how to design courses and assessments that align with institutional
principles, policies, and evaluation processes.” (P#22)

These comments reflect a growing awareness of pedagogical coherence and institutional
alighment, suggesting that the course supported participants in bridging theoretical
knowledge with practical design considerations.

1.3 Relational features

Relational dimensions of TLPPHE course were identified as contributing to participant
success by several respondents. Specifically, 9 out of 54 participants (approximately 17%)
explicitly referenced relational features such as instructor support, peer interaction, and
collegial engagement, as influential in their learning experience. While not a dominant
theme, these responses underscore the significance of interpersonal dynamics in shaping
professional development outcomes.

Instructor support and responsiveness

Participants expressed strong appreciation for the teaching staff, particularly in relation to
feedback quality, responsiveness, and emotional support. These relational interactions
were described as pivotal in enabling participants to navigate challenges and persist
through the course. For example,

“I owe a lot to the Teaching Innovation Unit at UniSA; the courses and workshops have
been invaluable. Six months ago, I would not have been able to write even this
Introduction. The feedback I received was positive and encouraging (P#35)”

P#42 affirmed this view,

“This course and its esteemed faculty have supported me very well as I faced many
challenges (time and schedule related). Without their consideration and care it would be
very difficult for me to learn and complete this course at my own pace.” (P#42)

These reflections suggest that relational support extended beyond technical guidance to
include affective dimensions such as encouragement, empathy and flexibility, critical for
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time-poor adult learners. Such features may be particularly valuable for adult learners for
building expertise and confidence.

Peer interaction and collaborative learning

Several participants also highlighted the value of peer interaction, particularly in small
group settings and collaborative tasks. These engagements were seen as instrumental in
deepening understanding and refining assessment strategies evidenced by,

“I enjoyed small group discussions and learning about others” progress... I could see the
change in my approaches when engaging with the students and how they engaged with

me” (P#31).
This was further reiterated by the following comment,

“Negotiated Learning Plan exemplars and various group discussions in class and
reflections during this course are really helpful to find and address the mismatch and

ambiguity of the plan” (P#5).

These comments point to the role of peer dialogue in fostering metacognitive awareness
and promoting critical engagement with course content. While important for some, the
limited number of participants who referenced peer collaboration suggests that others
were happy to pursue their own self-directed learning goals independently as allowed by
the flexible design of the course. Nevertheless, this aspect is something the teaching team
has also observed and valued.

General endorsement
One participant offered a broad endorsement of the course, attributing its value to the
teaching team’s efforts:

“I thank the teaching team for putting together and delivering such a useful course. I will
be highly recommending it to my colleagues” (P#19).

Although relational features were not widely cited, the depth of appreciation expressed by
those who did reference them suggests that interpersonal support both from instructors
and peers, can play a meaningful role in enhancing engagement and persistence. The
tindings indicate that relational dynamics may be particularly salient for newer or more
isolated teaching colleagues. However, future iterations of the TLPPHE course may
benefit from more intentional integration of collaborative structures and relational
pedagogy to ensure these benefits are equitably distributed.

2. What aspects of the course contributed to participant satisfaction?

Responses to survey questions 1-21 were instrumental in addressing Research Question 2,
which explored the aspects of the TLPPHE course that contributed to participant
satisfaction. Figure 2 synthesises the data, mapping participant responses across six
thematic domains: relevancy, usefulness, interaction and collaboration, authentic tasks and
activities, reflection, and the intersectionality of technology, pedagogy, and learners. While



628 Professional development for university academic staff: Conrse impact and educator growth

the graph provides a consolidated visual overview, it is important to interpret these results
with nuance. Aggregated percentages may obscure individual variation and contextual
factors influencing participant experience. For instance, high levels of agreement across
most items suggest overall satisfaction, yet pockets of neutrality or disagreement though
numerically small, may signal areas requiring further investigation or refinement.

