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WALTON, E H <(1980)

The Hartlepool Dockland Project, 1985 - 1988, A
formative evaluation of an educational innovatlion in six
primary schools.

ABSTRACT

The thesis examines a multi-site case study based upon an
instance of educaticnal innovation within a group of six
primary schools located in an inner-urban area of

Hartlepool, County Cleveland. The  schools, selected by
thelr LEA, participated 1In a three year Educational
Support Grant Urban Project to: raise pupils’
performance and teachers" expectations; improve the

schools' organisation, management and curriculum; involve
parents, and explore other policies that might lead to
the schools' improvement.

The study is divided into four main sections. Chapter
one explores a range of definitions of change and
innovation through an examination of relevant literature.
Attention 1Is focussed on the concept of change and
innovation, 1ts major factors, stages and {nfluences and
its relationship to authority, leadership, power and
negotiation in educational organisations.

After a brief resume of the D.E.S5. Educational Support
Grant, (1984), and the Cleveland LEA's response, chapter
two presents a case study rationale. The research
process, embodied iIn this chapter, examines alternative
methodologies before making a defence of qualitative case
study incorporating illuminative evaluation strategies.

Chapter three presents the evaluation of the Hartlepool
Dockland Urban Project. The evaluation 1s divided into
early, mid and late phases. Within the successive phases
attempts are made to explore the climate of the Project
schools. The progressively focussing process utilises a
range of data collection, reduction and display
techniques which are outlined in a conceptual framework.
Each phase culminates in within and cross-site analyses,
in the style of Miles and Huberman, (1984).

The final chapter is In the form of summary and
recommendations. Project schools, their leadership and
staff, and the innovating institution are reviewed in the
light of the evaluation and in conjunction with a
critical analysis of the research methodology. In the
final analysis recommendations for substantive areas of
innovation and for evaluators lead into a description of
possibilities and opportunities for future research and
overall cenclusions.




THE HARTLEPOOL DOCKLAND PROJECT 1985-1988

A FORMATIVE EVALUATION OF AN
EDUCATIONAL INNOVATION IN SIX PRIMARY SCHOOLS

EVE HARRISON WALTON

A thesis submitted for the degree of
Master of Arts in Education

The copyright of this thesis rests with the author.
No quotation from it should be published without
his prior written consent and information derived

from it should be acknowledged.

University of Durham
School of Education
January 1980

\':




-iii-

CONTENTS

Abstract

Title Page

Contents

Declaration and Statement of Copyright

Acknowledgements

Chapter One - The Concept of Change and

Innovation in Education

Change and Innovation in Education

Factors Influencing the Implementation

of Innovations
Schools as Organisations
Authority, Leadership and Power

Teachers as the Clients of an
Innovation

Styles and Approaches of Change
Educational Organisations

Consultancy to Educational
Organisations

The Concept of a Linkage Centre
Strategies of Innovation
The Role of the Consultant

Change Agents and Innovation
Strategies

Resistance to Change

Types and Stages of Innovation

in

The Costs and Rewards of Innovation

The Implementation and Institutionalisation

Stages of Innovation

The Effectiveness of Consultancy to

Educational Organisation

Xiv

Xv

10

16

18

45

47

75



‘*i\/-

Page
Chapter Two — The Research Process 78
2.1 Origins and Outlines of the
Hartlepool Dockland Project 78
2.1.1 Education Support Grants 78
2.1.2 The Cleveland LEA Response
to Circular 6/84 81
2.1.3 The Proposal 83
2.1.4 The Hartlepocol Deckland
S5chools and Centre 85
2.2 A Case Study Rationale 87
2.2.1 Case Study and Action Research 89
2.2.2 Case Study, Qualitative and
Mixed Methodologiles 90
2.2.3 Case Study as a Unique Instance 86
2.2.4 Case Study, Naturalism,
Description and Detail 96
2.2.5 Case Study and Validity -
Triangulation and Progressive
Focussing 98
2.2.6 Case Study and Generalisability 100
2.2.7 Case Study as Illuminative
Evaluation 101
2.2.8 Audience of Case Study 103
2.3 Action Research 104
2.3.1 Illuminative Evaluaticon - The
Unique Instance 104
2.3.2 The Issues of Bias, Triangulation
and Validity 106
2.3.3 Progressive Focussing 109
2.3.4 Ethics and Case Study 108
2.3.5 Multi-Method Approaches to
Data Collection 110

N
w
s}

Curriculum Building i1z



Page
Chapter Three — Data Presentation 117
3.1 An Intreoductlion to Data
Presentation 117
3.1.1 Data Reduction 117
3.1.2 GStyles of Presentation:

Narrative Text and Data

Display 118
3.1.3 Conclusion Drawing and

Verification 120
3.1.4 Factors Influencing the H.D.F.

Data Frescentation Format 121
3.1.5 Implications of Cross Site

Analysis 123

3.2 The Early Phase of the Dockland Project 126
3.2.1 Antecedent Influences 126
3.2.2 General Context Across

the H.D.P. Schools 127
3.2.3 The Specific Context of

the Project Schools 129
3.2.3.1 School A 130
3.2.3.2 School B 130
3.2.3.3 School C 131
3.2.3. 4 School D 131
3.2.3.5 School E 131
3.2.3.6 Scheool F 132
3.2.4 Specific Schoel Data -

School A 133
3.2.4.1 Documentary Evidence 133
3.2.4,2 Diary Evidence 135
3.2.4.3 Semi-Structured Interviews 137
3.2.4.4 Participant Observation 139

3.2.5%5 School B - Specific Data 141




3.

3.

[AS]
~

Mo
~

AN]
[ts}

xS}

[x%)

™o
8]

. 9.

. 9.

N

.4

Documentary Evidence
Diary Evidence
Semi-Structured Interviews

Participant Observation

School C - Specific Data

o1

.2

.3

.4

Documentary Evidence
Diary Evidence
Semi—-Structured Interviews

Participant Observation

School D - Specific Data

o1

. 2

.3

.4

Documentary Evidence
Diary Evidence
Semi-Structured Interviews

Participant Observation

School E - Specific Data

.1

.2

.3

4.

Documentary Evidence
Diary Evidence
Semi-Structured Interviews

Participant Observation

School F - Specific Data

.1

.2

3

4

Documentary Evidence
Diary Evidence
Semi Structured Interviews

Participant Observation

Within Site Analysis

>
BN

3

W

3.1

Dovetaliled Issues in School A

.3.2 Dovetailed Issues in School B

3.3

Dovetalled Issues Iin School C

Page
141
143

144

164
164
167
168
170
172
172
173
176
177
178

179

184




~-vii—

3.3.4 Dovetailed Issues in School D

3.3.5 Dovetailed Issues in School E

3.3.6 Dovetalled Issues in School F

Cross Site Analysis

The Mid Term Phase of the
Dockland Project

3.

W

w

5.

.5,

1

2

W

Introduction

Methodology

Specific School Data - School A
.1
L2
.3

L4

.5
Specific School Data - School B
.1

.2

87}

Specific School Data - School C
1

.2

Diary Evidence
Semi~Structured Interviews
Participant Observation

Science and Technology
Questionnaires

The DION Questionnaire

Diary Evidence
Semi-Structured Interviews
Participant Observation

Science and Technology
QRuestionnaires

(School B> The DION
Ruestionnaire

Diary Evidence
Semi-Structured Interviews
Participant Observation

Science and Technology
Questionnaires

(School C) The DION
Questionnaire

Page
186
188
191

123

206

208

209

217

219

226

228



o

[V

W

[ €3]

w

~viii-—

Specific School Data - School D

Ruestionnaire

. B (School D

Quezstionnaire

Specific sSchool Data -

Questionnaires

Questionnaire

Specific School Data - School F

Questionnaires

Questiconnaire

.1 Diary Evidence

.2 Semi-Structured Interviews
.3 Farticipant Observation

L4 Science and Technology

The DION

1 Diary Evidence

.2 Semi-Structured Interviews
.3 Participant Observation

.4 Science and Technology

.S (School E?> The DION

1 Diary Evidence

2 Semi-Structured Interviews
.3 Participant Observation

4 Science and Technology

.5 (School F)> The DION

Within Site Analysis — Mid Phase

3.

3.

W

6.

5.

. 6.

1

2

Dovetailed

Dovetailed

Dovetailed

Dovetailed

Dovetailed

Dovetailed

Issues

Issues

Is=zues

Issues

I

m

sue

i3}

Issue

[0)
0

in

in

in

in

School

School

School

School E

Page

[\
(]
S

W)
W
]l

o
w
Ji

n
]}
W

ro
(8}
W

[z}
[$)]
o]



Cross Site Analysis — HMid Term Phase
The Late Pericd of thoe Dockland Project
3.8.1 Introduction

3.8.2 Methodology

W
o
[

Specific School Data — School A

3.8.3.1 Diary Evidence

W
o
W

L2 Semi-Structured Interviews

3.8.3.3 Participant Observation

[$Y]
o
K-

Specific School Data - School B

3.8.4.1 Diary Evidence

W
(03]
>

.2 Semi Structured Interviews
3.8.4.3 Participant Observation

3.8.5 GSpecific School Data - School

@]

3.8.5.1 Diary Evidence

W
o
)]
[\8)

Semi-Structured Interviews
3.8.5.3 Participant Observation
3.8.6 Specific School Data - School D
3.8.6.1 Diary Evidence

3.8.6.2 Semi-Structured Interviews
3.8.6.3 Participant Observation
3.8.7 Specific School Data - School E
3.8.7.1 Diary Evidence

3.8.7.2 Semi-Structured Interviews
3.8.7.3 Participant Observation
3.8.8 Specific School Data - School F
3.8.8.1 Diary Evidence

3.8.8.2 Semi-Structured Interviews

3.8.8.3 Participant Observation



3.

Chapter

=] Within Site Analysis — Late Phase
3.9.1 Dovetalled Issnes in School A
3.9.2 Dovetailled Issues in School B
3.9.3 Dovetalled Issues in School C
3.9.4 Dovetalled Issues Iin School D
3.9.5 Dovetailed Issues in School E
3.9.6 Dovetailed Issues in School F

10 Cross Site Analysis — Late Term Phase

Four — General Conclusion, Summary and

Recommendat ions

1 Introduction

z The Nature of the Innovation

3 Leadership of the Innovation

4 The H.D.P, Participants

5 The Innovating Institution

6 Critical Analysis of the Research
Methodology

7 Implications and Kecommendations
4,7.1 For Substantive Areas of

Innovation

4,7.2 For Evaluators

8 Future Research
4,8.1 Methodology
4,.8.2 Substantive Areas

9 General Conclusions

317

320

323



Appendices

Appendiu

Appendix

Appendix

Appendix

Appendix
Appendix

Appendix

Appendix

Appendix

Appendix

Appendix

A

O

9]

The Factors Necessary for
Successful Curriculum Change

Teachers' Perceptions of
Change

The bimensions of Change

Examples of Possible 'Costs’ and
'Rewards' fto Teachers arising

from the Implementation of
Innovations

Semi-Structurcd Interview Schedule

The DION Questionnaire

Evaluation Questionnaire
Primary Technology

Evaluation Questionnaire
Primary Science

Evaluation Questionnaire
Primary Science Module Analysis

Evaluation Questionnaire
Primary Technolegy Module Analysis

Overview of the Hartlepool
Dockland Project Network
Development

Page

269

390

W
€]
n



List

Hig,

Fig.

Fig.

Fig.

of

10

11

12

—Hil—

Iilustrations

The State of the Orgsanisation

A Conceptueal Framework for the Study
of Educational Innovation

-

™~

he Nomothetic and Idiographic Model
Relations in Educational Change

Research, Development and Diffusion Model
Social Interaction Model

Research, Development and Diffusion
Model in a Social Contoext

The Problem Solving Model

A Linkage View of Resource-User
Problem Solving Model

The H.D.FP. Conceptual Framework

Components of Data Analysis
Interactive Model

Diagram to Show the H.D.F.'s Data
Presentation Format for its Early Phase

Sschool A. Context Chart Early FPhase
School B. Context Chart - Early Phase

School

O

Context Chart — Early Phase
School D. Context Chart - Early FPhase
Scheol E. Context Chart — Early Phase
School F. Context Chart - Early Phase

Scatterplot Comparison of Initial
Froject Planning Outcomes

School A. Context Chart Mid Phase

School B. Context Chart - Mid Phase

School C. Context Chart — Mid Phase
School D. Context Chart - Mid Phase
School E. Context Chart — Mid Phase

Page

120

12°

181

183




—xiil-

Fig, 25 School F. Context Chart -- Mid Phace 276

Fig, 26 Prorress thnrough thie Mid Term Iwnpilemcentatsion 280
(&)

Figz. 27 ©5School A. Contcxt Chart -- Late Phase 316
Fig. 28 School B. Context Chart - Late Phase 319
Fig. 29 School C. Cecntext Chart ~ Late Phase 322
Fig. 30 School D. Context Chart - Late Phase 326
Fig. 31 School E. Context Chart — Late Fhase 329
Fig. 32 School F. Context Chart - Late Phase 332

List of References 395



—xXiv-
I certify that all material in this thesis which is not
my own work has been identified and that no material is
included for which a degree has been previously conferred

D

upon me.

Signed. ..

E H Walton

The copyright of this thesis rests with the author. No
quotation from it should be published without her prior
written consent and information derived from it should be

acknowledged.



—HV-—

ACKNOWLEDGENENTS

I have recelved an immeasurable amount of help and

support during my research from many people, too numerous

to list here. However, 1 wish to thank them all and to

place on record my particular thanks and gratitude fto the

following:

- the headteachers and staffs of the Project schools;

- Mrs Lilian Colquhoun, my typist;

- my long-suffering family, John, Tom and Jonathan;

~ and, above all, to my tuter, Keith Morrison, ftor

his quiet, effective persuasion and helpful advice.



CHAPTER ONE - THE CONCEPT OF CHANGE AND INNOVATION IN
EDUCATION

1.1 Hoyle (<18972)> in Belam (1974) defines change as a
generlc term which comprises a group of allled
concepts (eg innovation, development and renewal).
Everard (1885) also states that e 'For
practical purposes we can lgnore the semantilc
differences between these words’ Coe e change,
innovation and development. However, Falsey <(1982)
contends that the words change and Innovation in
education are used Interchangeably and confused
with one another, He argues that the terms need to
be clearly distinguished for practlcal purposes In

the management of organisations Palsey states that

'Change 1s the province of chance and random
events whiich arise both from inside the
organisation and impinge on 1t from wilthout.
They serve either to deflect the organisation
from its agreed and declared purposes or
alternatively to serve them. Such events may be
entirely fortulitous ,... as well as designed to
injure or assist the organisation’

(Falsey, 1982, p.180>

Therefore, he stresses, that remalining true to the
organlisatlons purposes and objectives in lhe change
state as delined here 1s the essentlal management
Lask. in thlz s=Sense change 1s a natural part of
the constant ebb andl flow of life in which
organlsaticns must solve problems created by change

in order to ensure its survival and effectiveness,
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Paisey holds that, in contrast, the coneeplt  of

Imovation .. ..
‘may  be greserved for specific and  focussed
evaents which are deliberately introduced by
matiagement In response to or in anticipation of,
perceived change, Innovation is & i1ew or
different departure - a creatlve rather than a
repeated o sterceulyplc  response. e It
represents solutlion seeklng activity in response
to  the problems created Ly change and is
generally cliaracler lzed by a practical rather
than & 1eaclive attitude and stance. It
particularly represents a reassertion of
rationality in the face of increasing

Instability, confuslon

alidc

entropy.

Its purpose

is to reconstitute, renew and re-energlze the
organisatlion in relation to its objlectives.’

(Palsey, 1982, p.180)

Paisey (19829 diagram (Fig 1 states the

distinction between change and 1innovation. It

shows that in this model

dellberately introduced into

organisation which will affect the

and materials within the

Organisational 1ife 1s constantly

innovation

is an invention

a specific
ideas, behaviour
organisatlon.

unstable - the

degree of instabllity belng the major varilable,
Internal and external change exerts pressure and
demands upon the capabllity of the organisation
which then requires innovation as a modifying
strategy.
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Fig 1 State of Organisation
First Second
Need I Change I Need I Change Need
for from for from for
Innovation B Inside B Innovation B Inside Innova—
and and tion
M Outside M M OQutside
Key
I = Ideas
B = Behaviour

=
|

Materlials (physical objects)

(Paisey, 1882, p.182>

Fullan (1985) suggests that the management of
change might be regarded as the way In which people
complete the task In hand or

.+ a process whereby indlviduals alter thelr
ways of thinking and doing ....'

(Fullan M, 1985, p.10>

Sensitive Issues are involved in the highly charged
change situation process, wWho 1s to be changed?
Who 1s to do the changlng? How is change to be

brought about?

McLaughlin and Marsh (1878) point out that 1In thelr

research they ....

'learned that the problem of reform or change 1s
more a function of people and organlisations than
of technology'

(McLaughlin and Marsh, 1978, p.69
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Brownr (1880)> suggests that there 1s a need to
establish a general prescriptive strategy for the
effective implementation of change for the barriers

Lo 1t are all too easily identifiable,.

Whilst change can bring enjJoyment, satisfaction,
acquisition of new skills, new ways of working and
efficiency, there are also many potentlal drawbacks
expliclitly or implicilty present for the adopters of

innovation, Plersel and Gutkin <(1983),

Initially, there is a sense of belng deskilled, an
Increased worklecad, loss of confidence and a period
of confusion which leads to resistance. Becher
(1880) catalogues how many major innovatory
programmes have had far less impact than had been

hoped for.

School c¢centred innovation, points out Hargreaves
(19825, promised much from an effective method of
managing innovations in schools to the reallization

of stafl democracy.

in actual instances is

1]}

Its practical Succes
uncertain. Becher (1880)> asks 1f this 1is because
the patient won't take the medicine? The medlcine
isn't effective? The original dlagnosis is faulty?

The original srialysis of the sltuatlion WaSs
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incorrectly formulated? It would appear that all

of these influences operate.

Moryison (19865 in his model of innovation
ldentifies the factors necessary for successful
curriculum change. They Include the nature of the
innovation, the leadership, the participants and

the Ilnnovating institution. (See Appendix A>.

'One common element in all the strategles for
education innovation is the conscious
utilization and application of knowledge'.

(Nicholls, 1983, p.28

Benne and Chin {19765 describe the most
comprehensive analyses of strategies for
innovation. They defline the strategy as the
sclence and art of planning and directing

operations and utilizing the tactics necessary to
solve the problem. Benne and Chin ldentify fthree
major groups of strategies for innovation. The
first is the empirical rationale group where
knowledge 1is seen as a source cof power, Man 1is
seen as a ratleonal Dbelng and the 1ﬁnovation s
viewed In terms of the gains achleved by adoptling
1L, The empirical raticnale strategy s an
optimistic view, The second group of stirategies
for innovation is the power coerclve model where

the emphasls centres on the directive approach, the
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use of moral power and political and economic

sanctions.

The normative reeducative approach centres on the
use of Dbehavioural and technological knowledge.
The client system and change agent work
cellaboratively in this group of strategles. The
latter two groups of strategies lInvolve changes In

attitude, behaviour, relatlonships and skills.

Bolam (1875) states that

*In any innovation process we can usefully
distinguish between four major factors; the
change agent, the Innovatlon, the user system
and the process of Innovation over time,'

{(Bolam R, 1875, p.274>

He represents the four factors as a itwo dimensional

conceptual framework, (Fig 2 In which Dimension
One indicates the change agent, inncvation and
user. Dimension Two Indlcates the Innovation

process over time l.e. the antecedent; Interactive

and consequent stages,

'We also have to recognlse the way In which
Individual members of the three systems perceive
their own system, the other two systems and the
process over time may crucially affect the fate
of the innovation'

(Esland, 1972>



Figure 2.+ A Conceptual Framework for the Study of Educational Innovation

1

Dimension 1:' The Three Major Systems

System 1 System 2 ’ System 3
Time 1: Before The
The Antecedent The . Change The
Innovation User
Stage Agent P
Dimension 2:
Time 2: During The The
= i y AN
The The Inter—-Active Innovation & y User
) Stage
Process of
z .
Innovation
Over Time
The
Change
Agent
Time 3: After The The The
The Consequent Inn e Change User
Stage ovation Agent

BOLAM R (1875)
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'Real changes or innovations in social systems
do not have the same effects for all’

(Dalin, 19785

'Discussions of innovation, therefore, should
Include not only a careful definition of what
improvement has resulted but also who has
gained’

CibidD

Factors Influencing the Implementation of

Innovations

Fullan {18835 identified four major groupings

related to the implementation of change.

The first 'attrlibutes of the programme' refers to
the clarity, complexlity and scope of the innovallon
and the quallty of materials and Iinformation put

before the particlipating schools,

The second 'implementation strategies', refers to
the mix of persuasion and coheslon used, the extent
of staff involvement and the +type of staff 1in

service trainling adopted.

The third, ‘'district and school factors' has to do
with the influence and style of administrators and
headteachers, the nature of inter—teacher

relationships and the nature of the adoptlion
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decision,. To these we could add the influences of

the chlldren and of ocutside pressure groups.

The last groupling, 'extraneous factors', refers to
the changes 1in leadership, strikes, changes 1in
funding and resourclng etc. Fullan (1983) neglects

those factors which have to do with working
conditions and the needs of outside Innovation
agencles and consultants, but his views illuminate
the complexlity of the lssue,

Mathias and Rutherford (18835 put forward six

declsive factors in educational innovation. These

are linkage, openness, galn/loss, leadership,
ownership and power, This last factor is
considered to Dbe the most Iimportant. However,

Mathias and Rutherford ldentify a more tentative
seventh factor. That of resource, The
avallabillity teo innovators of sufflclient power
within the system will of ten result in the
provision of the necessary resources. In that

sense, resources may be S

&I

en as a consequence of

power and not as a separate factor,

Lewis (1982) stresses that in attempts to help
schools to implement innovation one needs to look
te the group processes within the school, systems
of leadership and power-—-sharing which produce or

hinder adaptablllity and effective collaboration.
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Schools as Organisations

Hoyle and McCormick (1976 Identlfy two major
strands of thought with regard to the concept of
organisations applied to schools. Most changes 1in
education take place within an organisational

context. (Fig 3>

The Nomothetlic or Structural view tries to
understand the operation of the system from the
perspective of an outslide observer, Nomothetlic
refers to an abstract structural rule-followlng
dimension 1In which the Incumbents conform to the
roie pattern and actions expected of them. It
focusses orl the institution as a system of

regularities of structure independent of the people

working within 1it.

The Idiographic or Person Centred view takes as its
starting point the workers themselves. It locks at
thelr personallties and the concepts which they use

to make sense of the world in general and their

world of work in particular. It also looks at the
needs of the individuals involved. This latter
view ls somet i mes referred to as the

¥

*phenomencloglcal’ emphasis.
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Fig 3

NOMOTHETIC
/ Institution Role Expectation \
Social , Goal
System Behaviour
Individual ————— Personality ————— Needs /
’ IDIOGRAPHIC
HOYLE and McCORMICK (1S76)>
PUEGEEUUEEEE .
Situation 1 [Situation 2

Relations in educational change. I, those who benefit; I, those who decide; ane
111, those who have lo change

Fig 4 DALIN (1878>
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The idiographic dimension conveys a model of the
institutlion balanced by the iIncumbents. The role
of the Individual Incumbent 1s balanced by him or
her personalltly, The personallty 1Is viewed as a
function of the incumbents needs and needs

correspond to expectations.

Successful change in the nomothetic dimension
occurs when new structures are lmposed which bring
about changes in the beshaviour of Indlividuals when
they are asked to conform to a new set of roles.
Successful change In the ldlographic dimension
occurs when the change springs from an Individual
within the lnstitution who succeeds in Influencing

and converting others within the institution.

