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Abstract

This thesis discusses the outcomes of four years of research. The main purpose was to
determine the influence of self-evaluation on school effectiveness and investigate any

relevant issues.

T'he qualitative research began with an extensive literature search to examine the body of
knowledge which already existed and set the planned empirical work within the relevant
theoretical context.  This provided a stimulus for a set of research questions which
helped express the intellectual puzzle. Data was gathered using a questionnaire which
was completed by class teachers from the researcher’s primary school and interviews
which were administered initially to a group of primary head teachers from a small
Scottish local authority. It became apparent that this sample was limiting so some Irish
head teachers with an interest in self-evaluation and a group of educationalists from a
variety of European countries were included. The results highlighted a number of links
between self-evaluation and the features of effective schools and these have been fully

explored in the dissertation.

The findings indicated that there was a perception by many that self-evaluation does have
a significant influence on school effectiveness and the extent of this depends on factors
such as leadership which affects the level of morale, ownership and commitment to
change. Good leadership can help develop a positive climate of trust and professional

respect. Effective schools are happy communities characterised by high expectations of



pupil achievement, ownership, reflection and a focus on the quality of learning and
teaching. The research underlined the difficulties of measuring school effectiveness, the

need for honesty and rigour when self-evaluating and the problems associated with

insider research.

Participants tended to link performance indicators with development planning and target
setting and considered that such indicators contributed to the management of change by
providing a standard set of criteria within a helpful framework to give teachers control
and a degree of autonomy. Although accountability should not be the main purpose,

self-evaluation was perceived to provide a means of contributing to school effectiveness

by making policies and practices public.

The thesis compares previous research with the views and experiences of practitioners

and concludes with a series of recommendations arising from the study.
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Chapter 1: Introduction

T'his introduction provides the rationale for undertaking the study and an outline of the
intellectual puzzle. It briefly highlights some of the issues raised by self-evaluation and

insider research which will be developed in the chapters which follow and lists the

research questions that form the basis of the investigation.

This 1s a significant enquiry into the phenomenon of the influence of self-evaluation on
school effectiveness. Self-evaluation is now used on a worldwide scale to improve
educational provision but there is controversy over the benefits of involvement, the many
factors which influence its success and the difficulties of measuring its effects. This
paper will seek to probe the body of existing knowledge and research into self-evaluation
and effectiveness, much of which is Scottish based. As comparisons are drawn some
major themes will be developed and explored in an attempt to explain why so many
educationalists are enthusiastic about self-evaluation while others remain unconvinced.
As part of a systematic investigation to increase knowledge and understanding about the
process of self review and identify some of the conditions considered necessary for
successful self evaluation, existing theories, perspectives and hypotheses will be probed
and tested against the practical experiences of a range of professionals. The

methodology used to gather and analyse data will be discussed in some detail and

conclusions drawn to help i1lluminate the occurrence.



It 1s difficult for qualitative researchers to remain neutral. The posture taken up is
generally described as ‘indwelling’ because meaning does not simply come from the
situation but emerges through the interaction of the observer with the observation,

reading a text or situation by looking forwards and backwards [Scholes, 1989].

An awareness of the researcher’s biographical details can enable the reader to speculate
on any influence which personal experiences, position and values might have on the
formation of opinions and the objectivity within a particular study. The context is the
unique Scottish system in which schools are assisted by a network of local authority,
Scottish Executive Education Department [SEED] and curriculum and examining bodies
[MacBeath et al, 1995]. The researcher has been head teacher in two schools in which
self-evaluation has been actively encouraged and i1s currently employed in a co-
educational primary school which employs 30 staff for a roll of 350 pupils. Respondents
included class teachers from the writer’s school, head teacher colleagues from
denominational primary schools in the same small local education authority, Irish

educationalists and a small group from a range of European countries.

The design of the study, review of the literature, fieldwork and the analysis of results
were carried out between August 1997 and May 2002. Research questions were designed
to reflect some of the major concerns and stimulate discussion so that responses and
opinions could be analysed. Initially, questionnaires were issued to volunteer stattf in the
researcher’s school [appendix 1] and semi-structured interviews carried out with local

head teachers [appendix 2] were timed to coincide with education authority initiatives




based on school self evaluation such as annual standards and quality reports,
development plans and teacher appraisal. The interview schedule was adapted for use
with some Irish colleagues [appendix 3] during a study trip to Dublin in Spring 2000
which helped broaden the range of respondents and provide additional comparative data.

During year two an opportunity arose for the researcher to attend a major European

conterence and gather further responses using semi structured discussions.

A positive relationship between enquiry and learming, described as ‘the language of
critique’ by Friere [1970] developed during this study as knowledge about current trends,
practices and opinions regarding self-evaluation emerged. Friere described the
translation of this knowledge into action for effective change as ‘the language of
possibility’ and this was explored through, reflection, understanding and consideration of

the information gathered.

A qualitative research style using a survey approach was selected as the most appropriate
of the range of methods available and data was generated and analysed to strengthen the
investigation from a literature review, semi-structured interviews mformal group
discussions, questionnaires and a small-scale case study. From the researcher’s early
background reading it was clear that there was some confusion and controversy

surrounding the issues of school effectiveness and the role and purpose of self-evaluation

and recurring themes began to emerge which helped to shape the following research

questions.

From a review of existing School Effectiveness literature assess:




o the current state of knowledge regarding effectiveness?

o the role and purposes of evaluation and the particular issues associated with self-

evaluation?

¢ the perceived impact of leadership and climate on effectiveness?

Based on a small-scale case study and survey what perceptions do teachers and head

teachers have of:

e 1increased effectiveness through self-evaluation?

e the benefits of a framework for self-evaluation?

Since this is mainly a retrospective account based on research notes some details have
been included and others omitted to provide an edited rather than literal report of what
happened. The author shares the belief that a purely objective stance is unlikely due to
the inevitable impact of norms and personal values on how we interpret events.
Situations and data can take on a different meaning when viewed with the benefit of
hindsight on completion of the research process. Consequently, any account of research
should be taken as a version of the truth on the understanding that decisions have been

taken to ensure that descriptions of the methods and processes remain coherent.

The main body of the research has been divided into three separate but inter linked
sections. This introduction provides an overview and an outline of the main issues, the

central section considers effectiveness in terms of evaluation, climate, leadership, and

frameworks and the final part describes the methods used to trawl for information, an



analysis of the data gathered in the study and the conclusions drawn. A bibliography
lappendix 4] follows and the appendices contain transcripts of interviews, questionnaires

and additional information relating to the case study.

A small-scale case study based on the use of self-evaluation within development planning
in the researcher’s school 1s included. This is an integral component of school
development plans and part of a purposeful and organised cycle of reviewing practice,
target setting and evaluation which provides a mechanism for shared decision making,
ownership, control and management of change. It is now a feature of many Scottish
schools which some believe provides an invigorative and generative stimulus and a
process by which opinions can be expressed leading to improvement [MacBeath et al,
1995]. The case study and survey enabled comparisons to be made with previous
research and the opinions of real people working under the constraints and pressures ot

everyday life regarding self-evaluation and school effectiveness.

‘Standards and Quality In Scottish Schools 1995-98° [SOEID, 1998] claims that there 1s
significant evidence that all schools have benefited in some way from a process of
judging their work through self-evaluation and this study aims to investigate the influence
of this on effectiveness. Many agree with MacBeath, [1999 pl] that there 1s ‘an
emerging consensus and body of wisdom about what a healthy system of school
evaluation should look like. Its primary goal is to help schools maintain and improve
through critical self-reflection...to reinforce the foundations of self review and help

schools to build more effectively on those foundations’. This consensus would appear to




be manifested in a growing commitment towards change and improvement in the
conditions for teaching and learning. There is considerable research evidence of positive
outcomes where change has had the support of teachers whose involvement and
participation has lead to empowerment [Stoll, 1991; MacBeath, Boyd, Rand and Bell,

1995; Chift, Nuttall and McCormick, 1987].

Self-evaluation remains controversial however. Some critics equate 1t with self-delusion
and this will be explored more fully later in the thesis. Schratz’ [1998] school
improvement work described three dimensions of school evaluation and development: the
internal/external aspect; the balance between support and pressure and the challenges
associated with ‘top-down’ or ‘bottom—up’ evaluation. These are discussed throughout
the study since the optimum blend 1s a key factor of a school’s potential to grow or
decline. The following sections will discuss these opposing standpoints and investigate

various definitions, views and perspectives regarding ‘School Effectiveness’.




Chapter 2: Effectiveness

This section begins with an overview of the historical growth of the effectiveness
movement. It examines links between effectiveness and quality and the level to which
definitions and manifestations of these concepts are open to subjective interpretation by
various stakeholders. Attainment and achievement are influenced by a wide range of
factors and cannot simply be assumed to be a product of schooling [Smith and
Thomlinson, 1989] so, despite a general consensus that schools should be effective and
that an effective school has certain characteristics, there is uncertainty over how to
measure 1t [Plowden, 1967; Reynolds, 1976]. The chapter briefly considers effectiveness
from an international perspective, describes some attempts to measure the value added by

schools and discusses the Government’s influence on the effectiveness debate.