Survey Responses

Intersectionality of T/P/L: The facilitators used appropriate
pedagogies toengage learners

Reflection: Reflection is integrated throughout the course
enabling them to change, grow, and enhance

Authentic tasks/activities: The things learnt in the course
could be applied to their own teaching

Interaction: The interaction and collaboration activities
contributed to new ways of thinking and learning

Usefulness: The course was useful in addressing their
teaching needs.

Relevancy: Assessments were relevant to their teaching
and leaming needs

0 0.2 04 0.6 0.8 1

B Strongly Disagree Disagree Neutral Agree Strongly Agree

Figure 2: Course characteristics that contributed to participant satisfaction

2.1 Relevancy

Respondents indicated a high level of satisfaction with the relevance of the course content
and structure. All participants agreed that the course met its stated learning objectives, and
over 95% agreed or strongly agreed that the assessments were relevant to their teaching
and learning needs. Similarly, 91% affirmed the relevance of the core modules in
developing their pedagogical knowledge and skills. The hybrid workshop format and
sequencing of content were also positively received, with 87.5% agreeing or strongly
agreeing that these elements met their needs, although 12.5% remained neutral. This
suggests that while the majority found the format effective, a small proportion may have
experienced limitations in accessibility or engagement.

Assessment design emerged as a particularly valued component, 87.5% agreed or strongly
agreed that the assessments enhanced their ability to assess students, and 95% found them
relevant to their career stage. However, 4.2% expressed disagreement, indicating that for
them, the assessments may not have aligned with their professional context or
expectations. Positive responses reinforced the perceived value of assessments, for
example,
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“I am really happy with the assessments of this course as they gradually improve our
teaching and at the end of the day, we can produce something meaningful to use in our
courses” (P#16)

and

“The assessment instruction as well as it seems thete is variation of method” [sic]

(PH27).

These comments suggest that participants appreciated both the developmental trajectory
and methodological diversity of the assessment tasks.

2.2 Usefulness

All patticipants agreed/strongly agreed that the course allowed them to evaluate an aspect
of their practice to construct a response ot intervention. Over 95% agreed/strongly
agreed that the course was useful in addressing their teaching needs. Additionally, over
91% agreed/strongly agreed that the course was practical and beneficial in informing their
knowledge of teaching and practice, with 4.2% disagreeing. When asked to elaborate on
this last question, responders expressed the course was useful and relevant and the
content could be directly related to their teaching, evidenced by,

“Assessments were very useful because they made us produce things that we could use in
future (teaching philosophy statement, portfolio of wotk addressing a problem/issue
chosen by us” (P#17).

2.3 Interaction and collaboration

Over 91% of participants agreed/strongly agreed (4.3% disagreeing) that the course
provided an opportunity to interact with peers, and that the interaction and collaboration
activities contributed to new ways of thinking and learning. When asked if the course
encouraged collaboration with peers, which resulted in new knowledge and learning from
other educators, over 82% agreed/strongly agreed, with 4.3% disagreeing.

2.4 Authentic tasks and activities

When asked if elements learnt in the course could be applied to their own teaching, over
91% of participants agreed/strongly agreed. Just over 83% of participants agreed/
strongly agreed that the activities and assessments were intellectually stimulating and real
applicability to their citcumstances. Additionally, 87% agreed/strongly agreed the activities
and assessments acknowledged classroom realities, considering diverse student interests,
learning styles, and student motivation.

2.5 Reflection

All participants agreed/strongly agreed that reflection is integrated throughout the course
enabling them to change, grow, and enhance their practices. Over 95% agtreed/ strongly
agreed that the course encouraged reflection of their practices and its impact on students’
learning outcomes.
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2.6 Intersectionality of technology, pedagogy and learners

Over 91% of patticipants agreed/strongly agreed that the facilitators used appropriate
pedagogies to engage both online and face-to-face learners. Approximately 87% agreed/
strongly agreed that the content was delivered appropriately for online and face-to-face
learners. However, just over 70% agreed/strongly agreed that technology seamlessly
facilitated their learning.