Gray and Heller (1982) suggest that the structural
view Is only behaviour viewed statistically. But
Theodossin  (1983) argues, that the structuralist
and phenonencloglcal approaches have more or less
to offer depending on the scale and scope of the
particular innovation, He states that the systems
approach 1Is  helpful for innovations which take
place on a grand scale at Area or National level
which are all embracing and fundamental, whilst the
phenomenological approach may have more to offer
when the Innovation 1is contalned within a small
number of people who can be Identified and whose

separate views can reallstically be sounded,
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Westbury ({19802 maintalins that 'the baslic function
of any organisation is fthe maintenance of 1ts core
functions, The possibillity of change is predicated
on securing and delivering its fundsamental

organlzational misslion',

Schools, however, differ from Industry in this
sense, They feel market forces less acutely and
are less accountable, Westbury (1880) goes on to

state that schools are more likely to adopt cost
ralsing innovations than a competitive firm and
less likely to adopt cost reducling ones. They are
more llkely to adopt superficlal change that does
not alter institutional structure and less likely
to adopt change that fundamentally alters authority

roles and established ways of doing things.

MacDonald and Rudduck (18719 suggest that
Innovatory experience settles well only where
teachers are already confronting problems and
contemplating action. Webster ({1976) argues that
radical change 1s Invariably the result of external
interference preciplitating crisls. Gray and Heller
(1882)> malntain that most changes occur at the
margins of real Issues and [Is usually In response
to external pressure, rarely to pressure within the
school itself. Lasting change only occurs when
advice or Insight offered from outsiders initially

made individuals within the school question their
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own view of themselves as teachers leading to
genulne review and rejectlion of current practices

and attitudes.

Gross, Giaquinta and Bernstein 1In Nicholls (1883
emphasise that many educatlonal innovations ‘cannot
be implemented without the cooperaticn and support
of a number of teachers', Teachers, says Nicholls
(1983> might find It more helpful to conslder the
idea and the adoption, planning and implementatlon
of an innovation as a serles or stages rather than
as a slngle event. Nicheolls {(op cit) suggests that
the orator may well see the vallidity of providing
support to teachers when and where necessary,
moniter the inneovation over a period of time and
understand the scale of the innovation when the
existence of stages and assoclated actlvities are

recognised by the innovator,

The main problem as Dalin (1978) sees it 1s that
teachers 'invest thelr time and energy’ in
Innovation programmes because of their 'content'
bias, They lack understanding regarding schools as
organisations and the process and management of the

innovation within them.

The Introduction of many lInnovatory programmes has
been Inadequate. There has been no structure for

identifying problems. Staff do not know why the
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programme has been initliated, what {ts purpose is
or who will benefit, Therefore it would appear
that such a programme 1s doomed o fallure becsuse

of 1ts unsystematic Introduction to the clients.

Dalin <(op clilt> argues "that most reformers are
‘content orlented' rather that 'process orilented'"
the assumptlon behind this belng that If we could
develop better content and concentrate on setting
goals, the system will benefit. However, process
orientation advocates a <c¢lear understanding and
development of the change process. Nicholls
suggests that process orientatlion would 1nclude

understanding the school as an organisation within

a national and local llinkage system. The need to
be aware of human relationships, leadership
patterns, organisational structures, incentives,

creating condlitions for the developmen!t of new
skills in content, planning, monitoring and

evaluatlion.

One aspect of the process oriented model which is
crucial to the implementation of educallon

innovation 1s the relationshlp between those who

benefit, those who decide and those who change.
Dalin glves two 1l1lustrations of these
relatlionshlps (Flg 4). One shows the three as
separate elements with no commaon purpose or

identity. The second model 1s a Venn dlagram
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showing the three elements in relatlonships
overlapping to reflect a common core, a shared
ownership, a ccolleglal approach to the 1innocvatlion
programme. The latiter 1s more likely to reflect
real needs and a commitment to developling the

innovatlion,

Authority, Leadership and Power

Attempts to change organisations from a position of

authority and power can, however, be subtle. Isaac
(1880> calls +this the 'power Dbased' method of
bringing about change. For example, headteachers
have considerable power. Thelr central role |Is
Important, deriving from the traditions of

authority their opportunity to see the school as a
whole, thelr contact with messengers of i1nnovation
and the expectations imposed on them by the LEA.
Whilst a leader changes structures and procedures,
possibly even the goals of the organisation, the
administrator maintains establlished procedures. As
the headteachers role encompasses all of these
elements, s0 the personallity and administrative
style of the headteacher s argued to be crucial,
Many authors conslder the variety of leadership
styles of headteachers and the organisation and
social ethos they create. These and the way

decision processes occur wlthin the school are
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thought to have an Important Dbearing on Its

Ilnnovative potential.

The Iimportance of the role of {the headteacher Is
recognised by several writers. Hoyle (19682 1in
Nicholls (1983)> states that 'the rate and nature of
the innovation depend very largely on him (the head
teacher). MacDonald and Rudduck (1871) quoted Iin
the same book, state that the headteacher within
the Innovation would requlre understandlng,

knowledge of curriculum development and

'be sensltive to tensions that invariably arise
. and provide a Dbackground of support,
without dominance, for the Innovating teacher'

(MacDonald and Rudduck, 13871, p.,150)

Williams (1974) says that 'ldeally a climate must
be created In which, innovation 1is accepted as a
naturally occurring contlinuous process Integral to

the nermal worklng pattern'.

Hargreaves (19822 4Jquestlions whether teachers can
reasonably be expected to participate in a
democratic process of school centred Innovation
when the majority of them are excluded from other

important areas of decislion making?

Inltially, efforts should bhe concentrated on the

organisational climate and the quality and nature
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of inter—personal relationships wlithin the school.
These efforts should include the fostering of
better mutual understanding and collaboration so
that each member understands the nature of his role
and those of his colleagues and that they derive

mutual aid.

An alternative way to promote change suggests Isaac
(1880) 1is to promote it within the people who make

up the organisation.

Gray and Heller (op.cit.> advocate counselling
individuals within an organisation to promote thelr
self awareness from which change can come, Thelr
view 1s that organlisational problems are better
approached as problems of human perception and
understanding. This approasch attempts to modify
behavliour moulded by the culture of the work

situation where the norm appears to be that

'the old way of doing things remalns the
shortest pati to approval within an
organisation’

(Scale 3, E.S.G. Cleveland Urban Froject Teacher)

Taeachers as the Clients of an Innovation

MacDonald and Rudduck (1871) suggest an I1nnovation,

such as curriculum development, can demand an

unlearning of teacher habits and a long time of
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learning to handle new tools efflclently, untll
then {t may appear less effectlive than the old way.
This effect has Dbeen described as the Inverse

Hawthorne Effect, Rubin (1869

Teachers conservatlism may be partly a question of
accountability, Hoyle (19730 wriltes that teachers
taken as s whole are: atheoretical, unimpressed by
research, influenced in their curriculum decisions
by factors lnternal to school and committed more to
the joys of teaching than to educational
objectives, They evaluate thelr work subjectively,
cherish thelr classrcom autonomy, get their major
satisfactions from thelr personal relatlonships
with pupils and approach teaching Intuitively,
When faced by alternative techniques and a narrow
worklng definition of abstract terms, leachers are
seen as restricted professionals in Hoyle's

(op.cit.) terms.

Simeon (1976 suggests that a truly professional
education service should be concerned for the
general welfare of 1its clients and soclety. It
should be capable of identifying and responding to
need and of playing a role, I1nitiating debate and
actlon concernlng social and educational progress,
For this, he claims, a broad Dbased education in
educational theory, psychology and soclal studles

is necessary.




-20-
Hurst (1979) noted that, with regard to Initial
Teacher Tralning, students and experienced teachers
suggested that during initlal training less should

be taught about the theory of education and soclal

studies, More time should be spent giving students
a core of skills to  help them cope In the
classroom, with emphases Orl subject method,
classroom organisation and management skills.

However, Hoyle and Taylor (1973), feel that such a
tralning for extended professionalism may be better
given later in a teacher's career, Students, fresh
from school, may be too immature in their personal
development and certainly in respect to thelr
understanding of Job demands, It Is argued
therefore that school Dbased in-service t{ralining
of fers the hest scope for development and extended

professionalism,

Hargreaves (op.cit.) takes a pessimlstic view of
the prespects for extending the professionalism of

te

o

chers but Young <(1979) feels that teachers must
participate in the management of their own affalrs
ultimately. Decisions made at school level, he

says, effect the quality of a teachers work with

puplls, which is a primary source of Jjob
satlsfaction. Charged with responsibllity teachers
can no longer play a passive role. Teachers

participation in decision making wlll expand their
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perspectives beyond thelr classroom and promote

interdependence of staff,

Hoyle and Bell (19725 suggest that peoples
perception of change varies and this affects thelr
interpretation of the factors of change, They
hypothesise four types of teacher with respect to
change ranglng from those approving of 1t and
bellieving that important positive changes are
always occuring in education, to those disapproving

3

of change but seelng the educational world
crumblling around them due to new ideas. (seea
Appendix B> They suggest 1t 1s hard to modify
these fundamental personality types and taking a
view rather like the power—-based approach to

Innovatlion suggest that the best that one can do is

to provlde a context which might modify such views.

Jenkins (1876 suggests that there 1is no real
demand from either teachers or administrators for
thelr own preogrammes to be evaluated. A teachers
work culture offers no rewards for self appralsal,
only penallies. Teachers, too, may have less than
full faith in the motives, abilitles and techniques
of evaluators, Some may see themselves as
operating intultively or opportunlistically and fear

that evaluators methods take no account of that.
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Hoyle and McCormlck <op.clt.)> make an Interesting
peint that 1f governors, parents and the local
community are to be involved In curriculum
development as many have suggested that they should
be, Lthen should they not, too, be candidates for

In-service education?

Since the change process 1is intended to be an
improvement we might think that a good foundation
of the process would be to ask 'What constlitutes a

good teacher?’

It isn't an easy questlion to answer as there are so
many Interacting factors In any context. However,
conslderation might be glven to the generally

appllicable steps In the change process and to the

problems there are within 1t.

The first step might be to establish the attitude
of the change agents or critical agents as Palsey
(1882) terms them. Herriott and Gross (18978) make
an important distinction between managing
educational change in the sense of dealing with a
problem which has got out of hand, and, leading
people towards a change In the manner that leaders
diagnose problems and suggest solutions. There is
a need for teachers to feel that they are Involved
In a collaborative process of participatory

democracy for
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'educational changes .... need to be tallor made
for the particular community in question’'

(Herriott and Gross, 1979, p.240)

The alternatives, are sometimes called 'top-down'
or 'grass roots' innovatilions, The 'top—down' model
is one In which the inncovation 1s imposed upon
teachers. It may be accepted, but It may be met

with Indifference or cutright resistance.

The 'grass roots' model Indlcates that the
innovation is initiated by the staff of ari

educational establishment thus promoting the school
kased form of ln—-service, Clearly 1t is preferable
to an imposed form, bult  McLoughlin and Marsh

(op.cit.) suggest that the results are not as good

as might be expected because ..., "It was difficult
bo sustaln initial enthusiasm and motivation’
(p. 73>, Grass roots changes must overcome inter-

staff personal rivalries and inter—-departmental
professlional rivalries. It tends to make more
demands on the staff than other forms of in-
service. McLaughlin and Marsh suggest an amalgam

of all the styles as ’'collaborative planning’.

They say that

..., partlicipants at all levels in the system
were treated as partners in  the process of
planning for a speclal project efort’

(McLaughlin and Marsh, 1878, p.73>
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An essential Ingredient of successful change is the
principle of conceptual clarity,. This means that
all participants understand what the Innovation Iis

and what (ts rationale is,

McLaughlin and Marsh (1878) state that for the
change t¢ succeed there should be some measure of
consensus. The particlpants should feel that they
are sharing the planning process with the in-
service providers and that these people value thelr

contribution, for

'teacher suggestions Improved the implemented
project and staff participation In reviewing and
modifying project procedures slignificantly
erthanced staff clarity’

(McLaughlin and Marsh, 1978, p.8&80)

It is sometimes necessary to admit that the
Innovation is unsuitabie or does not, in fact,
promote progress and therefore should not be
introduced at all. Gress, Glaquinta and Bernstein
(1971> comment that the reason why an 1lnnovatlion
‘was ineffective may even reduce to the simple fact
that it was not 1in reallty operative' (p.7.2. In

its Initial stages any programme must be regarded

as Stenhouse (19753 suggests ‘provislional
specific'. Teachers should have the right to test
the innovation for themselves. They, however, mnust
be free from the restraints of 'negativism', that

is, being too concerned with finding out what Is
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wrong with the programme, They should discover if
anything 1is wrong, but then, suggest a pousitive

improvement .

Time 1s a prime requirement when attempting to
bring about worthwhile c<change. S5tenhouse suggests

that teachers

'must have time and opportunity for professional
development. The conditions of ‘teaching at
present too often make survival a more urgent
concern then scholarship'

- 1=,

(Stenhouse L, 1975, p.96)

Adequate time should be allocated for teachers

Introduction to an innovation, the implications of

its introduction and preparation for its
implementation. Too many demands are being made
upon teachers time, they reach a point that

Belasco and Alutto ((1876) discovered In thelr Study
in the Unlted States of America where too little
time is given to the nature of the
innovators and the nature of the social system
wlthin which they work' (p.8&>. They concluded that
many staff in change situations reach 'decislonal
saturatlon' and Iinnovatlon fatlgue and simply gilve

up.

There 1Is a need for a senslble and just allocation
of time to alleviate the natural anxietles and

uncertalinties in the Initial stages. It is
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important to accept that those who will carry out

the programme have varying, perhaps conflicting,

traits. They may be based In thelr varylng ages,
expariences and status. The occupational 1ldentity
of the target users should be consldered. They may

feel that thelr sense of competence s Dbelng
questioned, even undermined, and this could result
in an undeserved decline In self esteem. Milsteln
(1982> says that 'Innovatlon designers, operating
from distant plateaus have been so busy planning
that they have rarely thought much about the
commitment needs of Lthose who have to operate the
innovations'. Allocating suffilicient t ime for
target users to appreclate what is Involved In an
innovation programme does not confllict with the
statement made by Cohen and Mannion regarding the
'principle of parsimeony’ which states that
phenomena should be explained in the most
economical way possible for regard should be gilven
to the word 'possible', Gross regarded teachers
hostility to Ilnnovatlion as a potent reason for its
fatlure. There was a lack of abllity to perform
the new role because staff did not know preclsely
what was expected of them and did not receive
adeqguate help and rescurces to perform their new

roles.

'The notion is that a teacher on his own will
somehow flnd within himself the abllity and
drive to carry out new school programmes and
practices should be questioned. This
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perspective lgnores the need that teachers have
for stimulating and professional leadership!’

{(Gross, 1971, p.212>

The target users should be sure of the need for the
change and see that there is a discrepancy betwaen
thelr present practice and that whilch the
innovation proposes. They should be assured that
the innovation will be an Improvement on the
current situation and that it will be effectlive.
The Innovator therefore, has a catalytlc role

rather than a coerclive one.

Fullan (1982 states that Yo, successful
educational change Involves 1two components: a
theory of education relating to what should change
and a theory of c¢hange concerning how to bring
about that change' ép.4), Change should Include an
aspect of revitallsation and this cannct come about

if adequate rescourcling is not provided,

'Even well-intentlioned change iInitiatives can
create havoc among those who are on the filring
line 1if support for implementation has been
neglected’

{(Fullan, 1982, p.xl>

McLaughlin and Marsh <(1978> in the Rand Report
suggest that the successful implementation of an
Innovation and the continuation of that process

depend on certaln cruclal facltors, Firstly, the
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right message must be conveyed to the target users
for ‘institutional motlvatlion', Information
provided mus!t be neither Iinadequate or erroneous.
Only with this safe-guard can teacher-participation
be provided for, Teachers can be told to
participate In the Iinnovation but consultation s
preferable. Teachers may wish to be Iinvolved In
the innovatlon because they perceive the change to

ke good educationally or because they see It as an

opportunlty for professional and career
development. Alternatively, they may come to want
the c¢hange Dbecause of the force of ‘'colleglal

pressure’,

John <(188C) in 'Leadership 1In Schoel’' reflects on

the dilemnma

'*There always seems to be elther too much
interfering with Iindividual freedom which |is
seen as tyrannical; or not enough, so that
anarchy and llcence seem to leave us less
protected than we think we have a right to be'

John, 1880, p. 1>

Any effective practice depends upon effective
decision making which requires effective problem-
sclving. The change agent-innovator must remember

that change

' ..., Is as much moral and ethical In nature as
technical and organisatlonal’

(Reid, 1978, p.10)
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The Innovator should also recognise that target
users must not be reduced to the position where

. people are afraid to risk assertions or
on the other hand to coentest them'

(Reid, 1978. p.52)

The right to challenge 1s not the hall mark of

being afrald to change.

Within any innovation John states that

'It has been sald that the mailn task of
leadership is the removal of uncertainty'

(John, 1880, p.148>

for ithe target users. This statement leads on to
another factor of Rands implementation—-success
which 1is the provislon of the right 'organisation
situation', Leadership in this conflict 1s over-
all authority, not Iindlvidual leadership. Teachers
should have confldence in the organisers of the

change,

Bringlng about change 1In educational iInstitutions
Involves dlfferent approaches and styles. Many
authors have ldentifled patterns of style and
approach often deciding upon three maln strands
although there are no parallel groupings among the

authors, Dalin (1978) states that change 1s a
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process, systematic and multi-dimensional
phenomenon. He malntalns that many innovations are
‘content oriented rather than process-orlented’,

which means thal the innovators assume that If new
goals are agreed upon In terms of curriculum they
‘could develop 'superior' content and the system

would respond positively' Dalin, (p.S%>.

Change takes place in a number of stages over a
period of time In the process phenomenon. ‘It can
be eveolutionary or revolutlonary in nature

involving individuals institutlons and sub systems.
It 1is partly determined by forces outside the
control of educators or iInstitutions within the
system'. How successful the innovation 1s depends
! to some extent on systematlic efforts within
the system to manage the process of change' Dalin

(p.23).

The systematlic phenomenon Dalin likens to a 'chain

reaction'. The individuails and organisatlions
invelved in the innovation e are linked
through formal and Informal connections Cea
influenced by external forces'. How successful the

innovation 1Is, In this model, 1s determined largely

by

‘the relationships and strengths of these forces
over time and the way the change process 1s
managed to cope with the systematic and dynamic
nature of the situation'

(Dalln, 1978, p.23>
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Dalin states that the chsange process 1in the multi

dimensional sense Involives multi~disciplinary
theories and hypotheses. The change process |is
seen as 'political', 'technical', 'organlisatlonal'

as well as 'individual',

'Only a process analysis that takes the
characteristics of the Innovation and the
setting Into account can grasp the full meaning
of the process'

(Dalin, 1978, p.23>

Styles and Approaches of Change in Educatlonal

Organisations

Isaac malintalns that there are people bhased, power
based and gradualist patterns of approach Lo
promoting Innovation. The filrst aims to change
organisations by changlng the way In which people
behave within them. The power based approach
adapts power to so alter structures that responses
have to change. The graduallst approach arranges
change in a gradual way possibly by trial rather
than a fixed plan, Isaac (op.cit.? argues that the
last approach 1is probably closest to the way in

which teachers actually work.

Havelock (19719 also proposed three models of
change. The first , Research, Development and
Dissemination applles to agenclies of curriculum

innovation which develop new curricular centrally.
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A prime example could be the early work of the
Schools Council. The initial costs of this model
are high and 1t involves cost plannlng. The
ceittral agency then attempts to sell the message,
materials and techniques to the teachers, Although
the materials are developed and produced by
speciallsts there is 1lttle involvement by teachers
at the planning and development stage. It is
assumed GLhat schools are allke In thelr needs.
Havelock feels that thils model applies to materials

but not to methods and organisation,.

The Soclal Interaction Approach advocates the

promotlion of a network of soclal relatlonships

amongst the adopters of the I1nnovation,. Informed
perscnal contact ls a vital part of their
innovation adoption decislions. The collegial
appreoach 1is encouraged. The media are used and

courses arranged at whlch the group membershlp may
talk together and to advisors. This method of
disseminating information is thought to be flexible
and natural, However, it affects only a few
Individuals within an organlsation and +the brilef
and intermittent contact with them allows 1little

opportunity for reflection.

The FProblem Solving model 1s invariably centred on
an individual establishment and 1ts particular

]

needs, The problem is then diagnosed, which leads
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to a search for scolutlions. In this model

innovatlions are generated by the teachers who will

be implementing thein and, it is . suggested
therefore, that they will be more committed to
thelir implementation. However, the gquality of the

innovatlon and teaching materials may be inferlor
to the filrst model. Also, the innovation may seemn
appropriate fto the school's needs but could be
unsound in educational theory and practitice, It 1s
also a very time consuming model for teacher
particlipation, This model also pays more attentlon
to lnnovatory procedures than the innovation itself
and requires a problem sclving staff monitoring
thelr work, aware of need and willing to explore a

renge of lssues and ltoplcs,

Chin and Benne ((15%69), in Nicholls (18835, Bolam
{1974> and Dalin (1978), also ldentify three models
of Innovation strategles, An empirical rational
model, a normative re—educative model and thirdly,
& power—coercive model. The first 1s & problen
solving model very close to Havelock's <(op.clt.)
first two models. It takes an optimistic view of
main. Research 1s dlsseminated with the 1dea that
pecople will innovate as socon as thelr understandiling
is altered. This 1s the most common strategy used.
Therefore [t is the fask of the change agent In
this model, to demonstrate the wvalidity of the

innovation in terms of Ilncreased benefilts to be
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galned by the particlipants 1if they adopt 1t.
Frequently the difficulty of ensuring innovation Is
looked upon as a perscnal problem by particlpants.
The systems analysls methods sometlmes used to
bring harmony to a system In discomfort tend to

overlook re—distribution of power and the present

structure 1s usually taken for granted, feels
Dalin,

Applied research in the school ltself links
research and the systems approach. It assumes,

though, that research 1s neutral and objective and
that new knowledge will be utilized, But, ponders
Dalin, <op.cit.> knowledge 1In the sccial sciences
isn't always power, as we often know more than we

can put into practice.

The normatlive re—-educative model alms to change a
cluster of attitudes In the school and to use the
concern and expertise currently available on the
staff by increasing the self-awareness of teachers
and improving thelr iInter—-personal relationshlps.
This model, states Nicholls (1883) achknowledges the
cllents value system and Implies less manipulation
from coutside. Bolam (18745 38yS that the
normative-reeducative strategies invariably involve
a consultant-change agent who works In cooperation

with a client system and uses behavioural skills.
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Dalin {op,cit says that it ils &n optimistic
assumption that there is the possiblility for
meaningful change through Individuals alone. He
feels that one msay end up only tlnkering at the
margins of the real issues as indlviduals basically
accept the status quo and merely make superficial
alteratlions. The danger, he sees, 1s that the
change agent has no values of his own; that he
maekes explicit and no change in the power and power
relatlons withlin the system may occur, Therefore,

®

any changes may be only transitory.

g

The power-coercive model, which is a centre
periphery or top down approach, seeks to change

structure by rule and directive like that promoted

by Isaac <(op.cit.), Communication 1s one way.
Practitlioners are powerless. Though there 1is an
emphasis on pelitical economic, legal and

administrative power rather than an information as
power, appeal may be made to sentiment, moral

power, gullt and shame.

One can promote power redistribution and conflict

as a means of bringlng aboutl change. Reward and
punishment for staff as well as students, all
target users, using grants, salarles, Implied

passing over for promotion etc are used as powerful
motlivators, The danger, says Dalin <(op.citbt.>, 1is

that crestivity from energy may be diverted into
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conflict and empire bullding and may not alter the
basic problems common to the Individuals working
within the client system. Coerclvely one may
obtain materlals, techniques or organlisation Into a
school but be left wilth very real problems of
actual implementation , by the teacher in the

classroom.