Historical Growth

‘Equality of Educational Opportunity’ [Coleman, 1966] marked the beginning of the
school effectiveness movement and was one of a number of reports highlighting major
determinants of performance which were outwith schools’ control. There was
controversy over the effects of education with some asserting that schools were
unimportant ‘education cannot compensate for society’ |[Bernstein, 1970 p.3] and
concern about whether better schools could significantly reduce inequality of attainment.

Some early observers were convinced that schools didn’t matter much anyway and that

heredity, good fortune and family background prior to formal schooling were more

important determinants of success ‘educational inequalities are rooted in the basic




institutions of our economy, class sub-culture and social class biases in the operation of
the school system itself” [Bowles, 1989 p.4; Coleman, 1966; Plowden, 1967; Jencks
1972]. The importance of parental support in explaining differences between schools

was recognised at this time but the value of relationships, mutual respect and leadership

were largely 1gnored.

However, much subsequent research has used comparative data to conclude that schools
do make a difference, have considerable effects on progress over time and achieve
varying results even when allowances are made for differences in intake |[Cuttance,
1992]. External influences affect pupils’ attitudes, beliefs and convictions but outcomes
are not determined solely by academic and social backgrounds and certain characteristics
such as ethos have a direct influence on schools’ effectiveness [Rutter et al 1979;
Reynolds et al 1976 and 1985; Gray and Willcox, 1983; Purkey and Smith, 1983;
Mortimore et al 1988]. Schools are not isolated from the wider community and
relationships between adults and children are affected by peer pressure, gender, the

economic climate and even the influence of the Church [Fuerstein, Hoffman and Miller,

1980; Coleman, 1995].

Over the last four decades researchers have contributed to the identification of a range of
factors which can be positively associated with school effectiveness. These include
teachers’ understanding of the process of teaching and learning as well as values and
standards [Rutter, 1979]; leadership; qualifications of staff; the curriculum [SOEID,

1998]; climate; feedback; participative management [Smith and Thomlinson, 1989]; the




ettects of pre-school education; the mother’s level of education and teachers’
expectations [Tizard and Hughes, 1984]. Riddell and Brown [1994] associated the
acquisition of basic skills, an orderly and secure environment and frequent assessment of
pupil progress with effectiveness while Mortimore’s [1999] twelve elements included
intellectually challenging teaching and parental involvement. MacBeath [1999] considers
context, community, values, perspective, purpose, thinking and comparison as important
and believes that the biggest challenge for schools 1s Zow to acquire the attributes of

effectiveness rather than the identification of characteristics.

Defining The Effective School

The school effectiveness and school improvement movements are founded on the
contention that schools can make a difference to how young people learn and that some
are more successful in this than others [Rutter, 1979]. Much literature about ettective
schools 1s 1lluminative and based on the subjective and impressionistic witness of statt,
pupils, parents and others rather than on quantified evidence. Effectiveness can be
broadly viewed 1n terms of the effects of education of the whole person within society,
the influence of schools on large social movements and the economic needs of the nation.
Eftective schools are not only influenced by what goes on inside but also by what
happens outside through the social dynamic of the local environment and the wider

political and economic influences. If they are to be defined in the widest context as

places where pupils achieve better than average results, effective schools must have the
capacity to stimulate, absorb and manage change with appropriate leadership and

frequent evaluation to improve performance. School improvement should be a




systematic, sustained, collegial effort to change learning conditions and lead to the
efficient and effective attainment of educational goals based on assumptions of how
people should behave and how organisations work [Hopkins et al, 1991; Fullan, 1985].
Because many innovations are evolutionary and succeed by following the path of least

resistance, continuity and incrementalism are essential so that new ideas can be added or

previously unforeseen courses taken.

Quality

The clear association between quality and effectiveness is often articulated through
mission statements and school aims which aspire to provide a quality service and meet
the needs of every individual pupil as effectively as possible. Most schools translate
these aims into development plans and measure performance against predetermined
success criteria and performance indicators [Woods, 1994]. Like effectiveness, quality in
education is difficult to define [Cuttance, 1992]. Describing it in terms of client and
customer care would be very simple if interests always coincided but various groups have
different viewpoints [Clift, Nuttall and McCormick 1987]. External signs of quality can
be categorised in terms of outcomes, processes and inputs and these are especially
interesting for particular groups of stakeholders. Outcomes include exam results,
completion rates, school records, and attendance and employment statistics. Process
quality deals with the interaction between teachers, students, administration, materials
and technology whilst input can refer to the number of teachers trained, teacher pupil

ratios, resources and general facilities. Bloom [1976] argued that schools should not

despair about being held accountable for outcomes which were largely based on mput
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variables since these were beyond their control anyway. The input / output model is
flawed since it is difficult to be objective about school quality but it continues to be used
for National policy making and international comparison where matters of values and
attitudes are excluded because they simply don't fit the model. As will be seen from the
forthcoming ‘Evaluation’ and ‘Self-Evaluation’ sections, this researcher agrees that the

challenge 1s for schools to develop their own indicators of quality and effectiveness to

evaluate strengths and weaknesses and monitor targets for the future.

Quality 1s sometimes described as that ‘something special’ which fully develops pupils’
potential. This extra dimension provided by some schools to make them outstanding is
often translated as efficiency or the improvement of standards of attainment in terms of
behaviour, creativity or critical thinking. ‘Quality’ referring simply to specific measures
of prior attainment or background is a distortion of the term since much etfectiveness
research is underpinned by the development of personal and social skills, social equality
and economic performance. Measuring the impact of class size or 1ssues largely outwith

the schools’ control such as poverty, gender and English as a second language, remains

problematic.

Perspectives

A culture of school improvement should nurture dialogue from all perspectives. Many
observers consider that they are in a position to comment on effectiveness and quality but
there are problems over what to measure and Aow to do it. In many ways it 1s easier to

identify ineffective schools and judgement often arises through dissatistaction with the
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outcomes of education and debate and scepticism about the ‘effects’ of schools.
International research recognises the importance of monitoring, curriculum, leadership,
staff development, homework, celebrating success and parental involvement but, as this
research will exemplify, there are difterent interpretations of effectiveness. The American
press viewed ‘teaching to the test’ as a moulding of the curriculum to fit the needs of
students whereas the Cockroft report [1982] argued that testing did not improve

performance and that it should not be combined with teaching unless coupled with other

strategies such as changes in methods.

There are many important issues for consideration when making such comparisons.
These 1nclude equality of access to training, parental education and expectations, the
reaction of schools to changes in the structure and stability of society, the effects of
central control through a national curriculum, the pressure for more local decision

making and the political, cultural and social climate in which schools operate.

A pupil’s view may vary considerably from that of other stakeholders and parents are
inclined to focus on the formal and intended aspects of a school rather than that
experienced by pupils or teachers. SOEID [1988] describe an effective school as one
where the pupils learn what 1s deemed appropriate based on their personal needs,
preterences and capabilities, while Fullan [1985] defines it as one which demonstrates
particular organisational and process variables related to leadership, goals, staff

development and planning [Rutter, Maughan, Mortimore and Ouston, 1979; Purkey and

Smith, 1983; Mortimore, Sammons, Stoll, Lewis and Ecob, 1988].
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Schools judge effectiveness through performance of individuals in tests, opportunities for
residential experiences, community involvement, attendance rates, exam results etc.
Within the writer’s education authority results in standardised tests are considered
important in terms of effectiveness but there are potential difficulties associated with this
which will be discussed 1n the ‘Evaluation’ section. As dynamic institutions schools’
effectiveness varies over time and 1s often reflected in their environmental appearance as

well as the academic and social achievements of students or subject areas.

Good schools are more than just a collection of good teachers but the ‘teacher effect,
|[MacBeath, 1999 p.151] 1s very important and is influenced by time management,
resources, class size, experience, training and philosophy so it 1s appropriate that these
become key 1ssues for school improvement and disbursement of funding by Education
Authorities. Success 1s not only indicated by qualifications and attainment but also by

the development of confidence, responsibility, enterprise and high expectations [Boyd,

1997].

International Comparisons

Comparisons of the attainments ot pupils in 12 countries by the International Association
for the Evaluation of Educational Achievement [1970 and 1981] placed Japan well ahead
of England and Wales 1n Science and Maths [Prais, 1986] and parallels with West
Germany, France and Japan by the National Curriculum Working Party [1989] pointed to

a decline 1n standards which was reinforced when the Third International Mathematics

213 -




and Science Study [TIMSS, 1995] placed Scotland well down the performance league

table.

There 1s an apparent failure of school curriculum changes to lead to improvements when
judged by international standards. Although the use of school effectiveness methodology
to compare the performance of nations 1s popular it can be based on unsupported
suppositions and dependent on questionable indices. Comparisons must be fair, valid
and rehiable e.g. there is little evidence to connect performance at school level with
economic performance at national level. Some differences with countries such as Japan
lor even Ireland as will be seen from this research] may be cultural or arise as a result of |
practices such as the Singapore and Malaysian tradition of ‘importing and exporting’
pupils according to academic performance. Figures may also disguise a lack of
development in areas which are difficult to quantify such as creativity or burnout

amongst students.