3. How the course inspired change in participants (knowledge, attitudes,
teaching practices and participants)?

3.1 Impactful change

Portfolio data revealed that the TLPPHE course initiated impactful change for a group of
participants. Specifically, 7 out of 20 participants described shifts that extended beyond
conventional professional development, indicating transformations in career trajectory,
pedagogical identity, and epistemological orientation.

Transformative career reflection and identity formation

Several participants articulated a profound re-evaluation of their professional identity and
teaching philosophy. These reflections often emerged through structured activities such as
the development of a teaching philosophy statement, which served as a catalyst for deeper
introspection. For instance, one participant noted,

“exploring and then articulating why we teach the way we do and the values that
underpin that teaching was such a valuable and eye-opening experience... something I
can see myself revisiting and reflecting on throughout the remainder of my career.”

(P#19)

Another participant described the course as instrumental in navigating a significant career
transition,

“From being a professional staff member to an academic has required a shift in thinking
that I didn’t expect. This course has been of immense value to me as it has helped shape
this transition” (P#9).

These narratives suggest that TLPPHE functioned not merely as a skills-based
intervention but as a developmental space for reimagining professional purpose and
pedagogical stance.

Reaffirmation of career direction

Two participants reported that the course validated their commitment to teaching as a
career, reinforcing their sense of belonging within the academic profession. This form of
affirmation, while less transformative than identity reconstruction, nonetheless reflects the
course’s role in consolidating professional confidence, demonstrated by this comment,

“The process of writing a teaching philosophy statement was an extremely rewarding
activity... validated my decision to pursue this profession” (P#15).
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Shifts in pedagogical perspective

Three participants described a fundamental change in how they conceptualise teaching
and learning. These shifts were not limited to immediate practice but extended across
temporal dimensions, past experiences, present actions, and future aspirations evidenced

by,

“I will never be able to consider student learning, course design, assessment, or
scholarship without reference to the newfound skills and knowledge gained” (P#39).

Such reflections indicate a reorientation toward a more scholarly and reflective approach
to teaching, suggesting that the course fostered epistemic change alongside practical skill
development.

Confidence and career adpancement
One participant explicitly linked their increased confidence to tangible career progression,
evidenced by

“This course gave me the confidence... to apply for the Program Director role, which 1
have recently been offered” (P#44).

This example underscores the potential of the TLPPHE course to serve as a springboard
for leadership aspirations.

While the data suggest that the TLPPHE course catalysed meaningful change for some
patticipants, the relatively small proportion (7/20) reporting such impact raises questions
about the conditions under which transformative learning occurs. The depth of change
appears to be mediated by individual readiness, career stage, and engagement with
reflective components of the course. Moreover, the reliance on self-reported portfolio
data limits the ability to verify the longevity or institutional impact of these changes.
Nonetheless, the emergence of identity shifts, epistemological reorientation, and career
advancement points to the course’s potential as a vehicle for deep professional
transformation albeit unevenly distributed across participants.

3.2 Personal and professional change/ advancement

Survey and portfolio data indicated that the TLPPHE course was perceived as a catalyst
for change by many participants. Figure 3 presents a word cloud identifying the collective
experiences of participants. Specifically, over 95% of respondents agreed that the course
inspired change in their role as educators. However, the nature, depth, and scope of this
change varied considerably across the cohort, suggesting a complex interplay between
individual context, career stage, and engagement with course components.

Participants also reported a range of professional achievements attributed to their
engagement with the course. These included securing teaching awards, leading course
design initiatives, and receiving support for fellowship and promotion applications.
Although these outcomes were not quantified, they point to the course’s potential to
influence career progression and institutional visibility.
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Figure 3: Word cloud identifying participants’ experiences

Relational and social dimensions of change

A minotity of participants (3/20) attributed their transformation to relational aspects of
the course, including the modelling of effective teaching practices by facilitators and the
collegial environment fostered among peers. One participant reflected,

“Specially I observed the teaching team and their way of presenting and engaging with
the people and I adopted some of these practices to my own teaching” (P#10).