However, Hoyle and Bell <(op.cit.> point out that
although headteachers have a lot of power with
respect to the woverall strategy of educational
provision and to the oversight of service dellvery
at the macroscopic level, teachers work in
relatively private and falrly autonomous settings
and <(as GSleber (op.cit.) says) they are the key
declsion makers for what actually happens in the

classroom. Therefore, how they act is critical.

Hoyle and Bell (1972) argue that development In the
classroom necesslitates development 1In the teacher.
There can be no school development without staff
development. Innovations will be employed
successfully only when related realistically to the
awareness of teachers fto thelr relative objectives

and needs.

Hurst <{op.clit.)> makes much the same point when he
stresses the need to analyse the logic employed by

those who will actually decide the response made to
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a proeoposed change - the class teacher, Hurst says
that implementation must be planned in a slde swipe
almed at curriculum packages developed centrally,
so that 1t responds to the decision being made by
the target populatlion. Af tar plloting an
innovation with a few and then disseminating views
about it to the rest it 1is not enough to simply
leave the «clients to makKe up thelr own minds.
Hurst advocates that the Innovation and client
system must monitor the way In which the innovation
is accepted or rejected so that one can ascertaln
the criteria on which rejection or 1low levels of
use are based and adjust the Innovation where

frultful, feaslble and cost effective.

The latter three models described here rarely exist
iln their pure forms, For instance as Bolam (1974>
sites ' .... Innovations frequently involve changes
in both curriculum and organisation; innovators
frequently employ, for example, both power coercive
and empirical rational strategles’. However, Bolam

goes con to say that

! Cee The problem of changlng role
relationships and attitudes have been generally
under estimated when Introducing, say,
curriculum Innovation and that, accordingly,
normative re-educative strategles have rarely
been used!'

(Bolam, 1874, p.18)>
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Consultancy to Educational Organisation

Acknowledgement that teachers have such power to
affect what happens In the classroom has led many
to advocate the use of a consultant or team of
consultants working alongside teachers in the
schools to help them to particlipate in the

management of their own and thelir service's

development. Bell (1879 ldentifles 1wo major
schools of consultancy; the expert and the non-
directive. These are called Task Consultancy and

Process Consultancy respectlvely by Bolam (18757,
Expert or Task Consultancy 1s the uswual mode, feels
Bell <(op.clit.) and involves san outside agent iIn

helping the schiool to achieve a specific task,

Non—-directive or Process consultancy alds clients
to develop preoblem solving and decision making
procedures and is Interested primarily In clearing
the ground for change, improving communication,
changlng the basic values and attlitudes of part or
all of the cllients, creating an ethos from which
they can agree an area of need, They may then work
together Lo achleve a particular end, better
valuling thelr own and the contributions of what may

now be an expert consultant.

The problem-solver model 13 described by Havelock

as a silngle model but Belam (1874) argues that 1t
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really comprises three gqulite separate elements, He
argues that there 1s @& problem solving user
element, a task consultant element and a process
consultant element all of which are malnly relevant

to a mlcre level of study of change at the user

level. The first element 1s based upon empirical
rational assumptlons In which the user system
employs a cyclic problem solving approach. The

task consultant model 1is also an example of the
empirical rational approach and describes the role

of the outside change agent/consultant who works

with the client system on a speclflc problem. The
third element, the process consultant model, s
based on normative re-educative principles. in

this model the change agent/consultant has a non-
directive role and works with the client system to
and its decision mak ing and problem solving

procedures,

Dalin <(op.cit.) argues that task consultancy alone
will not suffice as the model assumes that man Iis
rational and that demonstrating systems of greater
wor th is in itself Insufficlent to gusarantee
implementation. Therefore, the vision of the
restricted professional Is invariably narrow, Many
teachers do nol normally Involve themselves in
discussion debate and the thinking necessary for
re-educatlon. Therefore, some involvement of

process consultancy may be necessary. However, the
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change agent consultant Iin this model only may be
greeted by sceptliclism and resistance from the
cllients whose perception of need may be speclfic
and task orilented, There 1s a case here for
arguing that the consultant should enter the
innovation on a task consultancy basis and gain
credibllity Dbefore developling the additional rcle
of process consultant. Dalin <(op.clt) suggests
that different models of innovatlion strategy and of
consultancy must be employed at different stages In

the Innovatlon process,

Bell <(op.clt.> says that process consultancy 1s
st1ll rare in Britain and that what work there has
been 1s hard to evaluate, He feels that the
climate 1s not set for change and evaluatlion to Dbe
valued highly as there are only nministries for
speclific changes not for change per se. Case
studies of task consultancy alone or wilth . aspects

of process consultancy are fairly common.

Isaac (1980) gives a comprehensive list, Case

c

studies of power process consultancy are much
rarer. Lennox, Flanagan and Meyes (1979) used a
questionnaire survey with follow up sessions for
discussion with a school staff to reduce a tense

atmosphere, The Principal of the American school

involved requested the consultancy &8s a result of




_41_
formal complalnts made by many of hils staff. This

is an example of change arising from crisis,

Mearns (1982) glves a personal account of his
attemptis to foster personal development with
individual teachers, However, 1t is salutory to
note that he felt the need to downgrade himself to
appear humble and modest in order te promote the
teachers' sell esteem,

Gray and Heller <(op.cit,? and Bolam <(op.cit.) say
that the inspeclorlal model percelved as evaluative
car

and Judgemental s inappropriate as teacher

T
4]

never feel at ease. Research model consultancy
where researchers are distanced and more concerned
with the success of the project than with the help
provided te the individual school, s equally
inappropriate. Such projects are never owned by
the clients scomething they say 1s essential for
effective problem solving, Most crganisations, say
Gray and Heller <(op.clt.>, avold proper analysis
and ldentiflcaltion of problems and prefer &
solution that deoes not have to be serlously applled
and which 1Is often irrelevant. That is, they
suggest, 'normal pathology'. It is axlomatic that
organisations do neot willingly seek solutions to

problems they have, The want to remain unchanged.
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One reason is the discomfort and ambivalence which
individuals experience in the face of real change
and the personal anxiety felt If they admit to
error or f{ault, There 1is a protective myth In
organlsatinal settings that key members are capable
of percelving true organisational problems and
offering clear solullions if only they aren't
thwarted by the obtuseness or intransigence of
others. In reallity, say Gray and Heller {op.cit.?,

key problems always centre around key Individuals.

Having made their case for process consultancy,
Gray and Heller <Cop.clt.?> go on to explain that
confidentiality 1s crucial. It 1s tftemptling for
consultants to see senior staff as thelr chief
clients and divulge information recelived from
others. This is unacceptable, Unless consultants
are percelved as Independent and no ones informers,
reconciliation and problem solving cannot be

achileved,

Wenger (18979) found greater satlsfaction amongst
teachers exposed to ccllaborative consultation than
to expert consultatlon. Inexperlienced teachers did
follow the recommendations from the colloboratlve
consultants & little Dbetter, But experienced
Leachers were mnmnore generally set In their ways

changling far less under eilther system.

o~
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Szmuk, Docherty and Ringress (1979 identify four
dimensions of consultancy which comprised direct
and indirect service +to the clients. Using a
questionnalre they found that teachers were not
happy to  have the last two dimenslons which
concerned teachers and school systems looked at,
It would appear thalt 1l was acceptable to change
the puplls but not the teacher or the school. The
survey also showed that consultants were happler
wlith the delivery of their service to the cllents,

than the clients.

The Concept of a Linkage Centre

The notion of f(lexibility for consultants working
alongslide teachers in schools has been pursued In
other ways. Heoyle (18730 proposed a Linkage Centre
which is an Intermediate between schools and
agencies of curriculum: change. The Centre could
offer Linkage, support consultancy and iIn-service

training.

Linkage is the gathering and exhibliting of
resources and research findings, national and
local. Local schools with simllar interestis could
develop links wlth each other to create a better
awareness of what 1s going on and sharing ldeas for

mutual benefit. Ongoing support could be offered
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to schools particlpating in a national project long

after the project team had gone.

Hoyle <(op.clt.) envisages Linkage Centres offering
the services of collaborative consultants, Unlike
Sleber {1976) who  advocates falrly autonomous
untied individuals, Hoyle (op.cit.> Sees his
consultants working from and under the directlon of
the Linkage Centre, He stresses that 1In an
innovation 1t is crucial that consultants should be
up to date with new techniques and 1deas. He,
therefore, suggests that the staff of the 1llnkage
Centre should be changed regularly, uslng

secondment of teachers and advisors.,

Hoyle (1873) feels that schools should largely
organlse their own Iin—-service training, but that

the Linkage Centre could provide resources and

addlitlonal expertise. In-service should be almed
at operating groups within the school; not at
isolated individuals. He stresses that 1n-service

training should be associated wilth a speciflic
organlsational goal. The in—-service programme
should also include workshops, visits to other
establlshments and assessment of research work made

avallable to the cllents,



_45_

Stralegles of Innovation

Brown (1880> feels that there are a8 number of
genera principles  of strategy which must be
clearly understood If the innovation 1s not to
founder, Filrstly, Lhe meaning of the {nnovation
should be clear and understood by both the cllents
and the consultants. Any incompatablllty of values
and facets of tesaching should be ldentiflied and
minimised. The 1og15£ic5 of the new demands upon
the cllents must be prepared for and resources,
both administrative and material etc, must be
avallable. % is Important one feals, to
anticipate conflict between tdeclogical and
practical matters planning for ﬁhe resciutlon of
this. It should never bLe assumed that teachers
already have the requisite skills and adequate in-

service training must be provided,

Fackage solutions are sometl lmes of fered Lo
teachers Ideas should be presented (0o something

which requlire development by the school using 1ts
ownn Initiative, The Implications for the changes
in the power structure of the school arising from
the innovation should be clarifled and the
accompanying iIncentlves, disincentives and power
struggles predicted, It should never be assumed
that fundamental changes in teaching will follow

administrative change. Change which is superficial
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is all too easy to achleve, Finally, say Brown

hers

e

(op.cilt.?, consultants must ensure that tea

can see some reward for changling their behaviour,

Georgiades and Phillimore (1975) offer guildelines
and tactlcs to achieve two majJor strategic goals,
Flrstly, aim to galn Influence Dbased on the
expertise and ability avallable not by exerting
infiuence through authority or power. Secondly,
maintaln the team as a team and malntain high

morale in the face of strong pressure,

To achieve these strategic goals they offer several
tactlcs, They suggest that consultants follow the
path of least organisatlonal resistance and work
withh forces within the organisation whlch are
suppeortive of change, Limited rescurces are
weakened by attempis to mount full frontal atitacks
so don't engage In mass trailning, Managers of
moralisms should aim to produce a self-sustaining
team of workers who are self motivated. They

should be encouraged to discuss strategy and doubts

|4)]

and celebrate succeaesse

Those clients who aren't making the right kind of
progress or who find the innovatlion too stiressful
should be allowed to exit gracefully, Members

ful

1]

should not work alone in highly stres

situations but be encouraged to work In pairs or
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sinall groups for mutual learning and support.
lLocate key people In the organisation through which

the consultancy team can work.

Change requires additional energy usually durlng
the peried of transitlion as performance worsens
aver after the most beneficial changes until
everyone learns to make the change work to 1ts
potential, seeking oul key personnel 1s subtle.
Those at the top, say Georglades and Phillimore

A

{op. clilt), may be too personally identifled with

Lhe =tatus quo. Often those just below the top
echelon have less personal commitment to the
present and a higher drive for achlevement.

However, they stress, it Is necessary to galn
permission from the top for the Innovation to occur
even 1f bthose at the top say they don't want to do

anything differently.

The Role of the Consultant

Gray and Heller <(op.cit) remind us that the method
by which the consultants enter a school Is cruclal.
Too of ten, they say, entry is negotiated
vicariously or by proxy and then the consultant
finds himself with the wWrong client or an
unexpected situatieon to resolve, Entry must be

negotiated with the true client who must understand
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that he and not others may need to be the focus of

attention,

The same point 1s made by authors who do not share
Gray and Heller's <(op.cit.) psychoanalytical views,
Golby and Fish (19807 suggest that while it 1is
urmecessary to have a map of the road ahead before
consultancy, what 1s needed to avold communication
problems 1s a clear specification of roles, rights
and responsibilities on both sides. These
fundamentals may need Lo be re-negotiated with the
clients as it often becomes clear that the poblems
are rarely material ones  but usually involve

personal relations and individual competence.

Rosenfield (1980 points oul that consultants
should be aware that they may have to acknowledge
that the orlginal 1issue has grown beyond thelr
orlglinal brief. They may then need' to re—-negotiate
the contract with the clients or allow the original
brief to continue to 1ts natural conclusion and
then negotiate a new contract pertaining to aspects
drawn from it. Either way, says Rosenfileld
(op.clt.> 1t is of paramount importance that every
one Involved, the consultants and cllent systems,
are absolutely aware of the extent and limitation

of the project.
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Change Agentis and Innovation Strategles

Havelock (1868> in Bolam (1974) recognised that the

change agent In an innovation may play severasl

roles such as conveyor, consultant, tralner,
leader, Innovator, defender, knowledge bullder,
practitioner and user slmultanecusly or
sequentially. Change agents may use Dalin's (1973)

in Bolams <(1874) conceplt of Ilnnovation stirategy as
'all available procedures and techniques used by
Individuals and groups at different levels of the
educational system Lo reach the desired
objectives', Bennis, Berne and Chins ((1968) three
innovatlion strategies - power coerclve empirical-
rational and normative re—-educative - may also be
adopted. They are rarely used In their pure form
and, Bolam <(1974) states, change agenlt—-linnovators

frequently use Dboth power—coercive and empirical

rational strategles in Innovations invelving
changes in both curriculum and organlsation. The
problems of role changing relationships and

attitudes Bolam (1974) believes have not been
clearly understood when Introducling curriculum
innovation and therefore normative re—-educative
strategies have been lgnored,

Havelock <{186%) explains knowledge diffusion and
utilizatlion through the formulatlon of four models.

The first model, Research Development and Diffuslion
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(Fig B> i1s an empirical ratlonal sequence of

evaents, This model 1s used extensively In defence,
advertising, agriculture, space, industry and
education. Havelock ({1969, op.cit.? lists the

following assumptions which underpin the Research

Development and Diffusion model.

i Rational sequence in the evolutlon and
application of innovation,

Ciid Planning on a massive scale over a long
time span.

(i1 Division and coordlnation of labour to
correspond with the rational sequence and

planning,

(i High capital development costs.

Applying these models one of the best examples
would be the national impact of the Schools
Council, (Walker, MacDonald, Elllott and Adelman
(1876> Becher (1980> in Dockrell and Hamllton
(18805 observes that ‘In the Research
Devélmpment and Diffusion model the external change
agent is concerned mainly with the preparing and

disseminatling packaged solutlions'

The dlstinctive features of the Social Interaction
model (Fig 6> can be seen In most flelds of human

interaction and the evidence on which 1t 1Is based

)}

comes from rural soclology. Its characleristics
show that 1ts users belong to a network of soclal

relationships {n which the place, central,
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peripheral or 1solated, of the user Is a good
indicator of ils rate of acceptance of the
innovation, Informal contacts are a vital part of
the influence and adoptlon process, The group

membershlip and reference group ildentiflcation are a
major predictor of individual adoptlion, The rate
of diffusion through the soclal system follows a
predictable 'S' curve pattern as it does in the
Research Development and Diffuslon model iIn a

social context. (Flg 77.

The Soclal Interaction Model applied to education
shows that the need for curriculum change has to be

perceived by an Interested and active group who

disseminate ideas through networks created In an
educational setting. Bolam (19745 points out that
this model though categorised, perhaps, as  an

empirical ratieonal process the users are more
likely to be influenced by people whose judgements
and opinlons we respect and share. Bolam states

that

'In  de-centralised systems, this was until
falrly recently <l.e. untll about 1960 in the
UK>, the principal way in which knowledge about
innovatlions 1in curriculum and pedagogy diffused
through the system',

(Bolam, 1874, p.18>



Flg 7
Fig 8

__53_

Development and Diffusion Mbdei

Context

Research,
in a Social

P LLIEITD
) a,

o2 /
9
A /P /
0 o
dovalopmont tlon
Niltien  |imiied, s esiing o oot
! e pitatolypod packaging
\ o]

YN

\
-
[R5

~l
—
~

Havelock, R G (

The Froblem Soiving Model

Qutside Process

Consultant

Changa Agant

Havelock, R G (1971)




_54,,

Becher (19715 explains that in the social
interaction model the change agent-inncvator ¢ ...,
concenlrates on ldentifylng and strengthening

communication networks and promoting the exchange

?

of i{deas®.

(e

Havelock's third model of development and
dissemminatlion the Problem Scolving Model In which
curriculum development can be typified (Fig 8> can
be sub divided into a problem solving user model, a
task consultant model and a process consultant
model ., The flrst sub model 1s cycllc and based
upon empirical-rational aspects, The cyclic
elements are user need, problem diagnosis, search,
retrieval, fabrication of solutlon, applicaticen and

evaluatlon.

The second sub model is also based on empirical-
raticnal strategies and describes the role of ithe
external change agent-innovator whose task 1t is to
help the educatlonal organlisaltion with curriculum

developnment, for example,

The third sub model is based upon normative re-
educative assumptions. In this model the external
change agent ' .... acts as a resource consultant
working In a neon-directive relationship wlth his

cilents' Becher (1871).
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The fourth of Havelocks knowledge diffusion models
s termed the A Linkage View of Resocurce-User
Problem Solving (Fig 95, It 1s an attempt to
integrate the three precedlng models. Bolam (19745
states that In this model Havelock 1s

e emphasising the need for linking
procedures and agencies which both of fer
resources to the users and links them with more
remote resource agencies. These rescurces could
consist of currilculum materials from a central
agency, consultancy, or information about other
users with related experience or Interests'.

(Bolam, 1974, p.1%9)

Resistance to Change

Piersel and Gutkin (1983> attempted a behavioural
analysis of the problem of reslstance to school-
based consultation. These included types of
resistance, their underlying causes, their 1lilkely
form of manifestation and inferences about the

likely state of mind of the subject are covered.

Gross, Glaquinta and Bernsteln (1971 say that

there Is little research evidence to support the

view that initial reslistance to change is
widespread and that the sucess or failure of
Innovation depends upen overcomling 11, Nicholls

(op.clt) concurs and states that

‘Tt would be extremely naive to expect no
resistance to proposed lnnovations'

(Nichells, 1983, p.45>
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She points out that resistors sre often cast In the
rele of wvillalins. Referring to Barnes <(1967) in
her research Nicholls (op.cit.) says that he argued
that both advocacy of or resistance to change may
be accompanied by rational or emotional behaviour.
Rational resistors propound sound arguments for
their opposition to  an innovation. Havelock
(op.cit.?> supports Kleln's (1967) concept of the
rational resistor in the role of a defender. Klein
is one of the few writers who sees positive

lements of resistance. Kleln feels that such

]

defenders have an important part to play 1in the

Improvemsnt of an innovatlon.

'In certain situatieons the partlcipation of
defenders in the change process may even lead to
the development of more adequalte plans and to
the avoldance of some hitherto unforeseen
consequence of the projected change'

(Klein, 1967, p.33)

If there is support for this view then it would be

appropriate for Innovators to  take account of

resistance rather than trying to overcome 1t.

However, tLthis 1s an example of only one form of
resistance. A number of writers have noted the
facade phencmenon (e.g. Kleln et al (18702, Gmith
and Klein <1871, and Esland (19872>). In this
phenomencon the participants present an image to

themselves and others which indlcates that they
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belleve that the innovation 1Is successful, whereas

'outside' observers note a different result.

Nicholls (op.cit.) points out there are numerous

reasons for resistance by teachers. It c¢an arise

from misunderstanding, fear, ignorance, the Dburden

of work assoclated with the Iinnovation or, the

need, occaslonally, to 'opt ouvr'. Reslstance may

be present but not expressed openly, Nichells
a

{op.cit.?) and 1t may emerg

®

t any or ail stages of

the Innovation.

Innovators should take account of the extremely
complex, sensitive nature and timing of resistance.
Many authors fell that unless attention 1s pald to
the causes of resistance the innovation Is unlikely
to be successfully implemented, If prepared, the
would be innovator has a chance to design

strategles to take account of the resistance,
Types and Stages of Innovation

While many authors concentrate upon the Influencing
and management of teachers, others turn their
attentlon to the characteristics of the innovation
{tself. Prescott and Hoyle (1876) and Hoyle and
Bell (op.cit.?> note that change <can have scale,
degree rate, continulty and either linear or

cyclical direction. (Appendix G The different
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weightings of a particular innovatlion on these

-

factors can Influence its chances of belng adopted.
A varietly of forms of educational innovation are
possible, Those involving teaching alds or

materlials are generally more readily adopted than

modes of organlsational or educaticonal principles,

The process of innovatlion 1tself goes through fdur

stages, The first {s research or invention, next
is development, then dissemination diffuslon and
demonstration and lastly adoptlon. Prescott and

Hoyle <op.cit.?> in setting out these stages are
concerned wlth centrally produced currlculum
Innovations. In school centred 1nnovatlon the
stages might be lIdentification and assessment of
Issues; discussion and consideratlon of possible
routes to a solutlon; development of a particular
idea and an Initial trlal possibly on a limlted

scale,

If real change 1Is to occur 1t is cruclal to ensure
that new ways are built into a new pattern of
working and that a regression to old ways does not
occur, Prescott and Hoyle <(op.cit.> first four
stages are followed Dby the implementation of the
innovation into a school and institutlionalisation,

which ensures that the Innovation becomes a

functlional and relatively permanent part,
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In Britain traditionally, the work of innovation
agencles, has concentrated almost exclusively upon
th flrst four stages of the 1innovation, the flirst

three eaespeclally and the last twe stages have yet

&
hl

to emerge. Too 1ittle planning and too few

resources are put into them.

Walker, MacDonald, Elliott and Adelmnan (1876

stress that the regr

1]

ding of centrally produced

packages of materials limit their applicablility in

a particular schoel or classroom. Yet they agree,
there s a dilemmna, IT the packages are flexlible
they run the risk that teachers 'knock off the

corners to get the innovation through the doors of
th school' and this may be done to such an extent

that Important educatlonal principles, crucial to

the Innovatlon, are compromlsed.

Several authors consldered the dissemination
process In some detail. Hoyle and Bell <{op.cit.>
suggest that early adopters are likely to respond
to more impersonal sources of information such as

research reports, semlnars and conferences. Lat

]

adopters are more influenced by the attitudes of

their immedliate peers.

In Havelock (op.cit.? social interactlion model, the
majoer difficulty with traditional forms of

digsemination 1s that only brilief contact without
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demonstration 1s avallable to launch an idea and
this cffers relatively limited scope for

reflection.