Measuring Effectiveness

Experience over the last 30 years has underlined the need to be wary about claims about
the paradigmatic school, the ideal form of leadership or the model approach to
evaluation. Strengths need to be considered within a national, regional and local context
and indeed, there may be no such thing as ‘the effective school’. Diversity of good
practice offers a challenge to inert ideas [Rolff, 1993] but the school improvement

movement has also highlighted common principles which should underpin learning and

teaching, school organisation and leadership.
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There 1s considerable evidence that schools make a substantial difference in social and
academic terms [Mortimore et al, 1988] but, although numerous lists of factors associated
with good schools have been published, the simple 1dentification of characteristics 1s of
limited help since schools are not homogeneous entities and have °‘differential
effectiveness’ [Sammons et al, 1995]. School effectiveness research consistently places
the major etfects at classroom level [Bosker and Scheerens, 1998] and studies of
differential eftectiveness have revealed significant differences amongst pupils attending
the same school [Sammons et al, 1996], within individual classrooms [Coleman, 19935]
and, 1n this researcher’s experience, within classroom ability groups. Schools are seldom
completely ineffective and even in seemingly successful establishments there can be
differentials in achievement and a divisive school culture. Different subject departments
can have varying degrees of success with the same pupils [Aitken and Longtord, 1986;
Cuttance, 1992] and the consistency of effectiveness fluctuates with time [Gray and
Jesson, 1990]. Jencks [1972] agreed that improving effectiveness can lead to higher
attainment but his concern that improving the standard of education in poorer schools did
not significantly reduce individual inequalities is supported by evidence from the current
Early Intervention programme in Scottish schools which benefits most pupils but

particularly those who would already be considered advantaged.

Value Added

Analytic models have tended to be associated with a static conception of the timeless

qualities of effective schools rather than describe any process ot change.
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“The value of school quality is however, more than can be measured by attainment in a
few specific areas of pupil activity. A comprehensive value added framework might
encompass measures related (o numerous other aspects of schools’ mission, processes

and outcomes’. [Thomas, Sammons, Smees, 1994].

The concept of ‘Value Added’ i1s founded on the premise that though progress and
improvement is expected as pupils mature, the most effective schools enrich achievement
and add a residual value beyond expectations arising from a knowledge of prior
attainment [Gray et al, 1997]. Much research into variations in school effectiveness has
been done by the mental testing movement using highly valid, reliable and rigorous
longitudinal tests and ‘regression analysis’ to compare outcomes and the ‘value’ added by
schools [Aitkin and Longford, 1986; Goldstein, 1987; Smith and Thomlinson, 1989]. The
mental capacities of individuals vary, but they tend to persist over time in adults and
develop in a predictable way in children so these approaches are developed from
piloneering improvements in statistical procedures using predictions and comparisons

based on previous attainment rather than on family and social background.

The Improving Schools Effectiveness Project

The size of school differences alone cannot be taken as a direct indicator of the total
effect of schooling and drawing parallels remains problematic. It is rarely possible to
match more than a couple of characteristics for valid comparisons and other factors such

as school management need to be considered.
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The Improving Schools Effectiveness Project [ISEP] [SOEID, 1996] attempted to
1dentify and evaluate different approaches to school improvement in terms of pupil
achievement and motivation. It used a value added framework to gauge the impact of
policy initiatives, and investigate any causal relationship between school processes and
outcomes in Scottish schools [MacBeath and Mortimore, 1994]. The effects of teachers
and departments were measured to see where the strongest associations of factors lay
[MacBeath, 1999]. The ISEP tracked progress in pupils’ cognitive attainment and
attitudes over two years using a number of standardised tests at primary and secondary
level. It checked links between effectiveness measures, improvement strategies and
educational processes and provided qualitative methodology to assist with self-
evaluation. This offered a working definition of school, department or subject
effectiveness showing that progress in both of these outcomes varied significantly across
schools and could be evaluated. Some factors outwith the control of the school such as
socio-economic disadvantage and the effects of prior attainments in maths and reading on
attainment were cross referenced with age, gender, mobility, pupil and teacher attitude,
records of need, learning support and poverty indicators such as free school meal
entitlement and clothing grants. The approach provided a better picture than raw
unadjusted scores, highlighted some of the learning disabilities of schools and

emphasised the benefits of feedback, support and challenge from a critical triend

[MacBeath and Mortimore, 1994].

The ISEP researchers agreed that pressure alone would not change attitudes and practices

in schools. Teachers needed convincing that value added measures which treated each
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pupil as equally important were the best single indicators available. However, critics

claimed:

e methods of equating the concept of value added with effectiveness were still
relatively crude and limited to the measurement of a narrow range of attainments

e despite claims to the contrary, it was difficult for such indicators to measure
added value in personal and social development, moral development, attitudes or
capacity for lifelong learning

e cducation was not an additive process, there was a dynamic relationship between
what pupils bring to school and what they take away so schools did not ‘add
value’

o ‘effectiveness’ was subjective and it is very difficult to measure ‘added value’ 1n
any reliable quantifiable sense e.g. Mortimore’s [1991 p.14] definition of an
effective school as ‘one in which pupils progress further than might be expected
from consideration of its intake’ was useful since it is relatively specific but it
excludes the fact that there are other ways of being effective

e the Scottish Exam Board produced relative rating performance indicators for
every school in Scotland to compare students’ exam results and i1dentity eftective
departments but incentives to improve the effort by one subject may have a
detrimental effect on another

o despite efforts to document the key variables, the notion of added value would
always be partial and misleading without knowledge of the influence of home

circumstances [MacBeath, Mearns and Smith, 1986}

- 18 -



The Influence of Government

Education is high on the political agenda and much guidance has come from Government
and HMI in recent years regarding appropriate curricula, methodology and the benefits to
be gained through ownership, shared goals and collaboration. Key principles for
organisation are set out in Government publications such as Achievement for All [SOEID,
1996] which focuses on the development of conditions to motivate and ensure
progression. These include the flexibility to meet academic, social and personal needs,
an ethos which values the pupils’ success, direct teaching, building on prior learning and
attainment and high expectations. Achieving Success in S1/52 [SOEID, 1998] made
further practical recommendations regarding transfer of information, assessment and a
framework of realistic attainment targets while emphasising the benefits of strong

leadership, accountability, high standards and the support of stakeholders.

Initiatives have included early intervention, improved nursery provision; focus on basic
skills of literacy and numeracy, staff development, assessment and attempts to improve
communication between sectors. The Scottish Executive has produced a wide range of
advice on home school partnership, study support, business enterprise, leadership, selt-

evaluation, ethos, raising achievement, attendance and involvement in statt development

and appraisal.

As the self-evaluation movement flourished, important Scottish reports emerged. These
were influenced by the political view of education so the emphasis was firmly on

accountability, value for money, quality, planning, the use of performance indicators and
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the need for reliable evidence to support self evaluation to improve school effectiveness
[Managing Progress, S.R.C., 1986; Progress Through Self Evaluation, S.R.C., 1988:
Effective Secondary Schools, SOEID, 1988]. Surprisingly, at this time there was no
reference to contemporary English research which questioned any link between self-

evaluation and improved effectiveness and cast doubt on any relationship between

accountability and improved learning.

The pressure to improve effectiveness continued. Using Performance Indicators in
Secondary Schools [SOEID, 1992 a] and Using Ethos indicators in Secondary School
Self Evaluation [SOEID, 1992b] shared inspection criteria with teachers whilst
Development Planning [SOEID, 1991] was supported by The Quality Process [S.R.C.,
19921 and How Good is Our School? [SOEID, 1996 and SEED, 2002]. Effective
Secondary Schools [1988] and Effective Primary Schools [1989] attempted to put
research issues 1nto the hands of school managers and teachers and quantitative studies
emerged to track school leaver destinations and links between attitudes, achievement,
expectations, ability and ethos. This researcher believes that this focus has had a major

impact in encouraging schools and authorities to improve provision by increasing
awareness, developing necessary skills and providing comparative statistics. HMI and
local inspections report publicly on the effectiveness of schools and the quality of the
curriculum, management, leadership, ethos and attainment while recent legislation has
called for ever-increasing consultation with stakeholders who are encouraged to take an
active part in school life and become 1nvolved in activities such as the National Debate

on Education [2002]. In the writer’s education authority school handbooks carry
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information which allows parents to check the national and standardised test performance
of individual schools while, at the national level, statistics are gathered from inspections,
surveys and reports such as the Assessment of Achievement programme so that
comparisons can be made between local authorities and with other countries. Advocates
of school effectiveness research are aware of the benefits of highlighting good practice,
becoming involved 1n development planning and using evaluation instruments efficiently
to develop a culture of self evaluation. Comparative studies at a local, national and

international level have been used to discover how successful schools sustain themselves

and 1nettective ones begin to improve.

Critics accuse the school effectiveness movement as founded on conceptually unstable
foundations and blind to socio-political contexts and curricular difficulties. They
consider the focus on the school as an entity limiting and claim that lack of theoretical
grounding as researchers leads to a reinvention of the obvious. However, from this study,
it has become clear to the researcher that one of the main benefits has been the dialogue
which has emerged to develop a common purpose to enhance the quality and rigour of
school self-evaluation, satisfy the need for accountability and establish collegiality and

interdependence.