Another participant emphasised the motivational impact of shared learning stating,

“Coming together with other educators who were motivated to improve and help their

students” (P#17).

These responses suggest that interpersonal dynamics and observational learning may play
a role in inspiring pedagogical change.

Reflective practice and self-appraisal

Five participants described the course as a structured opportunity for deep reflection on
their teaching practices. This introspective engagement enabled them to critically evaluate
their approaches and identify areas for improvement, observed from the following
comment,

“... through the completion of the core modules, I was able to reflect on my own courses
and teaching practices and reexamine them in the light of this course. I was able to either
justify my teaching approach and course structure or highlight areas that I can try and
improve on next year.” (P#33)
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Such reflections align with adult learning pedagogy and academic development principles
and suggest that the course may have supported the development of a more intentional
and evidence-informed teaching identity. One participant highlighted the significance of
developing a teaching philosophy, framing it as a form of ‘inner work’, suggesting,

“... allowed me to do some inner work in relation to development of my teaching
philosophy, which I had never stopped and taken the time to reflect on” (P#28).

This comment underscores the potential of the course to prompt existential reflection on
teaching values and purpose, an outcome often associated with transformative learning.

Knowledge acquisition and confidence building

The most frequently cited source of change (10/20) related to the acquisition of
pedagogical knowledge, tools, and frameworks. Participants described how engagement
with literature and structured content enhanced their understanding of teaching and
learning, demonstrated by

“Knowledge, engagement with the literature, development of T & L research” (P#15.

Eatly career academics, in particular, emphasised the practical utility of the course in
building foundational competence observed from this comment,

“As a new academic with no teaching background, it gave me a framework, tools and
confidence to develop courses, create assessments and redevelop course materials”

(P#13).

These responses suggest that the TLPPHE course functioned as both a conceptual and
practical scaffold for novice educators.

While the data suggests that the TLPPHE course inspired change across personal and
professional domains, the nature of this change was unevenly distributed. Relational and
reflective dimensions were less frequently cited than knowledge acquisition, raising
questions about the balance between technical and transformative learning outcomes.
Moreover, the reliance on self-reported data introduces limitations in verifying the depth
or durability of reported changes. Nonetheless, the diversity of responses, from
philosophical introspection to career advancement, indicates that the course may serve
multiple functions depending on participant context and engagement.

4. In what ways did change occur in participants (teaching practices and
participants, knowledge, attitudes)?

4.1 Changes to teaching practice

Participants reported a range of modifications to their teaching practices following
completion of the TLPPHE course. These changes were often linked to the
implementation of Negotiated learning plan goals and reflected both structural and
pedagogical shifts. However, the nature and extent of these changes varied considerably
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across individuals, suggesting differential uptake and contextual responsiveness. Key
reported changes are presented in Table 3.

Table 3: Key reported changes in relation to teaching practice

Types of changes imple-  Frequ-

Description
mented by respondents ency P

Changes to existing assessments 4 Revisions to assessment formats or criteria to better
align with learning outcomes.

Implementation of new 1 Introduction of novel assessment types informed by
assessments course content.
Changes to course content 2 Adjustments to cutriculum to reflect more inclusive or
theory-informed approaches.
Changes to workshop delivery 1 Modifications in facilitation style or structure.
Development of national 1 Strategic alignment of course objectives with national
curriculum map standards.
Shift in online engagement style 1 More dialogic and responsive interaction in digital
forums.
Increased student engagement 1 Regular check-ins and proactive communication
strategies.
Changes to feedback 1 Adoption of more formative or student-centred
mechanisms feedback practices.
Student-led assessment 1 Inclusion of learner-driven assessment components.
additions

The diversity of reported changes suggests meaningful engagement with the course’s
pedagogical principles and reflects the diverse learning needs and outcomes of this cohort.
A relative dominance of assessment-related interventions by the course participants is
unsurprising given the high stakes for teachers and students of poor assessment design.