Rudduck (1980> proposes that greater attentlion be
glven to the process of induction for both teachers
and puplils alike, Teachers, she feels, need a
means of mak ing informed Judgements about the
problems, baenefits, demands and changes of
lifestyle and culture Involved In adopting an
innovation and she therefore supports the sort of
illuminative evaluation report advocated by Stake

(1

0

80 . But pupils she says, are no 1less than
teachers soclallized into a culture and traditioen of
classroom activity and structure, Their
definltions of the school and the classroom, she
writes with feeling, can be powerful, conservative
force in educational practice, She advocates that
it could help to - effectively Ilntroduce an
Innovation If puplils are helped to understand its
nature too, it can't be done by illuminative
research documents, she suggests and her own
attempts to Influence by way of seminars and
conferences drew l1llttle response, She advocates
modelling from peers alresady using the Innovation.
In practice this has been done by showing puplls
and teachers f{llms of <<¢lassrooms using the new

curriculum, An alternative culture was therefore

legitimised feor them and had a powerful Influence.
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Rudduck suggests that puplls were then more able to
analyse Its structure and move towards an
expleration of the lunnovation, the puplls in this
experiment were undergolng a trlal and trials are
often put forward as a means of offering teachers
considerable information about an innovation.
Hurst (op.cit.) points out that experimental
adoption for a reduced time or on a reduced scale
limits the risks but can also 1ilmit the potential

gains suitabl for trilal. In education a new

il

curriculum method may require a year's run and {f
it fails the leoss or damage 1o students may be

permanent, Davis (185837,

But while the technique of running a trial has its
limitation it undoubtedly remnalins extremely

powerful,

Before aver there can be dissemination and
discusslon of innovatory ideas, however, problems
have to be 1ldentifled or researched and possible
solutions floated and developed. Braskamp, Brown
and Newman (1978) dlscuss the credibility of an
outside team working within the school, The
message, they feel, 1s often seen the same but the
bringer of it suffers more or less according to

status,
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Hoyle and McCormick <op.clt.) note the influence of

Lhe Hawthorne effect on the results obtained from

the applicatlon of new Ildeas and technigues, This
does not mean they say, that one shouldn't think
that certain methods and messengers are noit more
aeffective than others, but i1t does mean that

thought should be glven to the ways In which

Leach

q

rs are encouraged to conslder innovatlon.

Walker et al (op.cit.) remark how frequently

project teams are comprised almost entirely of

people working from colleges oY unlversities,
There 1is, they suggest, qulle a gap betwen the
world of academia and professional practice. Too
of ten, academlics make an assumptlon of the
ascendancy of theory over practlce, largely
Ignoring the way practlice Informs theory. The

Innovation product is often ldeallzed by the lteam
who see 1t as having been adulterated by the time

sult of conservatlsm,

m

it is implemented as &a r
Ineptness and Indlfference. However, say Walker et
al J(op.cit.>, 1t is clear that often In working
alongslde school staffs trade offs are negotiated
along the way and what is Implemented is closer to
what was sold than is commonly realized, School
staffs and project teams often operate under
organisational condlitions of conflict, paradex and

constralnt,
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Jenkins (18763 (op.cit.> suggests that from the

outsel the project team snd schocol need a core of

shared assumptions of what he terms 'essential
meanings' which have to be negotbiated and
transacted. He says Llhat pecople tend to take the
values of others as a frame of reference and

currliculum innovation tends to manipulate this
frame, Phenomenclogists and Interactionalists

argue that it cannot be imposed as it is an organic

O

process,
Because thelr grass roots were often in the
classroom many project team members are torn
belween two images of themselves, The first is the
grass roolts ldeology that they came from and the
second is thelr perceived career. Cells withlin the
project team and school form around different
drummers or Influential filgures In a way Juite
unrelated to the structure of the innovation
project. Team members may retreat or put personal
loyalty above the ideals of the project In order to

make life more soclally comfortable for themselves,

Jenkins {op.cit.) offers some lreonlc metaphors f[or
the way the ‘'actors' in the Iinnovation construct
essentlal meanings. In the 'Free Sample' metaphor
the consultant 1s deplcted as a representative
peddl ing unsollicited goods, There are no

obligations, therefore, on the shool side and no

e,
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worry for the consultant concerning the use the
innovation is put to. This can degenerate into
suspicion of the innovatlion wilth 1t written off as
'Research' and at best only tolerated from
peliteness In a way that one might allow a salesman
to exhiblt or 'measure—up' for wares, but then send

him away without an order,

In the 'Project as Theatre' metaphor the actors
concentrate on visibility wearing gongs for past
good practice and badges indicating future
importance, The problem for the visitor consultant
is that he may be classed as ithe ideal spectator
rather than the co-producer,. It 1s difficult in
this situation to question and get others to

questlion, the status quo,

The problems for the teacher from the school who,
plays a major part iIn the development of an
innovation 1s taken up by Shipman (1979) who clies
Stonequists concept of the 'marglinal man'. Such a
teacher works on the fringe of the group comprising
his school colleagues, He may suspected lack
support and be seen as an alien lackey who recelves
and monopolizes resources, Shipman (op.cit.)
suggests more support 1s needed for such teachers
and promote the idea of support groups where

teachers In similar positions could discuss their

difficulties for mutual benefit.
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Walker (19839 highlights the problems for the
visiting consultant of being captured by ari
interest group and then Dbecoming an object of
suspicion or indifference to rival giroups.

However, mubtual trust takes time to create, Th

M

dilemma of the consultant 1s that {f he cannot
become part of the situatlen wunder study he may
falil to create the mutual trust necessary and some
may then see him as having compromised the

aevaluation data,

Everhart (19775 points out the Dbeneficial and
counter productive tendencles which being a
consultant 'friend’ or 'siranger' to the system can
have on the consultants receptivity to Insight.
The consultant needs psychologlical mobility In
order to step in and out of the roles of people

with different value systems,

Golby and Fish (op.cit.)> are concerned for the
credibllity of any evaluation data and feel that
consultants must maintaln Outsider status and use
1t being sympathetically sceptical and asking,
metaphorically, to be shown around the school so
that the «client is aware of the schools own

imperfections,

Like Golby and Fish (op.cit.?>, Jones (1880) urges

the need for clear Jjolntly stated aims belng made
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contractually so that not only 1s the issue under
discussion clear but the right of both clients and
innovators regarding access to Iinformation,
commitments to meetings feedback and the rights of
withdrawal from the project or to request to look

agalin at the contract are similarly clear.

The Costs and Rewards of Innovatlion

Given that the experlence of school centred
innovatlon can be so fraught, why do people become
involved In 1£7% Walker et al <(op.cit.) provlides,
perhaps, the fulliest treatment of thls issue in the
literature. What, they ask, do people stand to
lose or gain? Thelr discussion points are relevant
both to the client and the change agent.
Headteachers may have galned that position because
of a reputation as an Innovator., Somet imes
headteachars innovaling may be seen by others as a
Machlavelllan ploy. Innovation can promote
uncertainty and enlarge the Head's management power
ruling, as it were, over chaos, But staff can play
the power game too, For the route to promotion,
self advertisement and reputation may be through
aspousal of some favoured innovation, This can be
at the cost of dislike from other staff members and
the danger of causling difficulties with the

headteacher in taking on roles that are
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traditionally his, for example selling the school

and how go ahead it Is,

Innovations threaten the power balance around the
central values that are llnked to ldentities and
threaten Lo make taken—-for-granted assumpt ions
about the nature and value of education expiicit,
s0  crealting new vulnerabllities, alllances and

views as Lo what is possible.

We

U]
=3
o
=
~<

(op.cilt.) notes how change Involves the
dismantling of investments already made and as such
{s inevitably viewed with treplidation and susplcion
by many because soclety often finds 1ts common

cultural meanings In the experiences thal school

in

of fer,

Al a mor e mundane level, restriction in the

~

provision of resources can put a gap between
asplirations and reallty, allenating the cllent from
the vision of the lnnovatlion.

Time can be a precious resource too and large
unstable discusslon groups meeting at difficult
times may have insufficlent time to discuss things
adequately so that there is little or no chance for
staff to acqulre the skills necessary to cope with

the stresses of i1nnovation. Increased work loads

may put staff under conslderable pressure and there
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may be losses [{rom previous rates of efflciency

rior to the appearance of any beneflcial outcome
f Y

a

(Rublins <(op.cit.)> Inverse Hawthorne Effect), Staff
ambitious for promotion often think of moving out
of the classroom into pastoral, financlal,
managerlal and extra-currlcula areas so asking them
Lo put effort into classroom based innovation 1s
contrary to  thelr thinkling. For some staff
innovation may mean freedom from everyday chores
and the chance to think and expand the mind, but to
others 1t means bring isolation from colleagues,
suspicion and unpopularity. Often such people
become dependent upon the oulsider - the change

agent innovator,

Piersel and Gutkin {op.cit.) states that some
teachers appear to enjoy talkling about problems
while actively avoiding the solutlons, Having a
severe problem can result in more reinforcement
through attentlion and sympathy than the punishment
meted out by the problem. This secondary gain, in
psycheoanalytic terms, Is very different tto cope
with as <clients in this position struggle to
malntain thelir reinforcement and resist

consultation.

Denying that a problem exists, lgnoring the extant
of It or spending as much time physically or

mentally away from the problem as possible are
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natural ways of dealing with stress and effective
consultation precludes denying that a problem

exisls and so may arouse anxiety.

Observallon of a teacher's lesson may also be very

aversive if the teacher feels that the consultant's
purpose for pelng there 1Is to find out what 1is
WIOIng . Traditionally children are 'blamed' for

thelr own difficulties whereas many consultation
models assume that the teacher s a crucial element
of the child's educational environment, and

therefore also a part of the child's problem.

Whilst many consultants would say that they take an
equal share of responslibllity for the outcome of an
innovaltion, this sentiment may not be apparent to

the client afler an obvious fallure.

New ideas, slowly assimllated create new orthodoxes
and the motivations and politics may be mnmore
complicated than ls at first apparent, The
increased potential for teacher control of
currliculum, welfare and general declsion making in
school 1s seen by many as vital for a truly
professional stance, paradoxically means decreased
individual autonomy at classroom level. Teachers
are encouraged Lo enter into a functional
interdependance in which thelr teaching comes under

scrutiny of colleagues and puts a premlum upon
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Informed professional debate, Teachers ildentiflied
as outstanding by thelr superlors, sald that they
drew their satisfaction mnore from a personal
rEesSpOnse to puplls than to determlining and

achleving educational objectives,

'Our kindly old teacher nodding over the fire
has visions of former students that dance In her
head, not memories of last year's achlevement
test scores’

(Hoyle and McCormick, op.cit. p.53)

Many such valued teachers would perhaps lose a high

degree of satisfactlon when caught up In the
strateglies of Innovation which inveolve
collaborative enterprise, There 1s also a paradox
that 1f teachers wish to resist some change then

they must particlpate In the decislon making

process which means that Individual teacher
autonomny s being lessened and extended
professionality increased. However, the relatlve
indifference of some valued teachers to group

achievemnent is Dbalanced by their considerable
concern for indlividual achilevement and progress,
The question remalns whether 1t 1s possible to
replace some of these teachers' satisfactions with
satlsfactions derlving from the support of
colleagues, the ability to control one's broader
work situation and the oppeortunities for

flexiblility.



_72_

Frase, Hetzel and Grant (1882) record an attempt Lo
foster excellent teaching practices through
positive encouragement and reward, Heads of
aducational establlishments were asked to suggest
teachers who excelled in the classroom. These were
checked out and many were rewarded with gifts of
hard and software for use In the classroom and even
by cash to be spent on Instructiconal materials for
personal use, Subsequently the commitment, energy
and receptlvity of these teachers to lnnovation was
adjudged superlior to that of a control group of
equally excellent teachers who were not 1)
rewarded.

Brown (op.clt.) summarises these Issues in a table
of possible costs and rewards, There 1s a need she
says to maximise the balance on the positive side,
Too often scant regard 1s paid to having a balance

at all. <(Appendix D),

Ironlcally, there may be every incentive for
innovatlon agencles to heed Brown's words, Sir
Keith Joseph, when he was BSecretary of State for
Education, clipped the wings' of the 5chools
Council. Ne  doubt, his reasons were partly
ldevloglical, conservation and innovatlon making
strange bed fellows perhaps. But the efforts made
over the last two decades to introduce innovations

inte the classroom have seen less change 1In the
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pattern of teaching than thelr proponent hoped for

and spent money trying to effect.

Concerned that exposure to school centred
Innovation projects can have profound repercussions
upon teachers long after the event, Golby and Flsh
{op,clt.> urge that all concerned should conslder
carefully the rights and responsiblilities of
consultants and cllents, They offer a lilst of
possibllities and suggest that agreed condlitlions
shiould be put into an initlal contract with the
emphasls upon valulng human belngs as opposed to

only making them feel valued,

The Implementation and Institutionallsation Stages

of Innovation

Many wauthors feael that the implementation and

[,

natitutionalisatlon stages of Innovation are
crucial and have not recelved adequate attention.
Rutherford (1979 referring particularly to
crlterion reference based curriculum innovation
programmes, suggests that often the outcomes fall

short of expectatlion due to the lack of the support

)

system to assist teachers In depth with how to use
and manage the new curriculum programmne, The
programme may offer materials but may not say how

to organize time resources and the <classroom



_74._.
setting. Staff then Lry to adapt new approaches to

fit their old teaching patterns.

Rudduck (op.cit.) polints out that 1f an Innovation
affects only part of the teaching programme then
intervening styles of work may have an Inhibiting
influence on both teachers and pupils, staff should
be alerted to the needs of the innovation and
suppor ted in meeting these until
institutionalisation 1s achileved, Rutherford
{ep.cit,) suggests that some staff{ may need regular
support for more than Lwo years if the innovatlon

ls partlcularly fundamental.

Many centrally coordlinated projects says Willlams
(1874 see schools only become inveolved In them at
the adoption stage, not In the creastlion stage.
There is, therefore, less commi tment and
implementation 1s a much more dlifficult exerclilse.
It needs, he feels, adequate time to abttend
workshops and to follow up Initlatives therefore
cover will be needed. This often necesslitates
outside funding. Shipman <{op.cit.> suggests a means
of demonstrating to the administrators responsible
for funding that Iinvestment by staff is cruclal and
is a measureable factor iInfluencing the take up of
innovation. He suggests a number of measures of

comini tment such as preparing materials, rearranging

[«

timetables and attending meetlings. Looking at
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factors across a number of schools, he found that
those pulting most In tended stiil to be using the
innovation more fully much later and those putting

4

most in tended to get the most committed response

from the project team 1tself, Hoyle and Bell
(op.cit.? comment, however, Lhat Shipman's data on
implementation in the Glassoom relied on

questionnalres, nolt on observatiocn.

Shipman {op.cil.> noted that Local Education
Authorities tended Lo view thelr support of an
innovatlion as a way of keeping teachers on thelr
toes, active and promoting thelr professional
growlh. They were far less Interested in the
innovation 1tself as a set of ldeas for promoting
the growth of children, their knowledge and

abllities.

The Effectiveness of GConsultancy to Educational

Organisation

Medway <(1878) pointed out that the evidence for
effectlveness of school consultation was sometllmes
inconclusive because of all sorts of phllosophical,
methodologlcal design and measurement problens,
especlally the lack of &a systematic follow up.
There s also a massive problem whether the
consultant did what was expected by the client as

the research 1s often written wup only by the
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consultant, Medway J(op.clt.’ ceoncludes, however,

1

that behavioural consultation model do appear

O

fairly effectlive at least in thelr own terms,
uwsually backed by a form of Inltial contract
belwaen school and consultant agailnst which success

or failure can be evaluated.

Fine, Grantham and Wright (1879 consilder the
characteristics and skills of the consultant that
wlll enhance a working cellaborative relationshlp
with teachers,. They warn that success is multi-
faceted, sltuation specific and a value judgement,
It is possible to cheat on success depending on how
It iIs defined. It 1s best to have prlor agreed
terms as affier the event 1t is all Llo easy to
rationalize, limiting the crliterlia and so seeming
successful, They go on Lo llst several guldelines
including the need for the consultant to look after
himself 1in order to remain effective; to remember
that the c¢llent has the problem not he; to be
prepared Lo start from where the client is and to
give up cherished bellefs about how [t ought to be;
to remember to draw on colleagues and to Dbe
prepared to return to an earller phase 1f an

impasse occurs,

Gray and Heller <(op.clit.)> feel that training 1is a
pre-requlisite for consultancy, They 1list four

requirements for an educational consultant. First,
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he must understand the ethos of the educatlonal

systlenm, He must also understand the organisatlional

theory and nature of management. He must
understand how Individuals cope wlth {hemselves Iin
organlisational settings and he must have
counselling skills, be personable, appealing and

sympathetic,

While Gray and Heller (op.cit.> envisage a
consultant's tralinings course, part tlme, over one
or two years, involving workshops, discussions,
lectures and role play, Ward and White (1978) feel
that there is no substitute for training involving
real life issues in schools. They do warii,
howeaver, against +1toco close an adherence to the
crisis theory of receptivity to innovaetion, holding
it Lo be potentlally dangerous for most
professionals to condemn others working practices

In too forthright a manner.

Sally Brown <(op.clt.) argues that there should now
be sufficlent understanding of the key Issues in
the implementation of innovation in scheools for
fallure to innovate to be explained no longer In
terms of Dbarriers being put up by '~ the school
staffs. It.should rather be consldered In terms of
what the innovators did or did not dé.f'There is no

¥

failure of learning, just fallure of te&aching'.
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TWO THE RESEARCH PROCESS

The Research Process

Origins and Qutlines of the Hartlepool Dockland

Project

Education Support Granls

Clrcular 6/84 (D.E. S, 13845 invited local
educatlion authoritles Lo apply for Educatlion
Support Grants (E.8.G.), in support of
expenditure in the financial year 1985-86, The
stated aim of the Educatlion (Grants and Awards)

Act 1984 embudled In cirular 6/84 was,

*to encourage local education authorities
to redeploy a limited amount of
expendliture into activities whilch appear
to the Secretary of BState to be of
particular importance’

(D.E.S., 1884, p.53>

The Educatlon Support Grants Regulations 1884,
listed ten, 'purpeses for or in connection with

which grants are payable',

Section 5, sub section () and section 3 had
particular signiflcance to the Cleveland L.E.A.'s
E.S.G. application namely Sectlion 5 the

development of:
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A pilot project devised with the
following objective

§*)) o improve the quallty of education
provided in primary schools in  urban
areas’

(DES, 1884, p7%9

(5] to

<o

The DES grants made availlable in 1985~
support this facet of the 1884 Act: ‘'lImproving

the Quality of Education Iin Urban Areas', aimed

to suppoert education authoritlies seeking,

'through enabling teams to asslist the
head and staff of selected urban primary
schools In ralsling pupll performance by
raising teacher expectations and
improving thelr schools' organilisation'.

(DES, 1984, pbB3>

Sectlon 3 specifled, 'the teaching of sclience as
part of primary education' ({1bid). Inttially
thls proposal was embodled within Cleveland LEA's
ESG application under sacjion 5{b>, above.
However, Circular 5/85 iIssued by the DES on the

7th August, 1885, Invited appllcations,

‘from those local education authorities
who had already accepled support for
primary science for 1985-86, Dbult now wish
to bid for additional rescurces, elther
to expand the scale of their exlsting
plans or to take In the technological
dimension,'

(DE5, 1885, p.40)
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Primary Sclence and Technology emerged as the
main thrusts of the Cleveland LEA's ESG project,

explored below.

High on the 1ilst of DES priorities 1Iin the
introduction of ESG projects was the
establishment of & small programme, Involving ‘up
to nine LEAs in different kinds of deprived urban
areas' (DES, 1884, p.63). They further specifled
that 'esch scheme should be directed at a single

type of area' dibid).

An additional DES priority, expressed (n circular

6/84, was the expectatlion for “Ysuccessful
projects ..., ., to have a strong element of self
evaluation' which would "involve comparisons

between chosen schools and other schools serving

simlilar deprived catchment areas', {ibidd

The DES envisaged EBG projects commencing iIn
September 1985 and 'producing results and an
evaluation within about 2% years'. Within the
circular 1t was declared that no scheme would be
selected which proposed funding beyond 5 years.
Project budgets were ’'likely to Inveolve about
£40,000 to £60,000 of expenditure In 1985-86,
rising to £70,000 to £100,000 in 1986-87"', (DES,

1984, p.64)>
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Local Education Authorities mak ing ES
appllcations were requlred to submit the

following informatlon:

* LD the number of schools with which the team
or teams would work;

{iio the type of locality (e.g. inner city,
old outer wurban area, lsolated housing
estate) and measures of lis deprivation;

il the authority's preliminary views on a
iocal model for the scheme (Includling the
make up of the teams, the objectives Lo
whlch they would work and the possible
use of teaching and other rescurces);

{ivo the authorility's policy for urban primary
schools, including its policy to
counteract the ill-effects of falling
rolls’.

(DES, 1984, p.64>

Finally, Sectioen F, sub section 26 of the

proposal stipulated that applications were

‘invited to cover the cost of the
enabling team, and also costs arising
from, for example, the temporary
employment of one or more teachers to
release staff for non-poolable short
course In-service tralning or the one-off
provision of additional materials or
faclillties ...°

(DES, 1984, p.064)

1.2 The Cleveland LEAs Response to Clrcular 6/34

0N

The appllcation for an Educatlon Support Grant,

submitted to the Department of Education and

Sclence by the Cleveland LEA was accepted in
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January, 19385. In response to the demand made in

Circular 6/84 that,

'Educalion Support Grants should have an
important contribution to make in
promoting continuing improvements 1In the
education service and In asslsting local
education authorities to respond to
changing demands;

(DES, 1984)>, p.B3>

Claveland LEA specified Lthe general alm of thelr
appllcation as the establishment of & project,
'to Improve classroom effectiveness In a group of

primary schools'

In accordance with the 1984 Education Act,
Cleveland further Identifled primary schools
loecated 'in a single Ltype of area', an 'area of
urban deprivation’, {DES, 1984, p.837, Six
mainly Soclal Priority Area (S.F.A.) primary
scheools, catering for nursery to eleven year old
pupils, ware selected to particlipate in  the
project. These schools, sltuated in the dockland
area of the town of Hartlepool In Northern
Cleveland County, became the fileldwork domain of
the Hartlepool Dockland Project, referred to In
the work from this point as the H.D.F. The
Dockland area of Hartlepool has undergone
signiflcant economic changes since 1ts nineteerth

century zenlth, Declining prosperity -hes been
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mirrored by the lowered social conditions,
reflected Iin poor housing and publlc faclilities
which the mid twentleth century improvements had
only partially overcome, Numerous public and
privately sponsored inltiatives have still left
the dockland area with major socio—economic

problems. The

the H.D.P.

of urban decay. Indeed, the co

dominated thelr selection

within the uniformly blighted

Zone.

The Proposal

six primary schools seleclied
lay close to one another

YINMoOn

ol

TOr

in this zone

factor whnlch

To conform with ancither of Circular G/84
directives, ithe Cleveland LEA 108e six primary
schoocls in the Grangetown/Eston area of
Middlesbrough, a similar soclo-economlc area to

"Invelve comparisons beltween the chosen

school, {H.D.P.D and other schiools,

(Gontroly, qerVL g similar deprived
catchment areas

(DES, 1984, p.63>

Detalls of the ‘control! schools are not

prasented, for apart from early Joint discussions

between the headteachers of both groups of

schools, H. D.P. and control, and the H.D.P.

coordinater, and the preparation of an Initial



._84__
statement outlining current clrocumstances,
subseguent comparisons were discouraged by the

LEA and, in consequence, were nol pursued,

'The Authorlty's preliminary views on a local
mode ] for the schaeme' (DES, 1984, p.64>, is
encompassed In a brief statement which required

to
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'review thelr present position, decide on

medium  term goals and by cooperative,
interactive and collaborative means
attempt Lo improve thelr classroom

effectivaress’

{(Cleveland LEA, 1985)

Farticular attention was to be pald Lo,

'extending and deepening currlculum and
classroom practice Iin  language, drama,
art, science and technology'

Cibld>

Baslcally, the proposal was for a three year
action research project In which teachers and
children would be immersed experlientially. There
were, however other implications Inveolving
amongst Lhemn challenge to organisatllion and
management ; review and appraisal of teaching
methods; grouplngs; curriculum development and

evaluation,



—a

P

- 85 —

The local education authority was also charged,

by DES in Circular 6/84, to provide details of

the °

enabling teams' who would 'asslslt the head
and staff of Lhe selected urban primary schools!