Turner and Clift’s [1985 p148] assertion that ¢ The most effective means of improving the
quality of the education provided by schools is to give them responsibility for reviewing
their own performance and carrying out any reforms which seem necessary in

consequence’ is supported by Henry’s [1982] belief that responsible autonomy lies at
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school rather than individual level and Schmucks’ [1974 p.179] conviction that

strategies of the future...should be based on collective personal development .

School development 1s a package deal [Holly, 1985} and efforts at improvement must
encompass the school as a system of interacting parts to include staff and management
development, strong leadership, collaborative team work and the creation of a broad,

cohesive curriculum implemented skilfully at classroom level [Goodlad, 1987].

Schools make a difference but they cannot be expected to make all the difference and
shoulder complete responsibility for society.  Status based on performance figures can
mask reality, nurture complacency and discourage pupils and teachers from constructive
criticism. This 1s ineffective as a means of enforcing standards on teachers since, to be '
successful, plans for reform must be supported by a highly professional, confident,
teaching force that is fully aware of the techniques, benefits and the limitations of self

review. Improvement will only happen when schools are able to use tools diagnostically

and formatively to systematically examine learning and teaching for themselves.
Effective schools press for achievement, have visible and explicit values and 1deologies,
and constantly search for ways of evaluating performance. The next chapter takes a
closer look at some of the ways in which schools carry out evaluation and the 1ssues

which must be considered.
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Chapter 3: Evaluation

This chapter explores some of the purposes of evaluation and its association with
accountability. It includes a discussion of strategies such as inspection, the use of
standardised tests and performance indicators which were referred to in the previous

section.

Evaluation 1s the systematic collection and interpretation of evidence leading to value
judgements and action. The product 1s important but, as will be seen from the case study
on school planning within this thesis, the process can be a catalyst for empowerment,
responsibility and collaboration. This presents an opportunity to capitalise on the
experience, expertise and enthusiasm of staff to improve openness and understanding ot
the difficulties faced by management. Tracking pupils’ progress over time provides new
insights, explanations and skills to improve learning and teaching. Evaluation must be as
free of unanticipated side effects as possible so a wide variety of indicators must be used

to crosscheck and make inferences about programmes, processes and outcomes.

Rogers and Badham [1992] saw two main purposes for evaluation - accountability to
prove quality and development to improve it. By enabling verification of the decision
making process, evaluation can provide feedback to project sponsors, local authorities or

the government and proof to the public of rising standards which can further the
institutional as well as the educational development of an organisation. Teachers

constantly evaluate but there is a view that much of this tends to be idiosyncratic and

273 -



private rather than part of institutional policy. Raising awareness, accountability,
maintaining and improving educational standards, value for money and enhancement of
the quality ot learning and teaching must be central to any evaluative exercise [Marland,
1987]. Evaluation can help justify and explain intentions, indicate how resources are
being used and calm concerns by providing timely and relevant information for parents,
teachers, local authorities and the general public. A public system lets society see how
schools are doing and how they can improve, and including stakeholders in the process
encourages the emergence of a school wide vision, contributes to understanding and
enables the celebration of successes and strengths. Evaluation can improve the quality of
information generated to help make management decisions and assure parents that a

school 1s dedicated to meeting the needs of their children.

Despite these positive effects evaluation can also be a problematic and highly
controversial 1ssue. Low scores can have a negative effect on children’s self esteem
|Adelman and Alexander, 1982] and insensitive evaluation can leave teachers feeling
vulnerable, mistrusted and ineffective. A common measure is the quality of experience
given to pupils and how they are challenged but utility is dependent on evaluation being
robust, objective and flexible enough to meet the needs of individual schools.
Providing resources can never be enough to secure educational change [MacBeath, 1999

since 1mprovement depends on the sympathies and energies of teachers, their

commitment and level of responsibility.
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Accountability

Accountability has moral, contractual and professional implications [East Sussex
Accountability Project, 1979] and has been a feature of Scottish Education since
Victorian times. During the 1970’s Government and public dissatisfaction [Great
Debate, 1976; 1977 Green Paper] forced many professions to take greater account of
external views of efficiency and effectiveness. More testing of pupils and inspections of

schools took place as bodies such as the Assessment of Performance Unit [APU] rose to
prominence. Links between evaluation and accountability strengthened and it became

apparent that there needed to be consensus about the purpose of schools before any

rendering of account could occur.

From the 1980°s accountability was viewed as a professional duty, a moral obligation,
and a contractual responsibility to employers and political masters. Teacher based
assessment, records of achievement and increased levels of budgetary control had caused
their power to grow so a series of centralist policies to diminish this growth were
initiated. Inspectorate Reports on individual schools were published [1983] and the
School Boards [Scotland] Act and the Education [Scotland] Act [1988] reaffirmed
parents’ rights to be informed about the quality of education being delivered. Education
authorities were given responsibility for making provision in accordance with parent’s
wishes and setting a professional, communal climate of partnership with schools.
Statistical comparison of institutions became popular and central control by the

Government increased due to strong consumer power and pressure for better information

about the quality of education. However, little attention was paid to differing
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circumstances, catchment areas or staffing profiles and there remained, ‘the distinct risk

of rewarding schools for the quality of the intakes they can attract rather than what they

actually do for pupils’ [MacBeath, 1999 p6].

The public has a tendency to make judgements in a narrow sense based on the results of
formal assessment but schools would argue that many other factors need to be considered
and that authorities must be willing to adjust their views of effectiveness to changing
conditions. The external environment is influential but schools must remain in control if

innovation overload and dependency as opposed enterprise are to be avoided [Fullan,

1988].

The primary function of accountability is to raise standards so a major management task
is to establish a climate where staff view evaluation positively. Within the writer’s
education authority the accountability process includes national and standardised testing,
standard grade, higher and advanced higher examinations. Institutional and self-
evaluation within a common framework forms the basis of standards and quality reports

produced by each school, inspections by authority and HM personnel and school

development plans which support authority and national priorities.

Inspections

Inspection is one the earliest external methods of monitoring and evaluating public

education provision. Local education authorities in England and Wales were empowered
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by the 1944 Education Act to inspect schools but scepticism remains regarding the

independence of inspectors who provide a support and monitoring function.

Success 1s affected by the relationship between the evaluator and those being evaluated
and these, in turn, are influenced by school leadership and climate. In the writer’s
authority the local inspectors’ background knowledge, lack of management experience
and skills are viewed with a degree of cynicism by head teachers. As in some English
and Welsh LEA’s the pattern of these local inspections was adjusted due to time
constraints and support and inspection tended to be given to schools experiencing
difficulty. This resulted in problems regarding perceptions, judgements, and methods of
comparing the effectiveness of schools and concern whether schools which were largely

unsupported by the education authority could maintain standards.

Criticisms are also levelled at other external evaluators such as HMI whose teaching
experience may have been in another sector or who may be far removed from reality due

to time away from teaching. Judgements are generally based on provision, the overall
quality of work, pupils’ responses, current performance compared with that of previous
years and progress as benchmarked against other ‘similar’ schools. Comparing like
with like can be problematic and the organisational frameworks for presenting the
qualitative or quantitative data produced complex [Ribbins and Burridge, 1994]. Other
hindering factors include human and material resources, time, restrictions on
methodology, inadequate dissemination and discussion and the problems which can

emerge when the findings challenge existing values, orthodoxies and interests.
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Prior to the publication of inspections they tended to be a hidden form of evaluation and
are still invariably viewed as an event rather than an integral part of school life. Since

writing has traditionally been the domain of academics and educational researchers rather

than inspectors, there was scant coverage in evaluation literature until recently.

T'he preterence is for ‘developing schools’ which ensure staff involvement in self-
evaluation as a vehicle for growth [Holly, 1985]. However, the processes of inspection,
Institutional self-evaluation and teacher appraisal are clearly linked since a school being
inspected will engage in self-evaluation with the inevitable consideration of staff

performance and competence.

Standardised Tests

The validity of standardised tests is limited. There is potential for mismatching
programme goals and instructional techniques and they can be inappropriate for
particular groups of students [Herman and Winters, 1992]. In Scotland there a growing
tendency for standardised test figures to be used by education authorities as a major sign
of school effectiveness and quality. Tests are standardised against a cross section of the
pupil population and it can be interesting and helpful for schools to compare how their
pupils perform. If achievement of a particular grade 1s taken as an indicator of success
however, teachers may be tempted to concentrate their efforts on borderline cases to the

detriment of less able or very good students, while students who are differentiated by

ability at a very early stage may perform according to that expectation. High achieving
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pupils may get insufficient attention since they will pass anyway and the less able suffer
because there is no time to spend on those unlikely to succeed. American experience of

standardised testing was of cheating, teaching to tests and general disenchantment which

even atfected the numbers of graduates being attracted to teaching as a profession.