Notably, the data revealed a tendency toward incremental rather than transformative
change. For example, revisions to existing assessments were more common than the
implementation of entirely new assessment paradigms. Similarly, changes to course
content and workshop delivery were limited in scope, suggesting that while participants
were willing to experiment, systemic redesigns may have been constrained by institutional
norms, workload pressures, or confidence levels. Moreover, the reliance on self-reported
data introduces limitations in evaluating the actual efficacy or sustainability of these
changes. Taken together, these findings point to a promising but uneven pattern of
change. While the course appears to have catalysed reflection and experimentation, the
variability in implementation underscores the need for ongoing support, peer
collaboration, and institutional alignment to foster deeper and more sustained
transformation in teaching practice.

4.2 Changes to knowledge and attitudes
Participants articulated significant shifts in their conceptual understanding of teaching and
learning, often framed through enhanced theoretical literacy and reflective practice. These
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changes were frequently described as transformative, with implications for both
professional identity and future career trajectories.

Emergent themes from participant narratives:

* Theoretical grounding: Participants consistently referenced gaining a deeper
understanding of educational theoties, particularly around learning design, assessment,
and inclusivity (e.g., P#19, P#22).

* Reflective practice: Several responses emphasised the value of critically examining
one's teaching philosophy and pedagogical choices (e.g., P#24, P#33).

* Professional confidence and identity: The course appeared to foster a stronger sense of
self-efficacy and scholatly identity, with participants reporting increased confidence in
applying for leadership roles and engaging in peer dialogue (e.g., P#37, P#43).

* Career development tools: Artefacts such as teaching portfolios and statements of
teaching philosophy were cited as tangible outcomes that supported career
advancement (e.g., P#33).

The overlap between knowledge acquisition and attitudinal change suggests that the
course effectively integrated cognitive and affective dimensions of professional
development.

Discussion

This longitudinal evaluation of TLPPHE demonstrates that well-designed professional
development can foster meaningful and sustained change in tertiary educators’ knowledge,
confidence, and professional identity. The findings point to a course that successfully
combined coherent curriculum design, relevant theory, reflective practice, and relational
support to cultivate both pedagogical capability and a scholatly orientation toward
teaching.

TLPPHE’s modular structure emerged as a distinctive strength. Participants consistently
commended the core modules for their clarity, relevance, and logical sequencing, which
scaffolded learning from foundational principles to complex pedagogical applications.
This design reflects best practice in constructive alignment (O’Sullivan & Bjorndal, 2024;
Pereira et al., 2024), enabling educators to connect theory to practice in a structured and
accessible way. The high level of engagement and satisfaction suggests that the modular
approach provided a strong framework for building conceptual understanding and
teaching confidence, particularly for early career academics.

Participants’ engagement with a wide range of educational theories highlights the
program’s intellectual richness. Constructivism featured prominently, but participants also
referenced a broad array of other theories; from Social emotional learning and Problem-
based learning to Reflective cycles and Adult learning theory. This diversity indicates that
TLPPHE effectively exposed educators to multiple perspectives and encouraged them to
select and adapt theoretical tools suited to their own contexts. The frequency with which
participants described theory as “inspirational” or “transformative” suggests the course
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nurtured not only cognitive understanding but also a sense of professional empowerment

and purpose.

Curricular features such as the development of a teaching philosophy statement were
particularly impactful. Participants described this task as a moment of self-discovery that
clarified their teaching values and professional identity. Such reflective work is well
recognised as a hallmark of transformative learning (Mohamed et al., 2022; Taff, 2023). By
prompting educators to articulate their beliefs about teaching and learning, TLPPHE
helped them move beyond technical competence toward intentional, value-driven
practice.