(DES, 1984, p.63). To this effect Cleveland LEA,

onn the 6th March

-
0
93]
4]
Ut
a@

conded a primary head
teacher for three yaars to  coordinate the
Dockland Project to act as ‘factilitator, enabler
and catalyst'

The annual funding of the projeclt which was to
cover the costs of 'the enabling team', supply
cover arnd 'one—-off provision of additional
materials and facllities’ (DES, 1884, p.647,
inciudling the equipment of the project base, was
£30,000 in the first year rising Lo £42,750 in

the second and thlrd years,

The Hartlepool Dockland Schools and Centlre

The schools which vary in terms  of slze,
denomination and facilities are not 1{dentlfied,
In an attempt to preserve confldentiality, but,
with a lettered reference, are brlefly described
in chapter three to provide the specific context

for the case studies,
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The six schools chosen by Cleveland LEA for the
E.5.G. programme displayed the followling common

factors,

- situated In an Educatlonal FPriority Area
(E.P.A.Y, or have 3ZSoclal PFricority Area

status, ((5.P.A.>, or bolih;

- affected by falling rolls, <in all but

one case’

- primary schools wilth nurseries;

- in areas of - urban deprivation
- malnly rented/councii
accommodatlon

- high unemployment,

The coordinator was based Iin the H.D.P. centre
which was located in one of the project schools.
Within the school bullding a self contained sulte

of rooms was converted Lo meet the needs of Lhe

@

H.D.F. participants, The suite comprised
large, alry and light L-shaped section, a
separate office for the H.D.P. coordinator and 15

hour clerk, a discreel, bul accessible resource
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area, a cloakroom, tollets and a refreshment

area,

The pleasant decor and the quality and range of
furnishings and equlpment provided a comfortable

project centre with a flexibility of purpose as

- a workshop, wlth handtools, reprographlc
equipment and other appropriate resources
readily accessible;

-~ a social base;

- a conference centre;

- an office;

- a confidential interview area;

- a group discussion area.

The changing role and flexible nature of the

H.D.F. Centre is presented in appendix L

'Overview of the H.D.P. Network Development®.

A Case Study Ratlonale

Introduction

The Hartlepool Dockland Project, (H.D.P.», was

primarily concerned wlith educational Innovation.

The methods of data collection employed In it

®

case study were therefore required to

appropriately handle issues and practlces of
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change and innovation. The case study model
adopted for the H.D.P. recognised that, whilst

the characteristics of Dboth quantitative and

T
C}‘
i~

gquaiitative styles of data collection wer
vaiue to the case, the latter more adequately

catered for the slze of case sample and could

4]

more effectively respond to change processes

involving people and their interactlons,

The H.D.P.'s gualitative data collection process,
driven by the ESG-sponsored sample size, bullt in
a response to the interactive changes iInvolving
school, LEA and Project personneil. Acceptling
that change is a sensitive process, the
quallitative research style was able o respond to
the need for senslitlivity whilst promoting the
unigueness of each of the case sites, A range of

overlappling qualitative research methods, wlthin

)

a thre

D
-

phase programme demonstrated progressiv

f
"
1

focussing, were utbtilised to record, monitor and
subsequently ald the analysis of the FProject's

educational practlices, changes and Innovations.

The Hartlepool Dockland Project <(H.D.P.> whlilch
extended over three ysars presented multl-
discliplinary and interdisciplinary studies of
several facets of Lhe primary phase curriculum,
{(gee 2.1) and a wlde varlety of staff development

programmeas, The H.D.P.,'s brief addressed such
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complex procedures as;

- assistance offered fto practitioners 1in
study of issues arising in thelr own
praclices;

- the development and transference of
practicai professional knowledge and
experience;

- effective methodology for facilitating
organisational development;

- the Identificatlion of technigues for
disgemlinatlling ldeas about good practlcae,

The actlons necessitated the tralning of staff

from the Freoject schools to act as training

facilitators of school based charnge and
development. Dala Dbases of Innovation and
curriculum renewail were established and
encouragement glven Lo the development and

evaluation of school focussed study.

Case Study and Action Research

This sechtlon seeks to presaent those
characterlstics of case study which best describe
and support the research method used to explore,
record and evaluate the H.D.P.. As such, the
section provides an explanatory seleclion of
overlapping research strategles which Jointly

explore and support the evoluticnary action
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~esearch pattern of the project and the case

study procasses by which this pattern wWais

recordaed and evaluated,

In the first Iinstance a method was required to
test and improve educational practices. Teaching
and learning needed a method by which teachers
could eXplore and Improve their practice,
Similarly, emancipatory acticon reseayrch provided

a method for 'exploring and Improving the

practices which constitute the curriculum'

At the level of school organisation 1t provided
a method for exploring and limproving Lhe
pracilices which constltute school organisation',
Most significantly Carr and Kemnls Saw

emanclipatory action research as presenting,

Criteria for the evaluatlon of pr acfire
— in fFelaticen to  communication, declisio

making and the work of education. IL
provides a means by which teachers can
organise themselves ds  communities of
endulirers organising their OWIt
enlightenment’

(W Cary and 5 Kemmis, 1986, p221)

.. 2 Case Study Qualitatlive and Mixed Methodologles

o

‘Case Study is subject to variety of

interpretatlons’

(W R Kenny & A O Grotelueschen, 1884, p37)
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These resesrchers qualify thelr statement by
reference to definltions emanating from Stake and
Day, who presented a qualltative interpretation
isbelled as 'natural orientation (R E Stake and 7T

A Day, 18978, House, who, in his 'transactional

approach’ interpretation suggested that case
study wWas almnost entirely qualitatlve in

methodoleogy and presentation' (E R House, 1383807

and to Smith who described case tudy as 'coming
rd

w

to be known by such varied labels as educatlonal
ethnography, parlicipant observation, qualitative

observatlon .... and field study"®, (L M Smith,

Increasingly, the trend appears to  be less
towards over polarisation of the difference
between the posltivist tagricultural botany'’
approach and the Interpretative ‘soclal

)

anthropology’ tradition, and more towards
combinatlon of approach that Integrate those
elements of both paradigms as required by the

neads of Lhe research sltuation,

18

The parameters for case study proposed LY
and Groteleuschen would appear Lo provide a

~

gufflcliently fi

iy

xible description and useful
start point for the project research when they
suggest that case study may be marked by the

following
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‘data Are qualitative; data are not
manipulated; studles focus on single
CAmes; ambigulty in obsarvation and

report is tolerated; hollsm is advocated;
humanism is encouraged; and common and/or
non—technical language is used’®

(W R Kenny and A D Grotslueschen, 1884, p.38)

Adelman, Jenkins and Kemmis equally consldered
case study as a collective term, Thelr
definition was adopted In 1876 by the Cambridge

Conference on the topic

‘Case study Is an umbrella term for a
family of research methods having in

common lhe decision to locus an enquiry
around an instanac

O

delman, D Jenkins and & Kemmls, 1876, pp 140-141)

Nisbelt ({1884) refers (o a range of compatible

rather than & clash or

research style

m
ol

confrontation between conitrastling styles polntling

out that 'spectrum' is probably a better term to
use than rangs, as a specltrum has no sharp

boundarles and that white light resulls from the

mixing of different frequencies,

Illuminative evaluators, such as Crossiey and
Vulliamy rely heavily upon a variety of

techniques which Include ¢ direct observatlon,

interviewing, questionnsires, documentary
analysls, compllation of research dlary etc,

Similarly Kenny and Grotelueschen are supportive
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of Case s tudy that is characterised In
'reassuringly anegative terms'’ such  as ‘non—

experimental, non-gquantitative, non-positlivistic’
(W R Kenny and A D Grotelueschen, 1884, p 37>.
The use of gualiltative data is valued by Mileg
and Huberman for its abllity Lo ‘preserve
chronological flow, assess local causabllity and
derive fruitful explansations' (M B Mlles and A M
Huberman, 1984, P15y, The findings from

gualitative studies have, what is described by

Smith (18783, a qualliy of 'undeniabllity®.

This research melhod does not reject quantitalblve

dala bul subordinates 1t within an approach that

is broadly interpretatlive. The general research
strategy Is, therefore, both adaptive and

ecleclic with the decisions of methodology belng
resolved on ils merits Lo the case I hand of the

best avallable techniques. Such a view parallels

Jenkins {19765 wito stated that {lTluminative

[

evaluation 'was not a standard methodologica

package', and hat the methods of investigatlion
were themselves sltuational. Here Patton (138809

that an evaluation deslgn may call

1 mixes’',

el

for 'multiple method or meihodologlc
Patton argued that information that was most
useful 1in a glven situation should be ldentifiled

then methods employed which best suited ihie

preoduction of the required Information. Thls
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ralses Lthe question as to how
gquallitabive research deslgn should

Huberman's stance s thatbt 1t

centrea, toward the atructured

accept that lhis

Sexr les of imponderables -

existing knowledge of the

avallable research lnstrumentits

to be fashloned. This contrasts
to cater for 'an opeli—eyed,
appreciation of the surprise nature

the Investigatlional net'

1255, Tightly coerdinated
criticised Ffor being less sile
looser frameworks bul the latter,

recepltive to local idiosyncrasies

1 ]

colossal data load.

study accepts Mlles and

that gqualitatlve research Is
Investlgative process  and Lhat

L lme
phenocmena

and

(L. Cronbach,

deslgns

pre-structured a

be, Milles and

should lie ‘*off-
end' ddbld). They

structurlng reflecls a

avallabl

24
e

H
under study;
the analysls
Cronbach's wilsh
open—mlnded

deposits

sensitive than

o~

f 1

[

Lotruly was

could produce a

Hubermain's view

essentlally an

tihils process

requires a gampling pattern that involves
decisions, nolt only about whilch people to observe

or Interview, bubl also about

The H.D.P.

'Qualitative studies call

refocusing and
parameters of the study

redrawing
during

case study supports

continuous
of the
Tieldwork,

for

but some initlal selection 1is requlred.
The concaeptual framework and research
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questions determline the focl and
boundaries wlithin which samples are
selected' .

(&)
~]

(M B Miles and A M Huberman, 1984, p
The conceptual framework i3 dascrl
current verslon of the resesrcher's map of the
teryitory beling investlgated, Such practice |is
not at varlance with the principles propounded in

the Case study ratlonale where support of

Hluminatlve evalual lon s5Li11 involved
structuring to provide both progressive focussing
and methodological triangulation. Indeed, while
Lt ls grounded In the interpretive

phenomenclogical ftraditlon and relies heavily on

qualitative data, illuninative evaluation does

not reject quantitative data. The method 1s
typically eclectic enbracing & range of
technlques that Include; observation afidd
interviewing;  collectlion and analysls of
guestionnaire and lest data. The framework which

emsrges  from thils  thinking is supportlve of

Tamir's definltion of evaluation.

'a systematlc collection, analysis or
reporting of information celating to a
specilic programme or curriculum
innovatlon by structured and less
structured approaches, using formal and
informas Mmeans for the purpose of

facilitating declision makling. '

(P Tamir, 198

(&

)

G

P
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2.2.3 Case Study as a Unique Instance
Deriving from the ralionale explored above, the
evaluative case study methodology adopted In this
research accepts In its definlilon that,
'a case study is an umbrellas term for a
family of research methods having In
common  the ce:l%lon to focus an lnquiry
ound an Iinstance,’®
(C Adelman et al, 1977, p 139
or more brilefly, it Is
'a systemaltlc investigation of a specific
instance'
(J Nisbelt and J Watt, 1984, p 73>
The range of case study definitions draws
attentlon to the term's amblgulty, Here, the
definitlion is employed for an unique Inslance, as
a site and also far a collection of sites, its
generalisabllity Lthus resides in the reader
rather than the data,
2.2.4. Case Study, Naturalisum, Description and Deltall

Stenhouse wrote ‘Curriculum study 1s case study'
(875, pad. A view that a curriculum operates
within a speciflc context and, therefore, that

studylng the curriculum naturally entalls
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studying its context, Analysts of currlculum

change have similarly called for In depth studies

Y

of  the chool millew, In this context, Dalin
maintains that It is necessary to understand the

culture of the school In order to identify change

stralegles which wlll be successful in the task
of renewing the educational sysltem, {F Dalln,
1878, p 17, The unigque nature, environmental

controls and developmental programme of the
H.D.F., presented above, has requlred the
Ilmplementation of a research strategy which
embraces thls view, In the belief that the one
may not be separated from the other withoul some

slgnificant loss of underslanding of elther.

Analytical approache:s Lo case study require

esearchers who observe the characteristlics of

the individual setting, probe [t deeply then
analyse the "mullifarlous phenomena that

constlitute the 11T

a3

cycle of ithe unit with & view
to establishing generalisation' (L Cohen and L
Marnion, 1980, L 99, Spindler {19827 also
belleved that 1t was better to have lIn-depth,
accurate knowledge of one selting rather than
superficial, possibly skewed or mlsleadlng,

information aboul iseolated relatlonships 1n many

settings. Such a methodology possesses Lhe
advantages of having - data based on reallity;

the possibility of producing generalisatlons of




AN

AW

[

_98_
considerable sublety; a variety of permltted
interpretations in dealing with soclial
situabtlions; real world situations where results

are rlpe for application; results that are

X0}

capable of DbLeling offered In accesslible forms In

Lerins of language and presentation.

Case Study wnd Validily — Triangulation and

Frogressive Focussing

'the use of two or more methods of data
coliection in the study of one awpect of
human behaviour!'

(L Cohen and L Manion, 1880, p 211>

Triangulation can extend to methods, tlme, space,
samples, ressarchers and perspectlves.
Ons of the L wo forms of methodological

triangulation Identlifled by  Denzln {18707,

which

fic
ma

namely, ‘briaengulatlion  between melthods

invelved the use of more than one mebthod in the

pursult of a glven objective, had special
relevance to the H.D.F. case study.
The use of progressive foecussling almed at

allaying suspiclen thab case stud research 1Is
g !

g

ssentlially conservatlve' ((Walker, 1883). This
case study has bolh guarded against describing

reality I

[N
)

order to create 1t', and agalnst
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accepting that the implicit 1s made expllicit, the
intuttive 1s made self evident and the abstract
is made concrete (R Walker, 1983, p 163D,
Extending as [t does, through time, the case
study bullds through Its use of complementary
resaarch strategies SO denyling Walker's
‘photographlic analogy' in which he describes case
study as captluring an lnstant in btime and space
which then can be held against a moving, changing
reality {ibidd,

Illuminatlive evaluatlon proceeds by & technlque
of progressive focussing. in addition Lo
cognitive achievements, such evaluation (n the
H.D, F. also needed to appralse competence In
declslon max ing, probilsim solving and the
organisation of action. Such research demands
requlred a whele range of methodology In order to
portray the phenomena, viewlng the developmenls
from a number of angles Lo demonstrate
methodologlcal triangulation. The combination of
methods never adequately solve the problem of
rival causal factors, Equally, as single methods

range of Inter-relatac
must pe employed.

aspecis

of empirical reality, a

methods of observation
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Case Study and Generallsabilily

The analytical approach Lo case study as a
dominant festure was challenged by Stenhouse who
distinguished bLetween case study research and

rese

':1»'

reh conducted In samples, He described the
latter as being concerned Lo  establish by
calculation the relatlonship between a sample
studled and a targel population to which the
findings in the sample are to Dbe generalised.
Whereas, he viewed case study as exploring the
relationship beltwaen cases that may superficially

resemble a sanple as essentially a matter of

judgement, ‘Judgement of cases cunmulate Into
prudence’ (L Stenhouse, 1932, pl>

The cumulative actlon of case study and its

domination of the research process remained a

major feature of Stenhouse, when, irnn 1982, he
wrote
it s qulite impossible to meet Lhe

demarnd for description except through
n

ce
he

daetaliled case studies, and w such case
studies are undertaken they dominate the
resulis based on sampling. It Is the
case study data rather than the sample
data Lthat come to form the basis of
Judgement’

{l. Stenhouse, 19382, p 4>
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The data collection process and progressive
fTocussing pattern of the H.D.F. case study, in

ite essence, is supportive of this view.

Increasingly qualltatlive researchers are using
multi site designs with multiple methods to
Increase generallsabllity. Stenhouse deflnes a

multi site case study as one In which 'a number

of cases are studied at the same time’ (L
Stenhcuse, 1932, p 7). Here Miles and Huberman,

1984, employ the term 'cross slte analyslis’®, The
need s to 1dentlify the processes and outcomes
that occur ascross cases, or slhkes, and the ways

in which they are modlified or fashioned by the

contextual variations, Such an approach requires

s
o
£
T
cr
C
S

care in the preservation of the "lo
causality" (Miles and Huberman, 1984, v 1515,
Noblit and Hare (13883) urge the development of a
croas—site method of analysls that has 'a theory
of social explanation’ that Loth preserves

unigqueness and enltails comparison.

Case Study as Illuminative Evaluation

The pattern of research, that 1Is emﬁloyed withiln
the H.D.F.'s case sludy s reminlscent of the
illuminative evaluatlon approach of Farletl anc
Hamil tLon, (19765 . Attention 1s drawn to the

wlder contexis 1In which educational programmes
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function. In particular there 1s concern for
description and interpretation rather than
neasuremsant and praediction, Illuminative

evaluators support qualitative research traditiocon

[u)]

and champion,

'school based case study focussing  udpon
description and interpretation of
innovation In context”

(M Crossley and G Vulllamy, 1884, p 195>

The H.D.P. programme adopted much of Farlett and

Hamilton's description of the alims of
illuminatlve evaluation. Attention was paid to

the ESG sponscored programme, how it operated and

how 1t was Influenced by the wvarliety of school
situations 1n which 1l look place, Note was
taken of the views of particlpants, as  they
related to the project's advantages and

digsadvantages and how intellectual tasks and

emic experlences were affected, Frinclpally,

s}
o

ac

he case study almed to 'discover and document
what 1t was llke to be participating In the
scheme’ and Lo dliscern and aiscuss Lhe
innovatlion's most signiflcani features recurrling
concemi btants and critical processes' (M Parletdl
and D Hamilton, 1876, p 144>. Indeed, the H.D.F.

case study sought 'to address and illuminate a

compliex array of questlons® dIbild).




[Ab]

0o

1

The acceptance of case ositudy as arp umbrella

term' {abover is nobt without mwmerlt, for in spit

T

u

of complications ralsed by the hybrid deflinition
there 1Is value 1In overlap. Lying behind this
confusion of alternative dellnitions and practice
is a rich and varied array of Insights that
manifest themselves inlo models or paradigms of
curr feulum avaluation. The principles of

illuminatlive evaluatlon are valued in this

context, Not only does the illuminative
evaluator become concerned to ‘famillarlze

himself thoroughly with the day Lo day reality of

the setting or setitlings he Is studying', but
also Lo 'isolate its signlficant features,
delineate cycles of cause and aeffect, and
comprehend relationshlps between bellefls and

practlces and belween organlsational patterns and
the responses of individuals' (Parlett ardd

Hamllton, 1972).

The pattern that characterlzes illuminative

evaluation s embodled 1n 1ts three stages:

Investigators observe, engquire {urther and then

seek Lo explaln,

Audience of Case Study

Harlen, <(1982>, pointed out the need to identify

the Intended sudiesnce. The H.D.P. paid great
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attention to the approaches for collaberatlive

tasks and carefully attempted to cater for
ethical and political considerations by planning

and agreeing sirategles for disseminsation and

repor Ling, bkelleving that

‘reporting of evaluations should b
tailored to reach the different audlence

L

who might benefit from the findings'.

o
s

(R Murphy and H Torrance, 1887, p 313)
Iy the identification of the varicus audlences;

the project teachers; school administrative

personnel; Interested citlzens and groups; other

teachers; public agencies and funding
organlsations, care  was taken to prioritise

concern to the 'project' teachers who represented
a special audience, belng imtimately Involved
with the project coordinator in the evaluation
itse{f. As the collated data was a reflectlon of

their response to the evaluatlon process as well

as thelr performance In the programmes, thelr

rights regardiln its use have been respected.
B g

Action Research

Illuminative Evaluation — the Unilque Instance

essencea, " a

f—
-
-

The H.D.F. research programnmne,

process  medel', saw ltsell as Interpretative
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research In whlch the alm was to *trensform the
conscliousness o practitioners and, by so dolng
cew o o glve Lhem grounds upon which to decide hiow

1 o

' (W Carr and S Kemmis, 1986,

4]

to change themselve
p oal8y. The project programme displayed harmony

L v

wlth the levels of 'emancipatory actlon research

(ibid, p 22D propounded by Carr and Kemmis

ittty of 1lluminative evaluatlon to

e
pu
.;1|
Lo
e
-
-

<

The applic

the process model used in the multi-site H.D.P.

case study Was regarded as sufficient
jJustification for having Incorporated 1ts alms at

length, within the text {(Z2.2.7, above),.

The pattern of evaluation followed In the case

study relates Lo the stages sel down by Stake,

evaluatling wlia t he describes as ‘antecedent,
transacltion and outcome data' (R E Slake, 1867,

Suchh an evolutionary plan of action encompassed
planning, execuling and achievement stages in

order  to debermine the degree of congruency

between the intended and ohserved antecedeant

data, hetwaen the intended transacltions and
observed transactions, and, ultimately, the

Intended outcomes with the observed outcomes.

The H.D.P. evalustion look care, In each phase,
to see how well Intention matched outcome, The

variations in response between the




representatlives of the separate sites and wlthin
site were duly noted and the instruments of
evaluation tha!t provided progresslve focussing
everall, were constantly reviewed and applied
acvordlng Lo the needs for further exploraticon or
clarification. In this manner, whilst the case
study pattern adopted heeded the advice of those
resaarchers who's methods are presented above,

the unigque structure that emerged reflecled the

b
o]

controls g the project - its multi-site
distribution and above wll +ithe Individuallty of

the pariiclpants.

The Issues of Bias, Triangulation and Validity

The very nature of the H.D.P. which was dependant
upon  the evolulion of c¢hange, rather than the
speclfication of educational goals necesslitated

the adoption

@]

f such case study strategy. The
project set oubt Lo avold narrowly studylng staled
objeclives, SO providing opportunlty to
accommodate unanticipated outcomes, This
strategy further reduced the rish of researcher
bias aiud slrenglhened evaluator objectivity

through goal-free conditions and In so doing

challenged the ®'Three Good Reasons For Not Doing

Case Studies In Curriculum Research' presented by
Walker 1in 1983. The need Lo reduce the risk of

~asaearcher blas was of particular concern 1In this
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study where the researcher was also the H.D.F.

co—ordinator, and where there wWer e inherent
dangers involved in  the use of convenlence
sampllng  techiniques (below). Whilst largely

accepting Walker's clalm that case study 1s an

intervention in the lives of others, care was

taken in establishing the H.D.P. case study to
aveld what he described as 'uncontrolled
intervention', Apart from paylng attention to

3

goal-free conditions outlined above, the project

¢ 1]

further attempted Lo guard sasgelnst case study

jaX

research thatl presente

a blased view, by lhe use

of a range of progressively focussing research

I

slrateglies, which Jointly demonstrated
methodological Lriangulation. Indeed the H.D.P,
formed a setting for research most sulted to the
instances qguoted by Cohen and Manion as belng

appropriate to the 'mulbtiple method approach',

‘holistic view of educational outcomes 1s
sought' . ...,

a complex phenomnena requlres
elucidation' ....;

different methods of teaching are to be
evaluated' ....;

controversial aspect{(s) of education need
to be evaluated more fully’,

(L Cohen and L Manion, 18980, p214,215)
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The design of the H,.D.P. case study, to which

this relates, is axploread in section 3.1,
Effectiveness of communlcation within the

instruments was Introduced through pilot testing

and progressive attemplts were made (o assess
their valldity and reliablillity. Throughout, the

case study aimed to demonstrate that,

'The qualities by which the practitioners
would want thelir actions to be Judged are
those of efficlency and effectiveness'

(5 Grundy, 1887, p 557

In an educatlconal project principally concerned

€
—
-
j3
e
=
5
[}
<
—
)
ot

the primary curriculum In & range
of subject areas, the H.D.P. case study was

further In sympathy with Grundy, wno proposed

that, 'the focus of action In technically
informed curriculum projects is the
Interpretation of ldeas' (ibid), The project
almed to utilise these interpretations to

generate developments by which the products of

this process wer

e lmproved. In many ways, 11 may
be argued, that the success of the projeclt was
Judged in  terms of tanglible products. The
separate study programmes and practlcal studies
workshops produced many pleces of work through

Y
[R]

1]

which the developmental process could be observ

and to which the Implements of evaluation were

gathered,
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Progressive Focussing

The complex nature of the H.D.P., the unlgque role
of its coordinator In the networking sltuation
combined with the lengthy evolutlonsry perlod of

its developmental programme demanded an amalgam

of  evaluatory techniques and a progressively
focussing strategy that carefully related to the
project’s critical phase, Such practice needed

be ongoing rather than applied at the end of

4

the programme., Clemson's advice was heeded.