The writer’s education authority uses data produced from a programme of standardised
tests in English and Maths to measure value added. The difficulties of comparing results
are compounded by an inclusion policy for special needs pupils which makes extremely
ambitious targets for achievement of National Tests impossible to achieve and sustain
and results in undue pressure on schools and disillusionment for teachers and parents.
Testing provides a limited indication of school quality and a crude measure of
performance which, if used exclusively, can provide a narrow view. Results are attected
by pupil anxiety, absence, health, familiarity with the arrangements and format, the
appropriateness of content and the quality of teaching. The procedures suffer from many
weaknesses:
e tests are aligned with the English rather than the Scottish curriculum and
administered within a time frame which could permit pupil coaching
e the methodology demands individual effort by the pupils who otherwise work
mainly in ability groups with direct teaching, discussion, collaboration, choice
and an element of risk taking encouraged
e procedures are open to abuse with subjective interpretations about the amount of

help given and suspicions of dishonesty and unprofessional practice
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o the tests often focus on basic skills of reading, writing, spelling and maths at the

expense ot higher order reasoning and typically ignore the multiplicity of
academic, social and vocational goals which schools profess to address

* morale and the general climate of trust and support can suffer

e testing to compare schools is inappropriate and increased scores may signal high

ability and improvement or simply teaching to the test and a narrowing of the

curriculum [Cannell 1987]

e relative ratings to help compare the performance of different departments or
subjects within the same institution can place departments in competition and
iImprovement in one subject e.g. extra homework may improve the maths rating
but reduce performance in another subject [Fitzgibbon, 1992]

e regardless of assurances that the tests were for internal use by schools the results

have been published in a national newspaper

Despite these drawbacks standardised tests are increasingly being used to support the
Information from Scottish National Tests and to provide benchmarks from which added
value 1s measured. This head teacher has found the results to be very helpful in
supporting other measures of pupil progress, justifying inclusion of pupils in particular
ability groups and for highlighting aspects of the core curriculum where a group or class
1s performing considerably better than another. Analysis of results has led to review of
methodology, resourcing and pacing which has had a positive effect on the quality of

learning and teaching. There 1s however a real danger that teaching to the test and

dishonesty can arise where school or individual reputations are at stake.
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Performance Indicators
T'he Education Act [1988] was dubbed the ‘Parents’ Charter’ because it increased

accountability surrounding parents’ rights to know about the quality of education being
delivered. Under the Act specific responsibilities were devolved to education authorities
to monitor the quality of the education service. Over the last decade schools’ self-
evaluation to measure value added and effectiveness and set targets for improvement
have complemented HMI’s external evaluations. This ‘quality culture’ is based on
common criteria for inspection with key features of effective schools used as
pertormance indicators to assist with effective institutional self-review. Sizer, [1982]
considers that the use of performance indicators can be problematic because:

e success depends on the quality and use of the indicators so their design has
become one of the most onerous and demanding responsibilities placed on
management

e oathering and analysing data takes time and expertise and will only improve the
service 1f appropriate, reliable and valid information with which to judge
institutional policy, performance and procedures 1s provided

e they must be bias free, quantifiable, economically feasible and institutionally
acceptable

e there should be a distinction between effectiveness, efficiency and performance
assessment - people make and implement decisions and no matter how

appropriate and relevant the performance indicators, they will only be effective 1t

the decision makers responses and actions are positive
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* to monitor a system adequately and avoid making generalisations a large number

of indicators may be necessary

e 1t must be made clear whether the percentage reported is of the whole year group

or only of those presented

Performance indicators are not new, but procedures for systematically sharing
information and making comparisons of schools are still at an early stage. As highlighted
In chapter 1, there can be confusion between outcomes, which substantiate progress
towards achieving objectives, and processes such as staffing FTE as signs of
effectiveness. More confidentiality regarding outcomes could avoid the temptation for
dishonesty since there can be a moral dilemma between integrity and reputation when
reporting performance. Deming [1986] criticises managers who blame individuals for
quality failure and favours a non-threatening, blame free method of data collection to
pinpoint faults in systems rather than in people. Punitive surveillance systems are liable
to become corrupted, whereas involving stakeholders can improve validity and
credibility, increase the likelihood of findings influencing action and help build the
consensus and common understanding which is vital for subsequent negotiation and

decision making.

Indicators should be central to teaching and learning, cover significant parts of a school’s
activities economically and provide a means of reflecting competing educational
priorities. They should permit meaningful comparisons over time and between schools

and highlight changes in levels of performance [Gray and Jesson, 1990]. Academic
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progress, pupil satisfaction, relationships with other pupils and staff are all easily

measured but a fourth dimension ‘moments of quality and excellence’ in teaching and

learning such as when a pupil shows particular concern for others or is first over the line

on sports day 1s much more difficult to express as a performance indicator [Gray, 1990].

The desire to find the balance between internal and external evaluation is worldwide.
Key priorities include the provision of time and resources with inspection continuing as
part of a collaborative improvement strategy between schools and local authorities
[MacBeath, 1999]. Schools need to develop their own indicators of quality for variables
such as academic development, pupil satisfaction and pupil/teacher relationships so that
strengths and weaknesses can be evaluated and progress towards targets monitored [Gray,
1990]. Real improvement demands a transformation of culture to assist the sustained
and managed educational change. Schools may be well aware of research about key
organisational characteristics, performance indicators, evaluation criteria and evidence
for judging effectiveness but less informed about the process factors which can help them
improve over time. These require a guiding and shared value system and consensus on
aims, goals, expectations, rules and social order as well as a sense of community which

nurtures collaborative planning and collegial relationships.

Clearly, evaluation can be problematic due to a lack of appreciation of the process of
change [Fullan, 1985], the communication or utilisation of data produced [Holly et al,

1989] and conflicting definitions of effectiveness. Though some researchers favour
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incrementalism and application of the criteria for success to schools, many agree that top-

down evaluation has been unsuccesstul in leading to positive change and that

"...Jor schools to take responsibility for reviewing their practices and performance is the

most effective and efficient way of bringing about school improvement on a national

scale’. [Chift, Neale and McCormick, 1987 p.190]. The need for schools to act as
professional reflective, thinking, communities involved in a continuous cycle of

collective self review [HMI, 1992] to assure their own quality and continuous

development [Adelman and Alexander, 1982; SOEID, 1995] is discussed fully in the next

chapter.
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Chapter 4:  Self Evaluation

This chapter includes a discussion of some early approaches to self-evaluation and
highlights some of the associated benefits and challenges. It examines some difficulties
with making comparisons and explores the relationships between self-evaluation and

learning and teaching, school planning and quality assurance.

Self-evaluation appears to be a democratic system of enquiry since participants can
negotiate the focus and decide which data to collect and how to use the information. As a
collegial, problem solving process this researcher finds that it provides valid information
about effectiveness and leads to action for improvement and development. It offers a
platform for critical dialogue about classroom practice and an alternative to external
evaluation which redefines relationships whilst retaining teachers’ professional autonomy
[Simons, 1984] and control of curriculum change. Alvik, [1996] describes it as a culture
of wondering which requires good leadership, minimum pressures and the necessary
resources to promote collective self-reflection into the life of the school. Applied
systematically, it can provide a deep insight into the interplay between conditions,

processes and outcomes and direct further development.

For this head- teacher self-evaluation has provided a means of sharing control of change,

judging collective endeavour to achieve specific purposes and reviewing management
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tasks [Southworth, 1995]. It has encouraged teamwork, staff inclusion and ownership
(Reid, Holly and Hopkins, 1987] and the collegiate responsibility, purpose and vision
which has resulted from involvement has reduced isolationism, encouraged professional

respect for colleagues and further developed evaluation skills [Goodchild and Holly,

1989].

Self—evaluation works best in healthy dynamic environments where morale is high,
participants are confident of their own professionalism and there is support from other
stakeholders. Motivation to become involved may arise from a shared philosophy of
seeking constant improvement, comparisons of how one group of pupils’ progress against
another, or a measurement of the differences made by a new initiative, resource or
approach. It is about collaborative enquiry, taking responsibility rather than apportioning

blame and calls for an open approach with participants secure that the comments made in

open discussion are treated with respect.

Early Approaches

As discussed in the Evaluation section, HMI continued to inspect schools and publish the
results while performance in tests set by Government and education authorities led to
comparisons through league tables. Improvement in the quality of education and
accountability were inextricably linked but the publishing of exam results seemed
inimical to the development of open self-evaluation. Such external pressure was counter
productive and resulted in conflict of purpose and professional threat. Many researchers

at this time argued that the best indicators of pupils’ learning, welfare, motivation, and
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communication emerged through a process of continual self-evaluation rather than
external inspections [Nuttall, 1985]. There was a view that schools which self-evaluated
to improve learning should be insulated from accountability demands. Too close an
association between contractual accountability and self evaluation could lead to the
impoverishment of the latter and an ineffective assertion of the former’ ...and.... ‘The

price paid for even trying to enforce contractual accountability by means of a scheme for
SE will almost certainly be the destruction of the spirit of open minded enquiry essential

for the successful institutional and professional development implied by moral and

professional accountability’ [Clift, Neale and McCormick, 1987 p206-209].