The relational aspects of TLPPHE also contributed significantly to participants’ success.
Facilitator support, empathy, and responsiveness were described as enabling persistence
and motivation, reflecting the centrality of care and connection in adult learning (Jénsson
et al., 2024; Larsen et al., 2025). Peer collaboration, while less frequently mentioned, was
valued where it occurred, particularly for deepening understanding and validating
professional challenges. The program’s flexible design appears to have accommodated
both self-directed and collaborative learning preferences, an important feature for a
diverse academic and professional cohort.

The course achieved strong satisfaction ratings across all domains, with participants
affirming its relevance, authenticity, and reflective orientation. Most importantly,
TLPPHE appears to have inspired both incremental and transformative change.
Participants described improved assessment design, reimagined course delivery, and
enhanced confidence as educators. For a smaller but significant group, engagement in the
program led to career advancement, identity shifts, and the adoption of a more scholarly
and reflective teaching stance (Fernandez et al., 2023; Orfali et al., 2024). These outcomes
reflect the program’s success in integrating knowing, doing, and being, supporting
educators to think critically, act intentionally, and grow professionally.

Conclusion

Overall, TLPPHE exemplifies a model of professional learning that is coherent, evidence-
informed, and relationally grounded. Its success highlights the value of combining
theoretical exploration, authentic tasks, and reflective inquiry in a supportive environment.
Future iterations could build on this strong foundation by expanding opportunities for
peer dialogue and extending follow-up support to sustain momentum beyond course
completion.

The success of TLPPHE underscores the transformative potential of thoughtfully
designed professional development in advancing teaching quality and institutional culture.
Beyond individual growth, the course has contributed to a shared language of pedagogy
and reflective practice that strengthens collegial networks and fosters educational
leadership. As universities continue to navigate complex changes in higher education,
initiatives such as TLPPHE demonstrate how sustained, evidence-informed professional
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learning can anchor innovation, support staff wellbeing, and enhance the student
experience, affirming the central role of academic development in shaping a vibrant,
future-focused university community.
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Appendix 1: Survey questions

Demographic profile

Discipline area (e.g., Humanities, Natural Free text
and applied sciences, Social sciences,
Business, etc.)

Academic Unit Drop-down list
Career stage (eatly, mid, senior) Drop-down list
Gender (male, female, non-binary, prefer Drop-down list
not to identify)

Academic level (A, B, C,D, E) Drop-down list

Attendance mode: Face-to-face, online, both |Drop-down list

Year completed (2020/2021,/2022/2023) Drop-down list

Advancement since completing the course  |Free text
(e.g., promotion, grants, awards, etc.)

Strongly . Strongly
Survey questions agree Agree Neutral | Disagree disagree

Relevance

1. The hybrid workshop format (face-to-face
and online) met my learning needs.

2. The course met its learning objectives.

3. The course content was relevant and well-
sequenced.

4. The 5 core modules were relevant to
develop my knowledge and skills in teaching
and learning principles and practices in
higher education.

5. The assessments were relevant to my
teaching and learning needs.

6. The assessments developed my
knowledge and skills in ways of assessing
students effectively.

7. The assessments were relevant to my
stage of career.

Please use this space should you wish to elaborate further.

Usefulness

8. The course was useful in addressing my
teaching needs.

9. The course allowed me to evaluate an
aspect of my practice and construct an
informed response or intervention

10. The course was practical and beneficial
in informing my knowledge of teaching and
practice.

Please use this space should you wish to elaborate further.
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Interaction and collaboration

11. The course provided an opportunity to
interact with my peers from other
disciplines.

12. The course encouraged collaboration
with my peers which resulted in new
knowledge and learning from other
educators.

13. The interaction and collaboration
activities in the class contributed to new
ways of thinking and learning,

Authentic tasks and activities

14. The teaching and learning activities and
assessment tasks were intellectually
stimulating and had real applicability for my
own circumstances

15. The teaching and learning activities and
assessment tasks acknowledged classtoom
realities, considering diverse student
interests, learning styles, and student
motivation.