I3

'*Evaluation 1s not, and cannot be an add-
on-bit, [t Is the basis of development
whether this be professional, personal,
or curricular,’

(D Clemson, 1583, p 77

N

i
-
-
e
e
w
@

nd Case Study

The H.D.P. case study inade several attempts Lo

"y
i

broaden its data gathering instrumental base

o

the curriculum projects evolved. The formative
evaiuation was carefully monitored with

rti

oy

P dpants recelving feedback which In itself

helped shape the course of Lhe development. In
the seleclion and development of each of the
evaluation instruments care was ltaken to remain
within the bounds of respect for the personal
privacy of the participants and to operate non-

disturbance techniques within Lhe school
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situation, These procedural matlers took heed of
Pring's stated dichotomy concerning ethlcs,

'Lhe publlics' and evaluators' 1rights to
know and personal rights to privacy’

and embodied Lthe filve criteria he set out to
reconcile this dichotony. The H.D.P. evaluator
presented statements as to the kinds of Knowledge
that were reqguired; presented interim reports;
operated meetings at which interim s&valuatory
statements were open Lo scrutiny; information and
opinion was treated confildentially subject to

clearance by participants; and those evaluated

—
—
ot
[
[
P
a

were provided wibth opportunity to scruf

Interpretation of ceollecied data.

As, In wmany instances, the H.D.F. co-ordinata:

acted as 'the honest broker' in lfaceis of course

audience

i

evaluatlion, and as the largely 'captiv
provided numerous opportunities for conveplience
sampling, this need Lo dJdemonstrate openness 1In

all forms of evaluation was paid careful

attention,.

Multl Method Approaches to Data Collection

2

The H.D.P. research patitern concerned wibth the

evaluation of developments in six locations



redqulired the use of a mulli-site case study

I

trat

M

gy to establlish the range of generallty.
However, the case study makes no clalm towards
general lsatlon beyond the project, but, rather
15, in the matter of perspectlive as a local

survey belleving thal comparable research needs

I

te be conducted on a broader regional/national
scale before exlended generalisations emerge. In
thlis context the H.D.F. case study pays abttention

te the evolutlon of the programme and employs a

range of [ield study methods to Llrace and record
the emergling data. As such, case study offers
'an emphsasis on synthesis ralther than
analysis and a means of approaching
hidden curricul um, in formail soclal
structures and unintended consequences of
action’
(R Walker, 1883, p 155>
Such methodology, in Dbroad tLerimns, alds the

understanding of the process rather than the

products of scientiflc enquiry.

The H.D,P. examlned phenomena relaltlng to six

educational settings so necesslitating a multi, or

cross—site strategy. Stenhouse, 1582, accepted

the authenticlty of such & practice,
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'a slngle case or group of cases studles

at such depth as the evaluatlion of policy
or practice will allow, (usually
condensed fleldwork?y .’

(L Stenhouse, 1982, p 9

Curriculum Bullding

Ml les and Huberman value the formulation of

research questions for making theoretical

[11]

assumptions even more expliclit than they may have
been in the conceptual framework. Value was also
attached to informing what is needed to be kinown
most, or first, The H.D.P. case study addressed

four fundamental guestions as part of 1ts

approach to curriculum development:

1 What educatlonal purposes ought a school

try to attaln?

2 What are the educational experlences that
could be provided that mey atltain these

purposes”T

3 To whiat extent Call the educalional

experlences be effectively organised?

4 How can it be determined if these

purposes are belng attained?




-113-

The questions, apart from providing a useful
baslis [or the H.D.P. progranne, were ultimalely

incorporated Intoe ity evalualary process,

The H.D.F. research guesilons are lncorporated

within the ma f fleldwork/documentation
instruments. Although, to a signifilcant extent,
the pattern of resesarch was determined by 1ts
Progr aime, the case study, presenting and

summarizing those developments utllized sampling
techniques for which the parameters were sel by
the framework and the research questions. The

constlruction of a conceptual [ramework foer the

H.D.F. case study drew on Stenhouse's 'patterns
of fleldwork,' namely
a collecting or evoking of documents
¥} observing
< interviewing
d measuring and cellecting statistlcs

(L Stenhouss, 1982, p 15)
However, these categories ware embelllshed In
hoth detall of fleldwork practlce and especlally
in repetbtitive chronological dimension. The

technliques ultlmately lInvolved In the staged

research were:
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{a? Collection of documentary and background
information, incluslive of study committee
minutes asscoclated with the curriculum
innovations,

o Diary/log keeping.

e Semi-structured Interview surveys.

{d> Farticipant observation schedules.

(el Fheotographic and audio video recordings.

and, In an attempt to reduce the danger of over-
reliance on subjJective Judgements Implicit In

this methodoliogy;

7

(FS measuring and collecting of statistlcs
testing attltudes of teacher participants
to respechtive teaching methods and
programme implementatlion through the use
of questlonnaires, nominal Zroup
technique and Dlon survey.

Although wlshing Lo present the case study as a

continuocus process and In agreement with
aevaluation cannot be an add-
on-bit', but rather it is the basls of

development' <(Clemson, 19832, the volume of work
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proved 1t necessary to create a staged framework
which took heed of Tamir's ‘'four stages' :
‘Initlation, planoning, materials development and

implementation' (F Tamlyr, 1985, p 5.

Tamir's stages, as well os facilitating plamning,

eader,

=

aimed to lmprove understanding by the
Slmilarly, House (1972) talking on the context of

persuasion points out that,

c_
—
)
T
c

Ql

'The producers of at must assume
some burden In seeing their Information
s properly understood. Simply wrapplng
up the baby warmly and leaving him on the
doorstep at midnight does nol absolve one
of revsponsibility!’

,-‘.

(E R House. 18972. p 73>

An amalgam of Tamir

U [

stages are embodied in the
H.D.P., concepbtual framework for wihilch the matlrix

is presented below, (Fig 10) The adopted pattern

A 3

emerged as :  introductory stage; developmental

stage and culmination stage.
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2.4 The H.D.P. Conceptual Framework (Diagram 107
EARLY MID LATE
1985 1986 1987
Collection Nominal Group
and Evoking Technique
of Documents

Diaries ————=-==-r————————mmm oo e b
Scatter Plota Scatter Plots
Dion Survey
Mid-Term Late Term
Evaluatlion Evaluation
Semli-Structured
Interviews —————=~—--———-—-—-———— e o b
Farticipant
Observation ————~—m»-~-m--——-—— s m s bg

Ratling Scales

Science and

Questlionnaires
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CHAPTER THREE - DATA PRESENTATION

3.1 An Introduction to Date Presentation

3.1.1 Data Reduction

An understanding of the problems facing researchers
wishling to produce a useful case record, useful 1in
the sense that it is accessible to critical

assessment by other researchers, was provided by

Lawrence Stenhouse (1877, Stenhouse
differentliates between case ‘'representation’ and
'presentation’. The former 1is described as data
intended for use by researchers, whilst

'presentation’ is defined as

‘data organised 1n order to present to a reader
an interpretation of its significance in
relation to some topic, issue or problem'

(L Stenhouse, 1977, p33

L

Case studies generate a considerable volume of
material through the application of several
research strategies 1n the search to establish
methodological triangulation. Such case data
requires selective editing and condensation to
produce an edited primary source, a case record.
An analytic survey, drawing together data from case
records, may represent generalisations across cases

which require presentation in a critically
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organized fashion. The process of data reduction,
which proceeds throughout the span of a
qualitatively organized project, will focus,
simplify and transform ‘raw’ fleld data and will

itself beccme part of analysis.

Styles of Presentation : Narrative Text and Data

Display

The most frequent form in which qualitative data
has been displayed has been narrative text,
Stenhouse describes narrative as having two
strengths, 'it Is simple and direct to read and it
is subtle'., (L Stenhouse, 1982, p.24>. Stenhouse's
defence of the subtlety of narrative, due to its
'capacity to convey ambigulity concerning cause and
effect’ (1982, p.24> must be recognised and his
attention to the requirement for ambiguity valued.

By comparison Miles and Huberman not only find

narrative too cumbersome, but, 'dispersed,
sequential rather than simultaneous, poorly
structured and extremely bulky’® (Miles and
Huberman, 1984, p.-21J. They further fear that,

through the need to process large amounts of
information, the qualitative researcher may accept
hasty, partial, unfounded conclusions. To avoid
narrative text overloading human information
processing capabilities Miles and Huberman urge

that,
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'better displays are a major avenue to valid
gualitative analysis',

(M B Miles and H M Huberman, 1984, p.21)

believing them to organize information in an
immediately accessible and compact form. Here the
diagrammatic or i{llustrative approaches are a form

of presentation that do not necessarily mean

quantification and are therefore sulted to
qualitative treatment. Attention, however, should
focus wupon the word 'better!' in the preceding
quotation. Complex 1llustrative or diagrammatic

representations produce their own drawbacks which
are further exaggerated where display 1s restricted
to single colour, however coded. Here the unwary
observer may be too readily tempted to establish
Incorrect relationships which 1in themselves may

lead to incorrect conclusions.

The presentation of case study data should be seen
as an integral part of the total case study process
and, as such, will benefit from the honing that
prudent data reduction process will provide. This
process will tease out themes, provide summaries
and produce clusters. The qualitative analyst may
represent these patterns through the use of both
narrative and display, but the preceding
exploration of styles would recommend a more

systematic, even list-like, use of narrative

statements supported by limited self explanatory,
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even simplistic, data displays enabling frame-works
applied to quantative data analysis to be applied
in the qualitative domain. Such a format would
have the merit of preserving the qualities of both
approaches and may ably cater for the principles of

illuminative evaluation.

3.1.3. Conclusion Drawing and Verification

Data >/ Data
Collection Display
\

Data \ Ve Conc:;;::;;\\\\\
{

Reduction )< drawing/verifying 1)

| "

— rd

e e e e 2

Components of Data Analysis - Interactive Model

(M B Miles and A M Huberman, 1984, p.23)

The researcher normally begins with the area of

data collection. A variety of data is collected
eg. observations, interviews, extracts from
documents and tape recordings. Thereafter, three

concurrent flows of activity are involved in the
analysis 1ie. data reduction, data display and

conclusion drawing and verification. It is =




staged and integrative process model of data

analysis, N

The criterion of appropriacy of data presentatiocon
drives the format and analysis of the research
process where the data analysis is appropriate to
the instruments used to gather the data, the issues
under investigation and the phase of operation of
the project. At the outset a qualitative analysis
attempts to: analyse meanings, note patterns or
regularities; seeks explanations causal flows and
possible configurations. Initially no attempt is
made to formalise these patterns, but rather to
maintain an openness of mind allowing issues of
data reduction, of display and of conclusion
drawing to inter—-relate successfully as analysis
proceeds. As such it 1s documented as a continucus
process.

Factors influencing the H.D.P. data presentation

format.

The matrix at the end of chapter two presents the
phases of case study research wutilised by the
H.D.P. and indicates the Iinstruments used in these
phases. The data analysis 1is shown as being
undertaken in relationship to three phases of the
life of the Docklands Project - Early, Mid Term and

Late. This programme 1s sensitive to the view
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outlined In chapter one that Iinnovation evolves
over time, and also enables progressive focussing
to be undertaken, recognising 1t to be a key

feature of qualitative data analysis.

The dominant issues presented in chapters one and
two set a context or analytical frame for
approaching the particular data sets from the
various instruments. The H.D.P. demonstrated a

concern for change and innovation and as such

required the components of data analysis to:- be
aware of the allied concepts of innovation,
development and renewal; take heed of chance and

random events arising within and outside of the

project; recognise essential tasks of management
and the change agent. Similarly, care was required
to accommodate factors influencing the
implementation of the innovations: - H.D.P.

attributes; implementation sgrategies; rggional and
school factors and extraneous factors that included
leadership funding and resources. The format
progressively examined schools as organisations,
noting systems of leadership and collaborative
practices and, as such, created a structure which
aided the 1identification of problems. Use of
progressive focussing defended the rights of the
individuals and attempted to reduce blas, whilst
supporting the principle of conceptual clarity by

showing how the presentation of the case elaborated
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the participants understanding of the innovation
and its overall rationale. By dividing the data
presentation 1Iinto three phases, and by use of
separate instruments required to demonstrate a
variety of types of triangulation, it was possible
to explore what should change and how to effect
that change: - research or Invention; development;
dissemination/diffusion/demonstration; adoption.
In this fashion the adopted phase sequence was able
to address and illuminate & complex array of

questions.

Implications of cross site analysis

The Dockland Project's six schools required in its

final analysis, a cross site analysis. The
instruments represented in the 'conceptual
framework®’ relate to such an analysis, and are
examined. more fully below. In determining the
pattern of presaentation choice lay between

presenting the data, case study by case study, or,
instrument by instrument across studies. Analysis
by the 1latter structure had the advantage of
preserving the richness of each type of data across
sites. Diary evidence, semi-structured interviews,
participant observation etc., could each be
successively presented from early to later stages.
However, this pattern was rejected in the belief

that it would lose the site specificity of the data
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and would create enormous difficulties for cros
site analysis. Following the separate instrument
route would also lose the interrelationship of the
data sets both for each site and for cross sites.
The adopted pattern of the H.D.F. data
presentation, having discounted the use of an
instrument-based approach, explored the data case
study by case study from an initial examination of
school context and evidence from Instruments;
through a 'dovetailed' analysis {.e. the inter-—
relationship of sallient features arising from the
separate instruments, of single site issues 1to
cross site analysis of the 'dovetailed' Iissues for

each of its three phases.
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Diagram to show the H.D.P.'s data presentation format
for its early phase

4, Dovetailed Issues

/
3. Instruments

/

Documentary
Evidence

Diary
Evidence

Semi Structured }
Interviews ' 2. sSpecific ] 5. Cross-site
Y context ; analysis
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, — e // School B
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context
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//
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D.E. Documentary g E
Evidence .. 2. Specific {
: : context /
Di.E. Diary Evidence K
S.S.I. Semi-Structured <
Interviews
P.0O. - Participant
Observation
‘ etc.

Fig. 12




The Early Phase of the Dockland Project

'Take no notice of the harvest but only of the

sowing' (T S Eliot>

Antecedent influences

The final fate of an innovation is, to some extent,
dependent upon the characteristics of the main
components before the innovation process begins.
*Therefore', states Bolam (1874), '1t 1s necessary
to have a clear understanding of the antecedent
characteristics of the innovation, innovating and
innovator systems'. He also points out that the
change agent's relationship to the user system, in
this instance the Project Coordinator's
relationship te the H.D.P., is very important,
especially if the change agent is also a member of

that user systemn.

1984 - Educational Support Grant (E.S.G.» -

circular 6/84 issued,

1985 - January. Cleveland LEA's response to

Circular 6/84 accepted by the D.E.5,

- Slx, mainly Social Priority Ares,

primary schools selected.
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- FProgramme identified needs 1n language,

drama, art, science and technology.

~ March. Appointment of Hesdteacher -

cocrdinator,

- Preliminary meetings of Project head

teachers, LEA representatives with

Coordinator,.

- June. Networking courses {for H.D.PF.
teachers; Language and drama; Art and

Craft; Science and Technology.

- September. H.D.P, Coordinator in post.

3.2.2 General context across the H.D.P. Schools

.The six Cleveland schools selected for the E.S.G.
funded 'Dockland Froject® are located 1in close
proximity to one another in the former dockland
area of the town of Hartlepool. Within this
settlements’ urban zones the dockland has

undoubtedly suffered most from changing economic

fortune. In common with other shipbuilding and
repairing areas nationwide, the dockland of
Hartlepool has lost its industrial base. Financial
reinvesiment on the necessary industrial

diversification for an economic recovery has been
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both difficult to attract and slow to implement.
Consequently, the once proud buildings of the
dockland have fallen into disrepair allowing low-
grade, and, too frequently, temporary, alternative
uses to be made of them. Slum clearance that
followed 1in the late 1940's to 1960's has, in
itself, created its own problems as rows of drab,
look-a-like semi-detached buildings have replaced
the decayed core of the area. Until recently,
without an economic stimulus the dockland has been
left as a mixture of industrial and warehouse
relics submerged in a monotonous, post-war council
sponsored development which to is essence is

characterless.

The schools themselves have been greatly influenced
by the declining prosperity of the area. High

unemployment has, amongst other things, resulted in

school amalgamations, falling rolls, lack _ of
parental sponsorship for new equlipment,
fluctuations in attendance following seasonal

patterns of parental work and the home absence of
fathers working on distant projects. The school
buildings echo the somewhat hasty approach of the
slum clearance programme, for, whilst being the
products of the 138350 - 1860's, the majority of the
cellular buildings lack the imagination and
flexibiity of the modern school. Whilst not

reflecting the work that takes place within them,
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the majority of the school buildings form part of
an uninspiring environment, the research for which

lies outside the scope of this case study.

‘Improving the quality of education provided in

primary schools in urban areas', the very essence
of the H.D.P., was used as the title for an
introductory conference held on June 4th, 1285.

the conference addressed four major questions:-

- What seams important as major factors in

improving the effectiveness of classroom

performance?

- What should we pay attenfiion to when considering

how to make teacher style more effective?

- What needs to go on in the classroom?

- How can children's attitudes and expectation be

strengthened?

The Specific Context of the Project School

The schools are not identified In an attempt to

preserve confidentiality, but with lettered

reference, are briefly described below:-
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school A, which recpened in 1985, had moved a

short distance from i{ts original Victoerian two

storey building. The school has 416 Primary
pupils, a 39 place nursery and a staff
complement of 18.8. The extensive single storey

building 1is an open plan structure serving an
area of mainly public housing and is designated
a school of social priority. A 'new' schools'
allowance made new furnishings and a good range
of resources and equipment available. Unlike
others in the area the school had not suffered
from falling rolls but had, in fact, a lengthy

pupil waiting list.

School B has a staff of five, including a
teaching head. The single storey structure was
built in the 1850's to a traditional classroom
based design. Falling rolls reduced pressure on
accommodatigp of primary pupils and allowed the
introduction of a 26 place nursery in 1885,
There are 83 primary puplls within the building
which is not generally well resourced or
equipped. The pupils come from a wide area and
reflect a variety of socio-economic backgrounds.
The school stands amidst semi-detached and
terraced council housing built in the 1950's and

60's.
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3.2.3.5

.3.3

school € was formed by the amalgamation of a

nursery, an l1lnfant and a junior school between

1980 and 1982. The three bulldings are
saparate. Two are 100 yards apart whilst the
nursery is one mile distant. The catchment area

is public housing with a high percentage of one
parent families and senior citizens as tenants.
There 1is a staff complement of 17 with 350
primary pupils and a 26 place nursery. The
single storey structures built in the 1980's are
of traditional cellular design. Even though the
school has a separate library, it 1is not other

wise well resourced or furnished.

School D 1is a small two storey classroom based
structure built in 1957, The number on reoll is
122 primary pupils and in addition there is a 26
place nursery. The staffing establishment 15
6.6 which includes a teaching head. The pupils
are drawn from a wide area, consequently, there
is a mixed intake in socio—economic terms. The
school is situated in the older part of the town
and stands amid council flats and old terraced

housing. It i3 subject to frequent vandalism.

School E was formed in 1881 by the amalgamation
of an infant, a Junlor and a nursery school.
The extensive single storey classroom—-based

primary buildings are 100 yards apart. The 389
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place nursery 1s a separate entity one mile

distant. The school 1Is well resourced with a
wide range of equipment, materials and
textbooks. The catchment area is a mixture of

new council housing and well established public
and private terraced and semi-detached houses.

The staff complement is 16.

Scheool F was created by the amalgamation of a
primary and a nursery school in 13880, The
single storey cellular buildings are 1in close
proximity, but remain separate establishments.
Due to severe falling rolls the large school
accommodates only 84 primary pupils and 18
nursery children. There 1s high unemployment
and frequent vandalism in the catchment area of
council houses and flats. The school had a high
number of pupils moving in and out over short
periods of time. Due to falling rolls a Mother
and toddler group and day-time adult courses,
corganised by the local technical cellege, occupy
part of the premises, The H.D.P. Centre is also
located within the school in a specially

converted suite. The staff complement is 5.

Apart from their position within the dockland ares

schools B and F were 1included in the project to

exemplify 'The authority's policy for urban primary
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school, including 1its policy to counteract the ill-

effects of falling rolls’ (D.E.S. 1884, p.64>.

3.2.4 Specific School Data — School A

The early phase of data analysis relates to the

collection of deocumentary evidence; the compilation

of diary entries; the use of semi-structured
interviewing procedures; and evidence gained from
participant observation techniques in and from the
Dockland Schools. Each instrument was associated
with the demands of curriculum building identified
in 2.3.6 (above), and clothed the fundamental
questions set out in that section, briefly:
educational purposes; educational experiences
provided; organisational effectiveness and
determination of attainment levels. However, no
attempt was made to restrict Issues to those
derived from a previously set analytical frame, but
rather presented specific issues that arose In
response to the reading of data from each

instrument.

3.2.4.1 Documentary Evidence

The majority of documentary evidence was derived
from each schoolg’ baseline statement which,
prepared during the H.D.P.'s early phase

addressed the question of °‘Where are we now? ‘.
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Particular emphasis was placed upon the
designated curricular areas in order to
determine goals and areas of need. In

assoclation with other evoked documents these
statements raised three main questions relating

to the H.D.P. innovation;

- how are we organised?
- what 1s the focus of change?
- what are the main critical issues to have

arisen so far?

For School A, in its early phase the following

analysis resulted: -

- Recent transition from an olad to new
building produced some organisational
difficulties accentuated by the programme,

- Resource bases in some curricular areas

required strengthening.

- Need to introduce new group and individual

work strategies identifled.

- Emphasis placed on creative language work,
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- Aesthetic education and personal
development emerged as priorities in art

education.

-~ Identification of an increased desire to

teach science.

- Expectation of initiating individualised
practical work in developing <concepts,
especially for slow learners and under

achievers.

- Increased cooperation between staff

benefitting pupils.

Diary Evidence

Throughout the life of the Project a diary was
keEf of the eﬁperience of _méqaging the
programme. This diary incorporated details of
courses, conferences, network meetings, LEA and

HMI meetings and school and centre—-based issues.

The Issues analysis provided an interpretive

aide memoire paralleling participant observation

deliberations to provide overlapping case
evidence. When subjected to an issues analysis
involving a critical examination of

organisational matters, the focus of change and
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main items for review for Schoel A in the early

phase, the following analysis resulted: -

- Belief that the Project submission had

been too hastily submitted to the D.E.S.

- Headteacher had not seen a copy of the

original submission.

- Headteacher had had no part in the
negotiations to participate but had felt

obliged to take part.

- Headteacher was resentful of the
appointment of another 1local headteacher

to act as Coordinator.