Research material about self-evaluation is fairly limited - perhaps due as much to
interpersonal, political and organisational factors as to methodology [Adelman and
Alexander, 1982]. It became popular during the 1960°’s and 1970’s due to its contribution
to the growth of professional development and the ‘teacher as the extended professional’
|Reid, K.Hopkins.D. and Holly, P. 1987 p.115]. As it rose to prominence to satisfy
global demands for accountability, curriculum and staff development its significance and
manifestations were many and varied [Clift, Nuttall and McCormick, 1987; Hopkins,
1990]. The focus moved from schools to individual teachers with a number of reports
SED [1980], Munn and Dunning, [1977] Pack [1977] and Warnock [1978] providing a
springboard for educational retorm. Self-evaluation acknowledged teachers as the best
judges of their own professional development and schools as the best environment 1n

which to encourage and sustain growth. As a consequence in-service training became

school rather than centre based and local authority approaches to self-evaluation emerged

.37 -



in the form of policies, procedures and voluntary schemes such as ILEA’s Keeping the

School Under Review [1977]. Through self evaluation teachers became involved in

setting aims and objectives, analysing and developing statements, reflecting on the

performance of departments, examining curricula, time tabling, shadowing pupils etc.

|McCormick and James, 1983].

Many contemporary commentators doubted the sincerity of the consultation and regarded
selt-evaluation as a time consuming activity which could obstruct planned reforms and
have little impact. However, great benefits were gained through the exchange ot views
and the development of cohesion. The emphasis gradually began to move from
accountability to teaching, learning, methodology and frameworks such as GRIDS [1984]
were established to assist with whole staff approaches to managing change. As English
local Authorities [ILEA, Oxfordshire etc.] came under Government pressure to set up self
evaluation schemes similar models emerged in Scotland but many of these early attempts
at self evaluation were unsuccessful in bringing about ‘substantial and enduring changes’
[Clift, Nuttall and McCormick, 1987 p.200]. Some focused on the school rather than the
individual to provide greater contractual accountability and resulted in a ritualistic and
superficial response from participants [Turner and Clift, 1985]. Others were unsuccesstul
due to lack of familiarity with the methodology [Solihull, 1980] or an unwillingness to

disseminate any information gathered beyond the school [James, 1982].

Throughout the early 1980°s it was vainly hoped that participation in corporate review

would help secure commitment. School Based Review [SBR] was designed by the
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Organisation for Economic Co-operation and Development [OECD, 1982] as an attempt
to make reflection more systematic and integrated into management procedures with
outcomes fed directly into the functioning ot the school. It was hoped that SBR would
become an essential phase in any innovation and the involvement in the process would

help improve schools.

Traditionally, powerful ideas and research-based strategies have had more effect on
schools than high-tech mechanisation. Education is a people intensive service and
change is dependent on attitudes and skills. Through self-evaluation staff can be
empowered to develop confidence, understanding and ownership of the criteria by which
schools are judged but there is an element of risk as expectations are raised, sensitive
issues explored and negative feelings voiced. Schools are small communities constrained
by time and resources and there may be a tension between ownership and collaboration

and decision making which the head teacher could do more efficiently while the teachers

get on with their job.

The organisational climate, leadership style, time available and the way 1n which selt-
evaluation is introduced contribute to its perception and effect. The expertise and
experience of other professionals such as psychologists and scientists and the ever
expanding literature on accelerated learning, neuro - linguistic programming etc. can help
schools to acquire the necessary high expectations ideals and skills, ‘providing an

important and necessary complement to the insights of the internal stakeholders and

school effectiveness researchers.’ [MacBeath, 1999 p20].
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[t would appear from some reports by local authorities that self-evaluation by teachers
and schools has been widely accepted across the U.K. for some time [James, 1982:
Elliot, 1980/ 81] and that self-evaluation is now well established in schools [SOEID,
1999]. However, this writer’s observations that some local schools become involved at a

very superticial level 1s supported by HMI and OfSTED when reporting on the

etfectiveness of self-evaluation as part of the inspection process for individual schools.

It 1s central to the development of effective schools [Sutton, 1994] and becoming
involved can enhance autonomy and independence and render curriculum management
and organisation more efficient and effective. This researcher agrees that self-evaluation
can improve communication, establish a shared vision and engage support but its success
depends on consideration, tact, open discussion and respect for individuality. Since
evaluation 1s associated with judging worth, skills in analysis, interviewing, observation,
teamwork and communication are important [Holly et al, 1987]. It 1s a powertul
technique and a positive process which meets individual and collective needs but there
are many other benefits. Self-evaluation 1s diagnostic [Reid, Hopkins and Holly, 1987],
impacts learning and teaching and helps identify success and build on good practice
[Holly et al, 1987]. As a catalyst for change linking staff, curriculum, collaboration and
school development, it empowers those involved and can help increase client satistaction,
improve morale in the profession and contribute to the sense of ownership which 1s vital

for effective change [SOEID, 1999; Fullan, 1982]. In addition self-evaluation:

e encourages participative and collegial leadership [Elliot, 1981]
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® can increase productivity, focus on development, complement restructuring and
review and meet the ever-increasing demands of stakeholders [Herman and
Winters, 1992]

* helps market the school or probe stakeholders’ opinions of the service provided

and how it might be improved

® provides a process to make the policies and practices of schools more public and
places authority for change with those who are most accountable for educational
outcomes

e can protect the right to privacy since participants can retain anonymity

With a clearer understanding of the effects and benefits of self-evaluation and its

management in different contexts, insights emerge about the best ways of organising and

conducting i1t to improve quality. This researcher accepts that, due to their close
involvement with their schools, teachers and pupils have an excellent understanding of

quality and supports MacBeath’s [1999] argument that sharing 1deas and good practice on

a collegial basis 1s much more effective than a system which relies on the routines of an
external body to police its schools. Effective self-evaluation depends on the integrity ot

the process and this can be influenced by the audience and improved by the development

of a standard set of criteria [Elliot, 1980]. This researcher is aware of the value of using

a critical friend and the potential for education authorities, HMI and research networks to

act as a sounding board and provide advice and information [Grace, 1998]. Discussions

with a group of Irish head teachers as part of this research confirmed that contributions of

a supportive, credible, critical friend had brought an additional element of objectivity and
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experience to their task which they believed helped minimise self-justification and
delusion. In the case-study on development planning which forms part of this research a

representative of the local authority performs the function of critical friend.

Many issues need to be considered when establishing self-evaluation schemes including
bias, subjectivity, threat, clarity of purpose and the challenges and benefits for schools.
As previously discussed, there can be tensions between internal and external
mechanisms.  The stimulus to become involved in self-evaluation may arise from
intrinsic professionalism, curiosity and concern for children or the extrinsic pressures of
accountability and statutory responsibilities but self-evaluation driven solely by political

motives ‘unaccompanied by a genuine commitment to its educational value’ [MacBeath

1999 p106] will fail.

Evaluation is rarely prejudice free and HM Inspectors and this head teacher are aware of
the advantages of securing the 1deological high ground by showing the school 1n the best
light [Coleman and Collinge, 1995]. Motivation for using self-evaluation may include
preparation for external inspection, accountability, improvement of school management
and structures, school planning, curriculum development and improvements to learning
and teaching. Simons [1979] sees the evaluators’ role as simply describing what 1s

happening but the reality is that self evaluation in schools can lead to politically based

recommendations for change by policy makers, the Government, the opposition or the

press.
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Challenges

Self-evaluation has its limitations. Simply gathering data will not lead to improvement
and, in the experience of this researcher, self-review must remain closely linked to
teaching and learning or teachers will not enter into it again. The findings must make
sense and be dependable so validity, reliability and manageability are extremely

important. It is best entered into voluntarily by staff committed to its success since where

head teachers volunteer for self-evaluation, staff involvement may seem compulsory.
Mandatory and totalitarian schemes can lead to subversion of the process and an account
that 1s merely a response to pressure may be half hearted, distorted and defensive. In
addition:
e 1t must be rigorous to refute accusations of an introspective and cosy approach
e staff may consider an account of the business of a school to be less important than
the monitoring of policies and practices
e 1f 1t 1s compulsory and leads to a report there may be an implication that the
external influence will render the evaluation more thorough and comprehensive
e commitment is influenced by the level of understanding of what is required, the
exposure resulting from any written report and the extent to which the exercise 1s
considered Worthwhile or judgmental
o staff may feel uneasy, defensive and vulnerable about parents or pupils judging

their skills, attitudes and competence

e schools can lack expertise in evaluation, and staff are often reluctant to embrace 1t
as an integral part of normal practice. This has implications for teacher-training

institutions and staff development in Scottish schools. Head teachers need to
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ensure that their management style and the climate in the school encourages open
discussion and collaborative approaches.

e openly admitting to weaknesses and inefficiencies may not be considered to be in
the school’s interest so external matters for improvement may be highlighted in
audits such as improvements to buildings, uptake of business placements etc.

rather than teaching approaches or the curriculum

Purposes of Self Evaluation

Schools are very different so there are major issues surrounding generalisability,

measuring the effects of context, and conflicting perceptions of the primary purpose of

self-evaluation. It may help to enforce standards on staff but it is not immediately
appealing in terms of cost effectiveness and requires a highly effective teaching force
trained in the process of institutional review. Effective self-evaluation requires time,
energy, resources and training and works best within a positive culture of colle giality, co-
operation, communication and fraternity where professional development and self respect
00 hand in hand. Although this smacks of idealism, it is this researcher’s experience that
the more involved in self-evaluation a staff becomes the more likely it is that this culture
will develop. It is important that change is seen to arise from involvement, that financial
resources are used to provide staff cover and materials and that everyone is encouraged to
become involved. Participants must be aware of the challenges associated with insider
review and be willing to view aspects of school life through fresh eyes. Analysis 1s not
easy - gathering evidence is time consuming and it is difficult to be objective when

making judgements which involve colleagues - but the involvement of teachers m a
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continuous cycle of collective self-review has enormous benefits. It makes the best use

ot contextual knowledge and examples of good practice and enables schools to develop
their own indicators of quality and effectiveness to evaluate strengths and weaknesses
and set targets for academic progress, pupil satisfaction and good relationships.
Successtul self-evaluation depends on the development of interpersonal and negotiating
skills, good organisation, a leadership style which fosters teamwork and encourages a
shared approach, and a clear understanding of the range of methodologies, which can be
employed. It is vital that self-evaluation findings are acted on and that it becomes an

established practice for institutional and professional development otherwise participants

will become discouraged.