16. The things I learned in this course could
be applied in my own teaching.

Reflection

17. The course encouraged me to reflect on
my practice and its impact on my students’
learning outcomes.

18. Participant reflection is integrated
throughout the course enabling me to
change and grow, and to enhance my
practices.

Intersectionality of technology, content, peda

ogy and learners

19. Technology seamlessly facilitated my
learning.

20. The content was delivered appropriately
for online and face-to-face learners.

21. The facilitators used appropriate
pedagogies to engage both online and on
location learners.

Personal and professional development

22. The course inspired change in me as an

educator?

23. In what ways did the course inspire change in you as an educator (e.g., knowledge, attitude,

teaching practice)? Please specify:

24. The course had an impact on my learning experiences (transformative learning) and after

completion, led to other professional opportunities (e.g. becoming part of a learning community,

grants or awards, or taking up a leadership role). Please specify:
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25. Other comments

Appendix 2: Participant feedback on the TLPPHE core modules

Module |Key topics Quotes from participants about the modules

How  |What/why/how|How students leatn module help me to understand why, what I am

students|of teaching going to teach and how I am going to teach students. (P#54)

learn  |Leatning During completion of this module, I learnt about behaviourist,
Theoties cognitivist and constructivist learning theories as well as social-emotion

approaches to learning. This was my first time learning about these
theories and I found it incredibly interesting. (P#19)

Evalua- |Forms of ... incredibly interesting and relevant from a wider perspective
tion evidence especially when considering future promotion or teaching award
applications. I now realise evidence can come in so many forms! (P#19)

Five lenses of  |I have revisited this module a number of times during the short course.
evaluation When considering the Five Lenses of evaluation, I actively participate in
peer lens and self-reflection lens. I am beginning to develop more of a
scholarship lens, but ultimately, I would like my clinical education to
encompass all factors in the future. (P#10)

Assess- |Principles of  |One element of my learning that has been beneficial has been the
ment |quality assess- | Principles of Quality Assessment Design. . . I am a visual learner, and 1
ment design have printed this as a guide which is in front of my computer as a
reminder of what I aim to do. The 10 points of this have provided a
clear scaffold for how I want to structute and form the new course

design. (P#43)

Alignment Students need to see the value of such interactive tasks and how these
will help them with the larger course assessments. (P#39)

Different types |The most valuable learning I took from this module was the different
of assessment  |types of assessment: assessment of learning, assessment for learning and
assessment as learning. Before this, if you asked me what I would define
assessment as I would have said a marked summative assessment like a
test or assighment. I really resonated with the idea that assessment has
become an economy with the currency being marks. (P#19)

Design |Course One of the most useful things I have learnt is how to assess for
alignment horizontal alignhment between course learning outcomes, learning
activities and assessment items, and how these vertically align with the
university, program, and industry requirements. (P#3)

... helped me to understand curriculum alignment principles and
consider assessment and design across multiple courses as well as at the

program level. (P#37)

ADDIE I was able to soutce relevant resoutces to base new [course] curriculum-
process the decision to do this was informed after learning about the ADDIE
process in module 3 design (Analyse, Design, Develop, Implement,
Evaluate their teaching interventions). (P#15)

SoTL |What SoTLis |The SoLT [sic|] core module helped me identify what qualifies as SOLT
[sic] research which has always been a confusing topic for me. (P#23)
... I found real value in finally getting a good grasp on what SOTL
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actually means! This module surprisingly helped me to see the real value
in what we do and how teaching is so much more than passively
delivering content, it is a dynamic job where we really do need to figure
out ways to build bridges between our own understanding and that of
our students. . . [this module] showed me many ways that out ideas and
practice can be shared beyond the traditional formats that I would tend
to think of . . . (P#19)
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