- Staff felt aggrieved that they had not

been consulted.

- ‘Too little lead—-1in time’ had been
avallable to communicate and disseminate

project background information.

- Staff felt change being forced upon them
in a period of great change and were
unreceptive because of the current

problems caused by teacher sanctions.




Al

-137-

- Curriculum courses well received.

Semi—-Structured Interviews

A limited number of participants from each

school were interviewed 1in each phase of the

Project: - The semi—-structured format (zee
appendix ED used the research questions
described above, as its bases. An analysis of

the early phase of interviewing of School A

staff revealed:

- Announcement of the Project by the

headteacher at a staff meeting.

- Little description of the Project was

given.

- Emphasis placed on securing resources.

- Excitement over proposed developments, but
annoyance at lack of involvement at the
planning stage and personal worry over the

impact on teaching roles.

- Lack of understanding of the Project's
aims and objectives related directly to a

poor initial examination of issues and

head tescher's antagenistic attitude.
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Aims and objectives hetter understood
following participation in curriculum
courses and discussions with H.D.P.

Coordinator,

Unwillingness of staff to participate in
developmental work, particularly at a time
of considerable change and disruption to
teaching programme caused by teacher

sanctions.

Divisions within the staff.

Undemocratic attiltude of headteacher

coupled with an unwillingness to delegate.

Networking courses in language and drama,
art and craft and science and technology
well received/enhanced teacher  skill,

enthusiasm and competence.

Courses had 1increased the sawareness of

teachers' strengths and weaknesses.

Divided opinion over the value of the

H.D.P. as a whole.

Principal positive change factors had been

the teacher ' swop' programme  and the
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enthusiasm of course leaders and the

Project Coordinator.

- Negative change factors related to an
initial misunderstanding of the purpose of
the H.D.P. and the headteacher's

unsupportive stance.

Participant Observation

The H.D.P.'s Coordinator's role included
participation in curriculum courses at the
Dockland Centre, school basad practical studies
workshops and observation/practical involvement
in school based teaching sequences. The
participant observation analyses are based upon
this regular practice. Observation at School A,

in the early phase, revealed:-

- A strong willed, independent headteacher

had a reserved attitude towards the
implementation of the H.D.P, and had
accepted the Project only by the promise

of a significant resource input;

-~ the school staff were uninformed and had

not been consulted about any aspect of the

Project. Having been directed to
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participate in the H.D.P., the staff were

resentful, afraid and under stress;

the school bullding whilst modern and open
plan in design lacked the basic tools,
materials, apparatus, water and power
points for the development of the Science

and Technology facets of the programme;

staff had some experience of working
collaboratively, but this required greater
development with attention to role
clarification, planning techniques and

improving problem solving skills;

evidence of good but badly co-ordinated
practice. Poor dissemination of ideas

across the school;

some evidence of subject chauvinism and
worry about sharing expertise which may

lead to loss of influence;

lack of confidence over coping with the

proposed changes;

reserved attitude towards the H.D.P.

Coordinator, uncertainty over the

Coordinator's role and level of authority;
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- coordinators ‘right of entry' to the
school and individual areas challenged;

- fear of failure.

3.2.5 School B —~ Specific Data

3.2.5.1 Documentary Evidence

School B's 'baseline statement® revealed:

- A mixture of class, group and individual
tuition within a physically cellular

school structure;

- a simple form of integrated day in

operation;

- the language policy of +the school was
designed to improve talking and listening,

reading and writing and drama;

- art and craft was usually part of an

integrated curriculum;

- sclence scheme utilised 'Learning through
Science', McDonald Education <(1981> which
emphasises the need for first hand

experiences;
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- technology was mainly seen as construction

employing a variety of kits.
In response to the Project's early phase, School
B had identifled the following needs for change

in the specified curricular area:-

- the formulation of a strategy and

corporate staff agreement for language and

drama;

- the requirement of help from Inset and

drama enthusiasts;

- increasing the number of taught elements
and the provision of a wider range of

materials in art and craft;

- greater involvement of teachers 1in all

aspects of craft and design from ordering

of materials to display;

- the need to formulate a structured school

policy for science and technology;

- the need to build up sclence and

technology resources.




-143-

W
N
o
v

Diary Evidence

This small school, with a teaching head, in the

early phase demonstrated the following:

- staff fearful; did not wish to be

involved;

- feared comparison with other Project

schools;

- resentful at lack of consultation prior to

the 'imposition' of the Project;

- pleasant cooperative headteacher,
nevertheless feared that the Project was

‘a form of appraisal’.

The early Project programme had focussed change

on: —

- the lack of basic resources generally, but

especially in science and technology;

- the introduction of revised teaching
strategies in all of the specified

curricular areas;
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- collaborative teaching practice and

sharing of expertise;

- improvement of school wide display

techniques.

3.2.5.3 Semi—-structured interviews

The following responses are to be read in

conjunction with appendix E.

- The Project was announced by the

headteacher at a formal staff meeting.

- Staff indicated that with ‘'free choice’

they would not have become involved
fearing ‘improvement of quality of
teaching®' meant 'staff appraisal’. they

B A felt under  considerable pressure to
accept.

- Recognition of the value of additional
resources for the specified curricular

areas.

The Project's aims and objectives were not
understood at the outset due to a total lack of
documentation, the head's outline sketch of what

was involved and the failure to mention the
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timescale and alms of the programme.
Understanding grew as a result of participation
in study and teacher exchange days and through

the presentation of the LEA's E.S.G. submission

by the Coordinator. Staff declared concern for
their roles and feared being watched, having
previously operated in a quiet, cellular

situation.

Perception of the H.D.P. changed as more
information became available through a regular
Project newsletter, but largely a&s a result of
the Coordinator's informal visits, which made it

less threatening.

The major problem that arose over the
implementation of the Project related to time
and orgeanisational skill. The staff had not
previously compiled &a base line statement and
were unsure about 1its content and structure,
The problem was alleviated by the headteacher's
fashioning of the response and by the
Coordinators emphasis on collaboration;

recognition of the wvalue of courses beling

resourced; availability of support and the
development of a network of expertise. In
particular, staff welcomed news that courses

would be organised to specifically cater for the

needs they had identified.
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The study days and teacher exchange visits were
declared by the teachers to be of interest and
value. The Coordinator's visits included time
to answer questions, give information and calm
fears, particularly by emphasising that there
could be no course until the base line statement
had been produced and analysed 1in order to

identify needs.

The project's progress and value was described
by the teachers as 'interesting, too good to be
true and still worrying'. Still seen as 'an
appraisal mechanism causing us to be compared
with others'. The principal surprise had been
staff recognition that they had not really known
one another professioconally and even in phase one

had learnt to cooperate more.

The main facilitaters of change 1n phase one

were declared as:-—

- provision of supply cover to facilitate

visits;

- not having to pre—test children as

previously feared;

- creative curricular areas involved rather

than testing of academic standards;
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- outside help. Coordinator proved to be
helpful, taught alongside staff, funded
materials in the specified curricular

areas and

- provided the impetus {for curriculum and

professional development,

The main barriers to change had been: -

- staff fear of addressing 'that' type of

change;

- feeling of 1isolation <(the schools nature
and location WA S different from the

others);

- headteachers initial worry about
addressing the Project and his lack of

conflidence spread fear,

3.2.5.4 Participant Observation

The combination of participant observation

practices in the several locations utilised by

School B in the H.D.P. early phase revealed: -
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a pleasant, cooperative headteacher was at
the outset reticent to participate in the

Project fearing comparative analysis;

the headteacher had shared the limited
preliminary information of the Project
with the staff, but a general lack of
confidence initially accentuated their

faars;

resentment by the headteacher of the
'privileged' position of two of the other
Project headteachers viz a viz the LEA's

advisory service;

the school's traditional sets of material
were out of date; old desks produced
inflexible classroom structures; there was
a lack of basis resources for sclence and
technology eg water and electricity
peints. The Project was identified as 'a

means of rectifying this situation'.

staff quickly recognised the value of
collaborative practice having identified a

lack of a common knowledge base;

a will to clarify school priorities within

the specified curricular areas;
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- a recognition of problems within the
present curriculum which indicated a need

for change;

- an eventual willingness to establish good
work ing relationships with the H.D.P.
coordinator and study group tutors and an
eagerness to 1Involve 1its coordinator in
the. development of the school's response

to the Project programme,

3.2.6 5chool € - SHpecific Data

3.2.6.1

Documentary Evidence

An analysis of School C's early phase

documentation showed: -

- a school created by a double phase of
amalgamation which had left a mile apart
split site situation. The separated
buildings had 'placed constraints on the
concept of Primary Education, especially
when .... ‘the majority of staff had

taught the same age group for many years'.

The prime objectives emerging from exposure to

the H.D.P. were to:-
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create documents;

help to extend an understanding of and
respect for a whole school teaching

philosophy;

develop the social skills of pupils;

endeavour to work in greater educational

depth;

the Project accentuated the need for
centralisation of resources and a

management scheme for the resource base;

a Curriculum Document for school governors
in response to H.D.P. initiatives
expressed intent to develop a greater
interest and confidence in science and in

craft, design and technology;

a disinclination to explore a new concept

of dramsa;

stated aims for the pupils to ‘find
satisfaction and a sense of achievement to
enable each child to realise their true
potential', The staff looked to the

Project to achieve these aims.
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Diary Evidence

School C's early phase of the H.D.P. was

positively promoted by the head teacher who :-

- through a professional, positive and
honest attitude convinced staff of the

Project's value;

- was prepared to be wholeheartedly

involved;

- supported fearful staff unused to working

together across the primary range;

- identified the value to the school of the

resources and funding proposed by the

H.D.P,

Early change strategies included:-

- the build-up of rescurces and facilities

for science and technology;

- dissemination of information and ideas
between staff following exchange visits

and introductory courses;
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- identification of teaching team's personal

strengths and weaknesses;

- an examination of the traditional

organisation of the school.

The promotion of change benefitted from: -

- the supportive and positive attitude of

the head and senior staff;

- an appropriate climate for change within

the school;

- the establishment of good working

relationships with the H.D.P. personnel;

- use of the H.D.P. Coordinator 1in school-

based work;

- good communications at all levels.

Semi-structured interviews

To be consldered in conjunction with appendix E.

The headteacher of Schoeol C convened a special

staff meeting to introduce the H.D.P. The 1lack

of information was raised but the 1little that
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had been issued was fully shared with the staff.
Some disquiet was expressed over the ‘'special
treatment' being afforded to two of the Project

heads by the LEA's 'link' adviser.

The Project received the heads full support in

the belief that:-

- there were nore advantages than

disadvantages in participating;

- interesting areas of science and

technology 1lying outside of the normal

brief would be examined;

- resources were to be made available.

In spite of the Project's positive promotien its

aims and objectives were not made clear until:-

- staff meetings examined information from

study days;

- col leagues disseminated information

following exchange days;

- talks about ‘something imposed from

outside' created staff cohesion and
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lessened stress which improved staff

attitudes.

The problems of implementing the H.D.P.:-

- initially seen as a punitive measure were

better accepted once 1t was recognised

that staff would evaluate their own

institutions work;

- difficulties were encountered in
assembling staff for dissemination
sessions in such a dispersed school and

during a time of teacher sanctions;

- preparation of the base line statement and
its assembly into a developmental order
was time consuming and delayed the school

response to early H.D.P. initiatives.

Study days and exchange visits were described as
highlights of the early phase, as they created a

dialogue and developed a support network.

Interview participants described the Project as

making good progress and suggested the reasons

for this as being: -

- positive attitude of headteacher;
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- dissemination of new material ideas;

- positive use of ideas from the study days

and vigits;

- reinforcement of the head's view by the

Coordinator and vice versa.
Some concern was voiced over:-

- the extension of the school day to

accommodate the project;

- difficulties encountered in disseminating

ideas;
- uncertainty of Projects eventual outcome.
Participaﬁt Observation
The Coordinators participation 1in School C's
developmental programme, school and centre-based

teaching revealed:-

- a hard working Theadteacher ©positively

promoting the H.D.P.;

- a staff who felt deeply involved and who

were well motivated;
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quick and efficient dissemination of 1ldeas

from the study and exchange days;

development of open management meetings;

centralisation and up—-grading of

attention to a whole school phillosophy
through the identification of new
approaches to science and technology

teaching;

staff willingness to evaluate and share

ldeas;

an appropriate climate for change within a
school struggling to overcome the effects

of 1ts split—-site location;

cross—fertilization of ideas between

school and H.D.P. personnel;

acceptance of the Project Coordinator as a

working colleague.
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3.2.7 School D - Specific Data

3.2.7.1

Documentary Evidence

School D's early phase documentation revealed:-

The

a two storey, cellular building located in
the old part of Hartlepool regularly

subjected to vandalism;

pupils drawn from a wide area giving the
school a mixed Intake in socio—-economic

terms;

staff working 1in traditional, classroom-

based styles;

a recently appointed headteacher
endeavouring to change established methods

and attitudes;

a range of self help schemes that had

provided resources and improved interior

decoration and facilities.

early phase of the Project focussed

attention on:—
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the need to continue and partially
redefine the objectives of the established

curriculum development programme,

increasing resources, particularly for the

designated curricular areas;

the need for awareness and co-ordination

of the work of others;

the need for a more flexible approach fto
drama and its use &8s a stimulus for

research into other areas;

acquiring a higher profile for science -
stimulating displays/whole school

projects;

improving staff confidence in teaching

science and technology;

greater co—-ordination and staff agreement
on ways to assess and monitor scientific

progress;

using C.D.T, to apply and investigate

scientific principles;
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- improving the displays of children's work
with greater emphasis on three dimensional

objects and a wider range of materials.

Diary Evidence

In School D the early phase of the H.D.P.
received strong support from the headteacher

who: —

- identified a positive developmental route;

- supported network building;

- overcame the resentment of some well-
established staff, who feared implied
criticism of their teaching, by positive,

team building actions;

- opened the way for experiential learning

style;

- welcomed assistance from the H.D.P. and
involved it within the curriculum

development programme.

The school staff were initially both resentful
and fearful of the Project, becoming deskilled,

but once this attitude had been moderated by the
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head's support, encouragement and promise of

resources, they:-

- identified the need for cooperative

teaching strategies;

- participated to good effect in open

management meetings;

- established good working relationships
with the H.D.P. Coordinator and visiting

tutors;

- fostered an appropriate climate of change

within the school.

Semi—-Structured Intervicws

To be read in conjunction with appendix E. The
headteacher of schocol D had announced the H.D.P.
at a staff meeting and, whilst disappointed at
the lack of information, had supported 'the
inftiative'. The headteacher had expressed
doubts regarding the impartiality of the LEA's
'link adviser', who had strong connections with
two of the Project heads who were former members
of his staff, when he had been a local
headteacher. School D's headteacher declared

that these heads were always advised in advance
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of the others and that they flaunted +this
privilege at head's meetings. Bad feeling
accentuated resentment of the Project as a

whole.

The Project's aim and objectives had not been
understood, indeed there was a belief that, like
the rest of the documentation, they did not

exist.

Perceptions of the aims and objectiives changed
due to the positive approaches of the
headteacher and the frank attitude and

supportive role of the Project Coordinator.

Implementation of the Project had caused staff

fear of:-

- assessment of teaching performance;

- increased time consumption due to more

work in more areas;

- the unknown strategies required especially

in science and technology;

- working cooperatively;

- not getting ones own way.
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Exchange visits and study days that revealed

other teachers having similar problems,
aspirations and fears, created a concern to
share. Dissemination of information at this

stage, left some staff finding it difficult to
accept that 'we had all been in the same school

for some time'.

Whilst uncertain of the overall direction of the
Project 1interviewees were surprised that it was
‘better than we expected', and concerned that

‘it might not be so'.

The headteacher and Project Coordinator were

declared as the principal facilitators of change

so far. Visits and study days had proved of
value.
Having to 1learn to work together, changing

teaching styles and learning how to use
different materials in subject areas not
previously addressed, had been the main barriers

to change.

Participant Observation

Operating within School D and alongside 1its

staff on study days, highlighted the initial

resentment of feeling obliged to participate in
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a Project for which they had not seen any
documentation, and for which there had been no
consultation. Due to the headteacher's vision,
perseverance, optimism and hard work, the
resentment gradually ebbed to be replaced by a
more positive attitude and cooperation in

which: -

- headteacher and staff emphasized the
importance of their shared philosophy in

establishing successful cooperation;

- evidence arose of a helghtened awareness
of feelings of Dbelonging and lessened

feelings of marginality;

o+
oy
]

- teaching strategles were, even at
early stage, being modified, adapted and

re~def ined;

- learning from first hand experiences was

increasing;

- a wide selection of required resources had

been 1identified.
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3.2.8 School E — Specific Data

3.2.8.1 Documentary Evidence

The school with a role of 380 pupils had been
created by the amalgasmation of nursery, infant
and Junior schools in 1981, Following

amalgamation efforts had been made to cocordinate

teaching and administrative strategies and to

improve staff liaison.

The base-line statement declared a lack of rigid

adherence to one style of teaching or
organisational pattern, and a willingness to
adapt/modify styles to incorporate new

resources.

The documentation produced for the Project
indicated a movement towards a cooperative/team
approach to accommodate planned activities in

the specified curricular aresas.

The baseline statement further recommended: -

- opportunities for staff to examine a

variety of teaching styles;
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- in-service training to develop a flexible
approach to teaching styles and patterns

of classroom organisation;

- an examination of the contributions
children make to learning 1in order to

ascertain the appropriate style for the

teacher;

- further centralisation and development of
resources to improve avallability, staff

awareness and retrieval;

- development of small group teaching

practices;

- in-service trailning in evaluation, record-

keeping, science and skills teaching.

In direct response to the Project curriculum

Programme School E recommended: -

- placing importance on the skills of
language - vocabulary, syntax and

punctuation;

- planning and organising more extensive

structured reading resources to ensure
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continued development of reading skills

throughout the primary age range;

emphasis on the use of story; writing in
narrative and reportage styles;
opportunities to communicate orally; a
structured approach to handwriting skills;
careful mounting and display of children's

WOrk;

an exanmination of more comprehensive and
accurate methods of evaluation and record

keeping;

the integration of art and craft into
other curricular areas with more emphasis
on 3D work and the extension of use of
more exciting techniques and range of

materials;

a programme of in-service to build staff

conf idence in teaching of structured
guidelines to ensure a developmental
programme of science throughout the

school.
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Diary Evidence

Data gathered and recorded in diary style from
School E during the early phase of the Project

emphasizes Trethowan's view that,

The first stage in any improvement
programme is the recognition that the
problem exists'

(D Trethowan, 18987, p.87)

School E's headteacher declared at the outset
that there was no need for a Project Coordinator
and that the schools were capable of preparing
their own developmental programme. This stance

caused: —

- staff to present a guarded attitude to

Project proposals;

- staff to keep the Project Coordinator at a

distance;

- staff to avoid or devalue working with the

other schools;

- the creation of a superior attitude
towards the Project by the staff who only
put into practice what the headteacher

sanctioned,;
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- personality conflicts,

The headteacher openly admitted that he had been
persuaded to Jjoin the Project by the promise of
‘subgstantial’ resources and wished to proceed,
without any participation in the H.D.P., along
his own developmental path. Attempts to involve
the school more fully 1in the programme were
blocked, often by the use of unprofessiocnal
means including the head's threat, and use, of
the intervention power of the LEA's link adviser
for the Project, to whom he had been formally a

deputy.

Semi—-Structured Interviews

To be read in conjunction with appendix E.

The headteacher of School E had announced the
H.D.P. at a special staff meeting. The staff
were advised that 1ts Iimpact would be slight as
'their practice already surpassed Froject
expectations'. Participation in the Project had
been necessitated by the promise of extra

resources.

The Project's aims had been unclear and no
details had been given as to how it was to be

implemented,
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Perception of the H.D.P. aims and objectives had
remained unclear and discussions amongst the
staff revealed their disinclination to become

too involved.

Implementation of the Project had been impaired
by the 1lack of clarity of the general and
specific purposes of the innovation, which was
highlighted by the total lack of documentation.
Teacher's sanctions at this stage were a further

drawback to progress.

Exchange visits had been useful 1In revealing
problems facing the other project schools, but

study days had little to offer that was new.

The interviewee's view was that little had

happened or was happening in the H.D.PF.

Asking about the principal facilitators of
change, the interviewer was referred to the
schools base-line statement which focussed on
the staff's:— open mindedness; readiness to try
new ideas; willingness to cooperate with

colleagues; readiness to evaluate and critically

appralse their own work.
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The main barrier to change In the early phase

was described as & lack of clarity in what was

expected of the staff.

Participant Observation

Observation and involvement in school

ProjJect Centre—based activities revealed:—

- a strong-willed, autocratic and

dogmatic headteacher demonstrating,

and

often

at

best, a negative attitude towards Project

proposals, but cccasionally
unhelpful and antagonistic towards
Coordinator;

- a sober, hard-working school staff

being

its

who

mainly responded to the headteacher's

prompts  and who  subsequently appeared

aloof and superior to the Project;

- a reasonably resourced school,
excellent display facilities
techniques, a declared policy
curriculum, resource and

with

and

for

staff

development, which, in reality largely

operated in a traditional stereotyped

style within an inflexible cellular
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structure and subject to an Iimposed staff

‘direction policy';

that the nursery staff working at such a
distance from the main school site
received no written information and were
not involved 1Iin any staff discussions by
the Headteacher. The only information
they received about the H.D.P. was given
by the Project Coordinator during weekly

visits;

that many staff felt threatened and uneasy

by the presence of the Project Ccordinator

in their classrooms. They were unused to
working with other teachers. The
headteacher preferred the Project

Coordinator to talk with him about issues
and developments rather than to the staff.
He invariably accompanied the Coordinator

on her visits to classrooms;

traditional class, subject teaching in the
Jjuntior phase. More flexibility of
teaching approach in early years practice.
Excellent integrated programme of

experiential learning in the nursery.
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3.2.9 School F — Specific Data

3.2.9.1

Documentary Evidence

Documentary evidence gathered from School F drew
ettention to the school environment as being a
cause of organisational problems and a
difficulty in endeavouring to maintalin academic

standards: —

- unemployment is well above the national
average — the ratio of paid to free school

meals being 1:14;

- relatively high movements of <children.
This problem is accentuated by the
presence of a Women's Aid Hostel and a
Hostel for problem families in the

school's catchment area.

School F's base-line document expressed the

view: -
'it is unfortunate that there is no other school
in the Project of a similar size to ourselves

with a catchment area sakin to ours’.

The school's curriculum laid emphasis on: -
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- a task-setting curriculum, particularily
related to reading, written work and

mathematics;

- fostering a sense of well-being and self-
esteem of the children through the

development of physical efficiency;

- moral development and aesthetic awareness.

Anticipating the needs of the Dockland Project

the school aimed to:-

- increase the breadth of the curriculum;

- foster a more positive approach to

learning;

- increase the use of local resources
particularly the schools immediate
environment, in a subject integrative

approach to the Project's designated

curricular areas.

3.2.9.2 Diary Evidence

Schools F's early phases of the Dockland Project
was Iimpaired by its headteacher's attitude of

non—commital.
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The head: -

- appeared to be uncomfortable in the
presence of the other Project headteachers

and, in preference, worked in isolation;

- was unclear about the Project's aims and

had not been involved in the negotiations

leading to lts implementation;

- felt pushed into the Project and unable to

persuade the staff of 1ts value;

- was resentful of the special relationships
that existed between two of the Dockland
heads and their former colleague, the

LEA's link advisor to the H.D.P.

The staff:-

- were resentful of being involved and some

became aggressive;

- wanted nothing to do with the FProject,
except to be given the resources they

wanted, not necessarily those that were

appropriate;
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~ excluded the Project Coordinator from
their staffroom and were unwilling ¢to
discuss or provide evidence of the

Project's work;

- taught to a rigid timetable, working with
whole classes on separate subject areas.