Some observers are of the opinion that evaluation is always delivered from biased origins
|[House, 1973] and that acceptance of the findings is dependent on the recipient’s
subjective position. The purpose certainly affects the outcome '[Simons, 1984] and
tension between improvement and rendering public account can detract from 1ts success.
It 1s essential that schools evaluate and improve their own educational and institutional
practices and contribute to professional growth and development. However,
dissatisfaction and concern about professional reputations may affect thoroughness if,
despite assurances of confidentiality, staff see themselves as the subject of the evaluation
rather than the evaluators. The routine monitoring which is an integral part of selt-
evaluation can help schools respond to accountability demands and complement external
inspection but early studies highlighted feelings of threat and defensiveness by

participants when it was used for this purpose. Self-evaluation carried out by the statf as
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an audit but subsequently used to inform an inspection report signals accountability rather
than development as the priority and this can be counter-productive, resulting in
resentment and an unwillingness to become involved in an honest way 1n the future
[Simons, 1981; 1987]. Ambiguity may cause teachers to be even more cautious and
selective as witnessed by this researcher when a head teacher colleague voiced concern

that the staff had ‘turned against her’ prior to external Inspection because the existing self

evaluation findings were to be utilised.

Developments often have educational and political roots e.g. with pay and contract
negotiations accountability can develop from a concern for the curriculum to become an
evaluation of the teacher. This causes some to decline to participate because they feel
professionally threatened - particularly middle managers who see themselves as
responsible for the way things are and therefore liable to criticism. Failing schools may
be a reflection of an ineffective head teacher and staff in this situation may be

enthusiastic about self-evaluation in order to expose problems.

Improving Learning and Teaching

There 1s continuing debate surrounding school effectiveness but the key test of school
improvement and the main purpose for self evaluation is whether the investment 1n staff
development and enhancing schools’ culture results in improved learning and teaching.
Self-evaluation is at its most potent at classroom level. In the researcher’s school
teachers and pupils regularly review their own work and parents are encouraged to

evaluate new resources, discuss procedures and changes and comment on the quality of
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completed homework tasks. Investigating the quality of learning 1n this way provides an
insight which can encourage parents to look at how learning in the home and community

can be used to support that of the school and help pupils to analyse their own learning

patterns.

'When young people begin to ask themselves the question ‘how good a learner am I? the

self-evaluation question comes full circle and the contribution of school effectiveness

research is put to the test’ [MacBeath et al, 1995 p791].

Many teachers are committed to critical reflection as the basis of professional
development. In the researcher’s school this self-review is complemented by an agreed
programme of monitoring and evaluation by senior staff. Class teachers are involved in
peer and self-evaluation with colleagues and constantly review their own performance to

consider how a lesson might be delivered more successfully, a topic improved on and
students’ progress maximised. Structured self-evaluation of pupil’s work, programmes ot

study, forward plans, course materials, policies, guidelines and staff development all

contribute to improvements in learning and teaching.

School Planning

Self evaluation can be an important component of school planning to help clarity and
achieve aims and objectives through corporate, collaborative effort to evolve policy and
plans from the developing needs of the school community [Irish DES, 1999]. A case-

study on school planning is included in chapter 10 of this thesis and highlights the
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importance of a positive climate and full consultation regarding evaluation criteria and

how the information collected will be used. Staff can feel threatened, ‘where the

paramelers of the evaluation are not explicit under an agreed development plan, teachers
may be uncertain about what precisely are the targets at which their school is aiming’
{Rogers and Badham, 1992 p.4]. Real change takes time [Mortimore, 1991] but
development planning can present a means of supporting a school’s educational
philosophy, setting priorities and targets, reviewing progress and controlling direction
and pace. Development plans make assumptions about the future which can be
undermined by external factors so there is a need for contingency and flexibility [Jenkins,
1991]. From a practical stance, self evaluation can only succeed if the outcomes are
worthwhile, limited in focus, light on data collection and make maximum use of available

information to make best use of time, effort and resources.

Quality Assurance
Although Ball, [1987, p.154] claims that ‘quality assurance and school improvement is
everybody’s business’ the writer’s practical experience is that quality assurance is often

associated with accountability and deemed by many to be the responsibility of school

management, education authorities and HM 1nspectors.

Quality assurance is about maintaining and improving standards. With continuing
curricular change, increased accountability and budgetary responsibility following the

1988 Education Act and the 2000 Education [Scotland] Act, the Government placed

specific responsibilities on education authorities to effectively monitor schools.
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Consequently, the Scottish Office promotes a ‘quality culture’ using HMI benchmark
information and this is emphasis on quality is reinforced by the new quality indicators
[HGIOS 2002] which will assist with the collection, publication and review of data and
the identification/dissemination of good practice. Within this culture ‘value-added’ is
measured using quantitative and qualitative approaches which give control, autonomy
and ownership to teachers [Simons, 1984], provide access to an account of a school’s
work and a way of monitoring policies and practices and informing decision making. The
evaluators’ role should be to report issues impartially rather than recommend or pass

judgement and the boundaries must be negotiated with an awareness of the target

audience.

School leaders must develop a climate of confidentiality, trust and professional respect if
self-evaluation 1s to be successful in improving objectivity, collegiality, communication,
protessional development, and egalitarianism [discussed more fully in a later section].
Some teachers lack the confidence to take part in participative decision making while
others do not readily become involved. In the researcher’s school this 1s overcome to
some extent by encouraging less inexperienced staff to work with stage partners for
forward planning, cross marking national test scripts and delivering environmental
studies topics. Colleagues are encouraged to join committees to monitor budgetary
matters, arrange social events and take part in working parties or focus groups at school,
cluster and authority level. Open discussion, brainstorming, SWOT and force field
analysis etc. are used regularly as a means of involving the whole staff in curriculum

development and building up confidence. Ensuring that experiences of collaborative
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approaches are good and that changes arise from involvement has helped embed self-

evaluation firmly in the culture of the school.

Bruce [1999] recognised the strong public commitment of the Scottish Office to the

concept of self-evaluation and the next section focuses on the benefits of developing a

framework for this 1in order to maximise school effectiveness. ‘How Good Is Our

School’ [1996, 2002] 1s included as one way of helping schools to assess strengths and

weaknesses using the same performance indicators as HM Inspectors.
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Chapter S:  Frameworks

Many researchers concur that it is helpful to have a framework for self-evaluation and
this chapter begins by describing some early approaches. It goes on to discuss How Good
Ls Qur School [1996 and 2002] which provides a structure for rigorous self-evaluation
and collegial effort and is used in many Scottish schools. It is the basis for the Target

Setting Initiative [SOEID, 1997] and has been adapted for an English context through
Schools Speak For Themselves [MacBeath et al, 1996]. This section also includes a brief

discussion about Total quality Management [Sallis, 1993].

External evaluation is important but it is debatable whether standards have risen in
Scottish schools simply due to HM inspections or in other parts of the U.K. purely as a
result of ‘special measures’ or Ofsted reports. The trend towards decentralisation,
coupled with an emphasis on school focused development and increasing demands for

accountability, have led to the adoption of schemes for self-evaluation across the U.K.

and Europe [MacBeath et al, 1999].

Process frameworks using performance indictors are increasingly used to help schools
audit, plan for change and provide structures to give shape and coherence to the
development culture. The indicators of performance used must be sensible, able to be
modified to meet the needs of individual establishments and build on the experience,
vision and understanding of teachers to avoid deskilling and deprofessionalisation. As

discussed earlier in this paper, measuring outcomes must be approached sensitively since
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there can be a perception of reflecting on the quality of teaching and learning and

therefore open to corruption [Cannell, 1987].

Early Approaches

Early LEA schemes included Keeping the School Under Review [ILEA, 1977], GRIDS
[1984] and Hopkins and Bollen’s matrix [Hopkins, 1991]. These were adapted by many
local authorities as structured checklists which linked components in the self-evaluation

process and oftfered a practical means of evaluating change and development. They

generally involved a review to understand the organisational processes for effective

management of change and emphasised the benefits of collaboration, democracy and

systematic planning, through self-evaluation on the climate of the school [Friere, 1970;

Fullan, 1985; Hopkins 1990].

How Good our School?

How Good is Our School? [SOEID, 1996, 2002] provides a coherent, consistent and

flexible self-evaluation framework to help schools improve. With involvement, teachers’
commitment to supporting developments increases and this is perhaps the most vital
contribution that school effectiveness research can make [MacBeath, 1999]. How Good
is Our School? has become a seminal and influential publication which 1s firmly
embedded in the processes of development planning and appraisal to provide a means of
introducing greater rigour in the form of quantitative and qualitative targets as set out in

Standards and quality in Scottish Schools [SOEID 1996]. Strengths and areas for

-5 -



improvement are compared with a wide range of indicators identified by the Scottish

Executive and HMI as central to the interests of stakeholders.

Shared decision making 1s common practice in many Scottish primary schools and How
Good is Our School? encourages collaborative planning and implementation within
establishments and for those involved in supporting them. Improvement requires intense
interaction, communication, positive pressure, support and new understandings so such
collegiality [McCrone, 2000] in schools must be underpinned by clearly understood
procedures [e.g. for brainstorming, respecting the opinions of others and resolving
impasse]. There needs to be genuine concern for the individuals taking part and
monitoring systems need to be evaluated constantly to ensure that indicators used
maintain their reliability and contribute to the teaching and learning experience. How
Good is Our School? has recently been updated [2002] with quality indicators. These
reflect more accurately the requirements of new legislation such as the ‘Standards In
Scotland’s Schools etc. Act’ [2000] which placed an increased emphasis on consultation

and introduced the National Improvement Framework.

Target Setting

Politically, ‘self- evaluation sits uneasily with the new managerialism and with central
demand for change’ [Bruce, 1999 p.402]. The Target Setting initiative [SOEID, 1998]

was based on How Good is Our School? [1996] and used performance [now quality]
dicators to focus on standards and improvement by comparing the national test results

of establishments with similar characteristics. Progress was measured by the proportion
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of pupils meeting the targets so these needed to be valid, reliable and manageable and the
whole process depended on positive attitudes and climate. Although HMI and many
informed professionals viewed this as a model of good practice, implementation in
schools has been sporadic and there has been some dissent:

Introducing the target setting framework will in fact divert energy and attention from
the need to continue to explore the nature of genuine, lasting improvement in schools. A
school which honestly and courageously assesses its strengths and weaknesses as
recommended in ‘How Good Is Our School’ and then prepares an agenda for
improvement has a real chance of success. There is an ironic, and hopefully unintended

danger that the current nature and scale of central directives will put such improvement

at risk. |[Bruce, 1999 p.403].

Raising Standards -Setting Targets [1998] rejected league tables because questionable
comparisons were causing difficulties for school managers and staff. Teachers were
becoming reluctant to participate in collegiate activities such as development planning.
The league tables were replaced by simple and quantifiable targets with which to
compare current levels of performance with similar establishments. However, this

researcher is aware that, within the education authority, comparisons of the achievement

of these targets are now becoming a source of tension.

Schools Speak For Themselves

A commission from The National Union of Teachers in England and Wales resulted in

the publication of Schools Speak For Themselves [MacBeath et al, 1995], a national
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framework for self-evaluation for England and Wales, which reflected the principles of
the Scottish How Good Is Our School [SOEID, 1996, 2002]. It was based on

...an overarching philosophy centred around value judgements about people,
relationships, learning, organisations teaching and teachers: procedural guidelines;
criteria or indicators...” [MacBeath, 1999 p.104].

The approach supported the need for evidence of progress, drawing on the collective
wisdom of teachers, the work of social scientists and those involved in scientific research

into how learning takes place.

This researcher agrees with MacBeath that much significant and lasting change is teacher
led. Learning i1s a multifaceted social and emotional activity which thrives in a
supportive, gregarious climate. Often the most effective learning is a combination of
school and home experiences, which build on prior knowledge and understanding,
enquiry, problem solving, active involvement, discovery and simply through pupils
analysing and learning from mistakes through self-evaluation. The implications of this
are that home/school partnerships need to be strengthened and the curriculum designed to

capitalise on the benefits of interactive teaching methods and an appreciation of pupil

learning styles.

Total Quality Management

‘Total Quality Management’ [Henry, 1982] presented a philosophy and methodology to

assist schools in managing change. It was based on the view that quality 1s about doing

ordinary things extraordinarily well and about customer delight rather than satistaction.
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As a coherent and integrated quality assurance system TQM strove for incremental
improvement rather than giant quality leaps, ‘it is about living, loving, passion, fighting,
cherishing, nurturing, struggling, crying, laughing’ [Henry, 1982 pl25]. Depending on
powerful strategies to deal with a competitive climate it demanded strong leadership,
motivation, empowerment and involvement of staff rather than hierarchical imposition.
T'QM was based on self and peer assessment, institutional self-review, negotiated
evaluation of goals and recognition that motivation, expertise and enthusiasm rather than
appraisal and inspection were the influences that assured quality. Following the
Education Reform Act [1988], there was an upsurge of interest in monitoring the
educational process through performance indicators [P.I.’s]. These were sometimes
criticised as merely providing a rudimentary guide to the efficiency of a process, the
quality of learning or the effectiveness of an institution in meeting its customers’ needs.
Those wanting to go beyond this are looking to approaches like TQM to improve
standards of service. Although there is agreement that schools should deliver a quality
education service there i1s a dilemma over what that actually means. As highlighted in
chapter two and five, quality i1s a dynamic concept which can be difticult to define,
measure and interpret - its presence is sometimes taken for granted but its absence
obvious. In TQM quality can be absolute and equate with perfection or be employed as
a relative concept by which the end product can be judged as up to standard and meet the
needs and wants of the customer. Some quality assurance systems support the consistent

production of a good product and its fitness for use but educational outcomes are

different since they depend on a wide range of factors such as teacher skill, pupil interest

and family support.
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Frameworks and Managing the Curriculum

Undoubtedly, there are benefits in sharing management tasks and a participative and
consultative management style is essential for self-evaluation to work. Using a
framework like HGIOS can alleviate potential difficulties and help ensure that
collaboration and consultation takes place. Wallace [1988] is among those who suggest
that managerial roles and tasks should be shared and collaborative and consultative
procedures put in place to facilitate good communication. Judging effectiveness is highly
sensitive and many teachers are uncomfortable with bottom up and top-down approaches
- with being evaluated and with evaluating and providing feedback. The need for training
in self-evaluation was a recurring comment from the teachers’ questionnaires [appendix
1b]. Any tensions over roles and autonomy must be minimised since they affect the
climate of the school [Campbell, 1984]. To overcome these the researcher has involved
staff 1n establishing an agreed policy which sets out an annual programme of classroom

visits to monitor jotters, evaluate lessons, use of resources etc. The focus of the
evaluation is pre-determined, based on the quality indicators from How Good Is Our
School? and followed up with verbal and written feedback. The policy encourages selt

and peer-evaluation and this has helped to build trust and break down barriers.
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Chapter 6: Climate

This section seeks to contribute to the hypothesis that there is a strong link between self
evaluation and school efftectiveness and that a positive climate is a recurring

characteristic and indeed a prerequisite of effective and high achieving schools [Rutter,

1979; DES1977; Purkey and Smith, 1983; Mortimore et al 1988].

One of the dominant features of an effective school is that it values reflection with a view
to improvement [Schon, 1983]. To gauge the contribution of self evaluation to school
effectiveness it is necessary to concentrate on the process as well as the product so the
school ethos must be one within which audit can be accepted as a fundamental
professional characteristic of the effective school and teacher [SOED, 1992]. The positive
climate essential to achieve optimum value and assist with the development of this
process can only occur where there is teacher goodwill and high morale to enable self-
evaluation to be carried out efficiently and effectively.

‘Climate is all. Self-evaluation can only work when there is a climate for it and when the

conditions are right’ [MacBeath, 1999 p1038].

The researcher agrees that characteristics of certain schools make a difference to pupil
progress and is aware that many differences in outcome can be related to a school’s
culture and climate. This climate can be affected by concerted action to strive towards

high expectations and recognition of the benefits of collaboration and partnership [Boyd

1997. SOEID, 1998]. In effective schools the climate sustains self-evaluation, reflection
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and strong leadership and a high level of consensus regarding aims, goals, expectations,

rules and social order supports the capacity to sustain and manage educational change. A

sense of community nurtures collective planning and collegial relationships and they

have the capacity to stimulate, absorb and manage change with the support of frequent

cvaluation to further improve performance.

Climate, ownership and a shared vision of a better future are key components of school
effectiveness, and these are affected by the quality of procedures, management,
teamwork, the contribution of stakeholders, the attitudes of staff and pupils and
leadership at all levels. Effective schools are often characterised by a common purpose,
interdependence and collegiality amongst pupils, staff and community, but achieving

these 1deals in a pluralistic society with ambitious plans for educational improvement can

be ditficult.

As an 1mportant aspect of the hidden curriculum, climate is often reflected in the
organisation and specific objectives of establishments and affected by behaviour, values
and atmosphere. Schools were traditionally characterised by formal relationships,
loyalty to the head teacher and high consensus but demands placed on teachers due to
increased managerialism in the 1970’°s have weakened this position considerably. Some
researchers would claim that teaching, rather than climate, is the major influence on
school effectiveness and that the more structured and reflective the teacher’s approach,
the more likely that students’ academic performance will improve. It would be ditficult

to support claims that self-evaluation is the single most important factor and this
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researcher supports the premise that reflection, organisation, effective teaching and
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