There was little evidence of integrated,

cross—curricular practice or children
working in groups, as pairs or as
individuals on a variety of topics. There

was very little evidence of practicsal

work.,

The school: -

- had shrunk from a large, category 6, to a
roll of &84, and operated in a cellular

system,;

- facilities reflected a lack of
understanding of the needs of a Social
Priority Area School and were epitomised

by sets of old books;

- lacked evidence of visual display

providing a bright, educational stimulus.
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The Project: -
- had been badly presented to the staff;

- had become a unifying focus for staff

discontent.
Semi-Structured Intorviews
To be read in conjunction with appendix E.

The H.D.P. was introduced to the staff of School
F at a staff meeting. The initial reaction was
hostile as staff members feared the imposition
of teacher appraisal and were annoyed at not
being involved in the Project negotiations prior

to implementation.

The aims and objectives of the H.D.P. were
described as neither being documented nor
explained thoroughly at the commencement of the

Project, therefore, were not understood.

Various interpretations of the Project, however,

created resentment amongst the staff.

Ferceptions of the Project's aims had changed
little 1in spite of participation in exchange

visits and study programmes.
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Implementation of the Froject had been, and was,
continuing to face the problem of clarity of

direction.

To a large extent exchange had further fuelled
worries about review, appraisal and evaluation.
The study programme had helped an understanding

of the Froject’s concern with process.

The interviewee indicated that the msjority of
school F's staff had declined involvement with
the programme but had 'grudgingly agreed to
sample those facets of the work which were of

personal interest’.

The Coordinator was seen as the mailn facilitator

of change, but not always change for the better.

Lack of managerial concern - from D.E.S. and LEA
through the headteacher was described as a
barrier to change and the development of an

uncooperative staff response.
Participant Observation

Morale in School F was not high, partly due to
the social and environmental problems outlined
above, partly the result of weak leadership and

partly due to the presence of two long-serving
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members of staff who were unprepared to accept
any form, or level, of change and who, from the
outset, demonstrated antagonism towards the
Project and its Coordinator,. Stress and anxiety
symptoms were in evidence and these, alongside
the antagonlism, were translated into the
teaching situation forming a further deterrent
to the pupils' education,. The headteacher
contributed much to the school's general malaise
showing passive rejection to projected
developments and withheolding help for school-

based work.

Resources within the school reflected the lack
of an orderly approach. These varied from the
old and obselete to computer assisted learning
packages which, like the poor display
techniques, were not properly integrated into

learning sequences.

Information for exchange visits and study
programmes was not disseminated and little to no
evidence of their usefulness appesared in the
school. The Coordinator's offers of help were

refused.
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Within Site Analysis

Dovetailing of data drawn from the specific data
sources, presented above, 18 briefly explored below
in order to establish general issues and cross-data
patterns. Context charts are presented for the
Project's early phase for each school in order to
highlight principal issues. These charts were
introduced in an 'attempt to impart factor analysis
and pathway analysis from quantative data analysis
into the qualitative domain', (K Morrison, 1988.
p.63>, and to demonstrate the 'considerable overlap
rather than polarity that exists between quantative

and qualitative data treatment' (ibid).

Dovetailed Issues in School A:

The initial phase of the H.D.F. had lacked: -

- headteacher's participation in negotiations;

- documentation;

- staff consultation;

- understanding of its aims and objectives;

- school~-based resources for curricular

initiatives,
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Frogress had been hampered by:-—

!

headteacher's unhelpful attitude;

- lack of consultation;

!

staff resentment, fear of appraisal/failure;

- reserved attitude towards H.D.P. Coordinator.

Limited change had been facilitated by:

- the promise of resources;

- the study courses and exchange visits;

- a heightened awareness of individual staff

qualities and wesaknesses.
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3.3.2 Dovetailed Issues in School B

The initial phase of this school culminated in
staff acceptance of the need for change;
recognition of the value of the Project's
curricular programme; introduction of collaborative
teaching practices and the establishment of good

working relationships with the H.D.P. Coordinator.

The slow progress of change, in this phase

reflected: -

- an initial lack of understanding of the H.D.P.
through an inadequacy of proper commnunication

and documentation;

- resentment at the head's level through lack of
negotiation, and at staff level through lack of

consultation;

- fear both of being involved in staff appraisal

and of beling compared with the other Project

schools;

- a school wide lack of confidence.
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Dovetailed Issues in School C

In a school struggling to overcome problems of a

split-site situstion the H.D.P. could easily have

become another resented imposition. However,

details from the early phase of the H.D.F. revesl

positive changes due to:-

- positive promotion by the headteacher;

- staff conviction of the Project's value;

- formulation of an information dissemination

policy;

- up-grading and centralisation of resources;

- a good, school staff headteacher, H.D.F.

Coordinator lialson - self support system;

- exchange visits and study days emphasizing

curricular areas.
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3.3.4 Dovetailed Issues in School D

The early phase of the H.D.P., in School D was

typified by:-

- initial resentment of an imposed innovation,
lack of consultation and regret that two Project
headteachers had been af forded provileged
treatment and information by the LEA Project

link adviser.

~ a highly committed headteacher endeavouring to

change established methods and attitudes;

- a school staff overcoming their initial fear of

appraisal and increasing their knowledge of one
another's strengths and weaknesses as part of a

planned programme of change;

- the development of ©positive strategies for

science and technology teaching;

- the establishment of open—-management and good
dissemination procedures following highly prized

study days;

- the support for network building embracing the
Project schools and involving its coordinator as

a collaborative change agent.
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3.3.5 Dovetailed Issues in School E

Evidence from School E, in the early phase, is
reminiscent of the definition of both the 'rational
adopter' and the 'pragmatic sceptic' (Doyle and

Ponder, 1976). ie the headteacher of School E :-

- declared a highly formalized rational model of

how change ocught to be accomplished;

- described the work in his school in
individualistic terms, emphasizing the

uniqueness of each classroom situation;

~- expressed a concern for immediate contingencies

and consequences, rather than long—term goals;

- was orientated towards concrete procedures for
dealing with classroom contingencies, rather

than with abstract and general principles.

Such a policy, whilst at variance with the declared
teaching strategies expounded in the Dbaseline
statement, produced a barrier to change. At the
commencement of the Project school E's headteacher

had: -

- denied the need for help from another

headteacher;
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emphasized the schools own developmental
programme to the virtual exclusion of H.D.P.

initiatives;

declared that participation in the H.D.P. was to

secure resources;

restricted staff participation In the H.D.P. to

that which he sanctioned;

limited cooperation with other H.D.P. schools

and the H.D.P. Coordinator;

restricted access to the school for other

participants;

used former professional relationships with the
LEA's Project 1link adviser to block H.D.P.

proposed initiatives.
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3.3.6 Dovetalled Issues in School F

In spite of being the smallest Project school,
Schoel F presented the greatest number of problems
toc the H.D.P. Coordinator, in the earliest phase,
and erected the most barriers to change. The
headteacher and staff were resentful at ‘having to
participate’ in the Project and were actively
engaged 1in often aggressive attempts to sabotage
its progress, The data collection programme

identified: -

- a poorly led, poorly resourced school badly
equipped to cater for the needs of its Social

Priority Status;

- low school morale reflecting weak leadership,
falling school roll stress and health problems
and the presence of a ‘'stone-age obstructionist’

(Doyle and Ponder, 1876);

- deliberate attempts to misinterpret the H.D.P.
innovation and to misinterpret its initiatives

during informal information dissemination;

- absenteeism for study days and a total lack of
evidence in school display etc., of having
participated in any aspect of the study

programme.
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Cross Site Analysis

Here consideration of the various specific data
sources Is used to establish general issues or
cross data patterns. Examination of the ‘sites’
refers to the instruments used for data collection,
{Miles and Huberman, (i984)) as well as to the six

schools featuring in the Dockland Project.

The early phase of the H.D.P, is shown to have been

primarily concerned with:-

- problems of communication;

- administrative details;

- creation of baseline statements;

- establishment of school 1links;

- introduction of curricular programmes.

A major influence on the programme had been the six

headteachers of the Project schools and their

various attitudes toward the H.D.PF. Coordinator.

Analysis of the early phase data 1in this context

revealed: -
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the LEA submission to the D.E.S. had been

hastily prepared;

a total lack of negotiation between the LEA and

headteachers;

headteachers had not seen a copy of the

submission;

headteachers had only received verbal

information;

all the Project headteachers reported feeling

‘morally obligated’ to participate;

that there was resentment amongst other
headteachers that two of the Project heads had
been deputy headteachers to the Project Link
Adviser, who had made them party to extra

information, or informed them prior to the rest;

the majority of headteachers feared inter-school
comparison and were suspicious of staff

appraisal;

a general desire by headteachers to avail
themselves of the resources provided by the

Project.
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Most signiflicantly the headteachers were resentful
of the appointment of another local headteacher to
act as Project Coordinator. Statements made at
headteacher - Coordinator meetings and 1In personal
school based conversations indicated that the
Project headteachers would have preferred cither an
LEA adviser to organise courses, or a team of Scale

3 teachers whom they could 'instruct'.

The six Project headteachers 1initial reaction +to
the Project 1is presented below, using categories
derived from Bales, (1970, 'Responses in

Negotiation',

School A Shows antagonism, deflates others status,
defends and asserts self

(Negative reaction category)

School B Shows tension, asks for help

(Negative reaction category>

School € Asks for suggestions, directlion, possible
ways of action, shows soclidarity, raised
others status, gives help

(Positive reaction category)

3]
e

hool D Asks for orientation, information,
repetition, confirmation, shows

solidarity, ralses others status, gives
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help

(Positive reaction category>

School E Shows antagonism, deflates others status,
defends and asserts self

(Negative rection category>

School F Disagrees, shows passive rejection,
formality, withholds help

(Negative reaction category)

Teachers in the H.D.P. school generally felt
aggrieved at not being consulted in advance of the
commencement of the Project and resented the lack
of time in which to implement it, the poor level of
background information, Analysis of the data shows

the Project audience were: -

- unclear about the aims and objectives of the
Project and were not briefed as to its

implementation;

~ not part of the negotiatlon;

- in a state of change and were largely
unreceptive due to the current problems of
teacher®'s sanctions, implications of teacher
appraisal, curriculum matters discussion papers

and related INSET programmes;
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- variously influenced Dby their headteacher's
attitude/advice towards the Project and 1its

coordination.

Fig 19

SCATTERPLOT COMPARISON OF INITiAL PROJECTS PLANNING
OUTCOMES

PROGRESS THROUGH THE PLANNING STEPS

Poor Fair Good
High
‘Ownership : ;
of : School C:
E.S.G. Medium [ School D
Project® 2> K2
School A School E
Low School B ;
School F (3) (1) 4)
3> (3

;
Analysis of, the cross site data would identify a number
of positive factors which were 1initiated and developed '
during the early phase. These included:-

- completion and publishing baseline policles; (6-0>

- positive reactions to exchange visits; G-

- identification of personal teaching strengths and

weaknesses; : . (4-2)
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attendances on curriculum development courses and
the subsequent school application of course

strategies and skills; (4-2)

[¥]

establishment of an inter-Project schools dialogue;

4-2)

restructuring of staff meetings to cater for the

Project's new demands; (3-3)
large take—up of course related resources; (6-0>
effective use of E.S5.G. funded supply cover; 6-0)

integration of the Project Coordinator into school

hased activities; (4-2)

centralisation of rescurces to cope with Project

demands, particularly in Science and Technology;

4-2)
development of science teaching; 5-20
focussing attention on school-wide display
techniques (4—-2)

introduction of designing and making activities;

(5-17
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- development of experiential learning activitlies;

(3-3>

The numerical notation that follows the statements,

presented above, 1Is, as follows:

The first figure 1in brackets represents the number

Project schools identifying positive factors.

The second figure in brackets represents the number

school identifying negative factors.

of

of
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The Mid Term Phase of the Dockland Project

The diary of events for this phase is presented in

Appendix L.

Introduction

The cycle of analysis established in 3.2 to 3.4 is
repeated for this section, with the addition that
the setting of the general context will derive both
from a reading of data of the mid term period and
from data derived from the early phase. This
procedure is adopted in order to achieve

progressive focussing.

Methodology

The attempt 1s being made 1in this round of the
evaluation to broaden the data gathering base. The
Early Phase has identified the need to view the
innovation as concerning people and processes as
well as the substantive context of the Project's
programme. To enable this view to be implemented
requires the application of a range of data
gathering methods, some of which remain the same as
in phase one, and some represent an increase on
instruments employed in that round. The data
gathering instruments used 1in the mid term phase

are:; —
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- diary evidence (as in phase one’;

- semi-structured interviews with Project members
(as 1in phase one’)>; the iInterview schedule is

reproduced in Appendix E;

- participant observatlon (as in phase one);

- the introduction of new instiruments;

- the Dion «questionnaire administered to Project
schools staff - the questionnaire is reproduced

in Appendix F.

The Dion questicnnaire (Diagnosis of Individual and
Organisational Needs for Staff Development and In
Service Training in Schools and Colleges) (Elliott-

Kemp and Williams, 1980).

DION questionnaires were distributed amongst the
project schools and whilst personal anonymity was
guaranteed, returns were related to the

participating school,

The analysis of the DION questionnaires uses
computed scores from grouped data as a basis for
interpretation and to further the process of

concurrent validity.
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Questionnalires were issued to H.D.P. teachers to
ascertain their reactions to, and actions flowing
from, the scilence and technology modules/workshops.
Whilst completed questionnaires are identified by
school, 1individuals anonymity was protected. The
questionnaire format and answers are reproduced in
the appendices and the analysis is presented in the
within site evaluation in support of facets of the

semi—-structured interviews.

The use of a variety of data gathering instruments
reflects both an attempt to serve concurrent
validity and to tap a wider field of concern than
in phase one, notably the climate of the Project
schools and the perceptions and concerns of thelir

members.

Care has been taken to avoid the needless
repetition of matertial found in the early phase and
to this end the school specific data 1is often

presented in summary form only.

Specific School Data — School A

.1 Diary Evidence

The issues analysis procedure adopted for this
instrument is essentially brief as the

substantive detall revealed by the side memoire
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forms the bhasis of the participant observation
record presented in the later section. Here,
the analysis, as previous, focussed upon
organisational matters, focus of change and main

items for review which showed for School A:-

- the headteacher remained resentful of the
appeintment of another local headteacher

to act as Project Coordinator;

- the headteacher had instructed the Deputy
Head to function as the school's liaison

officer for all Project matters;

- the Deputy Head had undertaken the control
of staff meetings for all items pertaining

to the Project;

- three Scale 2 teachers had been designated
to taske responsibility for each of the
Project curriculum areas - Language/Drama;

Science and Technology; Art and Display;

- regular meetings now took place between
School A's Deputy Head and the Project

Coordinator;

- participation in the curriculum courses

was evenly shared by the members of staff.
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These courses continued to be well
received, dissemination of information
took place and new strategies emanating
from the courses were gradually introduced

in the school;

- the H.D.P. Coordinator was now welcomed
into the school by staff and regularly
worked with nursery and reception teachers
and children in designing and making

activities.

Semi—-Structured Interviews

Respondents were asked to reflect wupon the
Project's programme in semi-structured
interviews. The interview schedule, which is
presented as Appendix E, was basically the same
as that used in the evaluation of phase one with

the exclusion of questions 1 and 2 which were no

longer relevant. Analysis of the science and
technology questionnaires complement the
interview survey. This retrospective look at

the Froject was aimed at l1dentifying highlights

- both positive and negative.

The analysis of the interview responses should

be read in conjunction with the schedule.
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Respondents revealed:

- a better understanding of the aims and
objectives of the Project which they
equated with improved liamison between the
school staff and the H.D.P. Centre; school
wide dissemination of information;
provision of useful documentation relating

to the Project programme;

- the unwillingness of staff to participate
in develepmental work during & period of
great change, and Teacher's Union
sanctions, was still cited as hampering

the implementation of Project work;

- satisfaction with Designing and Making;
Drama, Photogram and Science workshops.
The timing of the workshops is outlined in
the H.D.P. 'Overview' appendix whilst the
courses are analysed later in this section

through the employment of questionnaires;

- an improved attitude of staff toward the
Project reflected the influence of the
Deputy Headteacher in his role to oversee
Project initiatives and the effect of the
newly created Scale Posts in its

curriculum areas. Respondents reported a
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lessening of stress and the creation of
more 'enjoyable circumstances', Ownership
of the Project had been generally accepted

by the school;

- with the benefit of hindsight the value of
the exchange visits and introductory
curriculum courses were singled out as
being effective facilitators of change.
The improved climate for change created by
the revised staff organisation pertaining

to the Project was also highlighted;

- resentment at the increasing time involved
in H.D.P. work and the continued fear of
appraisal remsained as major barriers to

change,

Participant Observation

Improved communication between School A and the
H.D.P. resulted from the headteacher's decislion
to place the Project's work under the control of
the Deputy Head, and indeed, relieved from this
pressure of an over-burdened itinerary the
headteacher's attitude towards the Coordinator
mellowed. The changed circumstances enabled the
H.D.P. to effect more frequent and effective

access to the school and to create team teaching
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and self-help situations. The increased

opportunity to observe noted: -

- a considerable improvement in staff
attitude and confidence toward the
Project, a higher level of involvement and

better coordinated practice;

- the maximum number of places allocated for
curriculum workshops were taken up by
staff from school A who proved

enthlUsiastic participants;

- good dissemination of information and
ideas was effected by course participants
on return to schoel in a carefully planned

series of workshops;

- an improvement 1in the quality and extent
of display work mounted both at school and

the H.D.P. Centre;

- an increase in team teaching and the
organisation of topics of a terms duration

for whole year groups;

- lesgs stress and more enjoyment amongst

participants.
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Science and Technology Questionnaires

The analysis of the questionnaires should be
read in conjunction with the statistical summary
and questionnaire format presented in the

appendices: G, H, J and K.

School A participants in the Primary Science
module expressed general satisfaction with the
workshop. Other than a non-commital response
concerning the module's documentation, course
members were in agreement as to: the value of
the Introduction of the module; the usefulness
of the course activities; the excellence of the
resources gained for school use. The nature and
quality of course dissemination was recorded as
effective and personal satisfaction in practical
accomplishments noted as course strengths, The
variety of course member's previous experience
and the apparent greater facility of male
teachers 1n science workshops were recorded as
weaknesses. - Respondents did not record any
problems relating to resources, school based
workshops or dissemination of ideas in school.
A supportive additional comment was provided by
School A who indicated the interest this work

had created for their pupils.
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The technology questionnaires were even more
supportive than science In 5chool A where the
majority of respondents agreed that the module
had been effectively introduced and had found
other sgpecified agpects to be very useful.
Dissemination had been by staff meeting and
associated work. The 'professional’ help
proferred by the H.D.P. was welcomed and the
lone criticism concerned the lack of available
time and the failure of the course to adequately

introduce small group teaching techniques.

The DION Questiocnnaire

The climate of each of the participating Project
schools was registered using the DION
questionnaire results. In the Mid Term Phase of
the H.D.P. the DION gquestionnalre was used as
the evaluation moved from the largely
qualitative approach of the Early Phase to a
mixed methodological approach which attempted to
link data derived from both qualitative and
quantitative domains. The mixed method approach
ie in harmony with the work of Huberman and
Miles (1984) who state that the researcher can
combine data in an attempt to construct validity
to the issues and factors emerging. The DION
questionnaire was used only to highlight areas

of focus in the climate of each of the Project
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schools. Sixty six negative statements

are

responded to in the questionnaire. The collated

results yield data under eleven column headings,

(A through K>, that indicate the issues within

the school which may need addressing.

The meanings of these headings are shown below:-

Column Meaning of the heading

A Relationship with the environment
B Staff selection

C Structures and Roles

D Leadership of Staff

E Creativity and Innovaticn

F Resource (Acquisition and Usage>
G Problem Solving Capacity

H Teamwork amongst Staff

I Motivation of Staff

J Alms (Clarity and Consensus)

K Staff Development

School A: The DION Questionnaire

The fellowing information should be

conjunction with (3.5.2) and Appendix F.

Only 31.9 per cent of the staff of

read

School

in

A

responded to the DION questionnaire as by the Mid
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Phase the headteacher of School A had designated
certain staff to have responsibility for H.D.P.
curricular and Project management initiatives,
Therefore only the designated personnel responded

to the DION questicnnaire.

Interpreting Table One total scores for all
respondents from School A presented by column

heading.

person a 3 1 ] 5 0 4 4 (:) 5 5 3
b 3 1 4 6 1 3 3 3 4 6 3

c 3 1 4 6 2 4 4 6 6 4 4

Results 1indicate a similarity of scores in columns
A, C, F, 1 and K. Columns G, H and J have one
unusually low score present. These maverick scores
or outliers, though noted, should not be allowed to
skew the general analysis, Nevertheless, the
outliers should not be discounted for, as Miles and
Huberman (19845, point out, tHere are usually
exceptions to any given finding and there 1is a
temptation to explain them away or ignore them.

But, they state,
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'..the outlier is your friend, A good look at
the exceptions, or the ends of a distribution,
can test and strengthen the basic finding. It

not only tests the generality of the finding,
but protects against self-selecting blases'.

(Miles and Huberman, 1984. p.237)

In this and subsequent analyses of the DION
questionnaire results, the outlier score will be

circled.

The scores for S&School A in Table one indicate
generally a similarity of perception of the climate
of the school and thus a factor for setting the

ground for the Hartlepool Dockland Programme.

Interpreting Table Two: Percentage of answers
which are affirmative of problems in the climate of

School A, presented by column headings.

Column % of affirmative answers
A 38
B 16
C 61
D 88
E 41
F 61
G 58
H 66
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Identified as relatively strong problems are:

Structure and roles

Leadership of staff

Resources (acquisition and usage)
Teamwork

Motivation of Staff

Aims (clarity and consensus)

Staff Development

There 1is a notable high registering of leadership
of the staff. There are no low registered
percentage scores which 1indicate that generally
there are problems in the climate and management of
school A. These factors could have an adverse
effect wupon the success of the H.D.P. Project as
both nomothetic and idiographic problems have been
highlighted as significant elements in the climate
of the school. Structure and roles and leadership
of staff are nomothetic concerns whililst motivation
of staff and staff development reflect idiographic

problems.

Interpreting table three: total scores for each of

the sixty six headings presented by column heading
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Each column i3 made up of six question statements
to which responses are made. i.e. 6 statements x
11 columns = 66 statements. Question numbers run
from left to right in each 1line, therefore, the
first line covers questions 1 to 11, line 2 covers
questions 12 to 22, and so on. As each question is
isclated in this format 1t is possible to identify
particularly distorting or emphasised questions.
In the grid the questions which appear to distort
the general pattern éf responses for each column
i.e. those questions about which staff of School A

feel particularly strongly are as follows: -

question 9 - (commitment by staff to the school

is not as high as it should bej;

question 11 - <(new staff don't settle down as

quickly as they ought tol;
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question 14 - <(some important tasks don't get
carried out because 1t seems to be nobody's job

to do them;

question 17 - (we don't make the best use of

books or equipment we have got);

question 22 - (there is no systematic approach

to our in-service training needs);

question 25 - (staff sometimes find that they

are duplicating each others work’;

question 43 - (staff do not practise the values
that they preach 1in the way they behave at

school);

question 50 - <(compared with other schools we

are very short of books or equipment);

question 51 - (other schools with similar

problems to ours seem to cope much better);

question 56 - (we don't concern ourselves enough
with the community in which the school |is

situated);
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question 57 - (as far as promotion Is concerned
good 1internal candidates are passed over in

favour of outsiders);

question 60 - (we rarely examine our existing

practices to see if they could be improved);

question 62 - (we don't seem to learn from our
experience in dealing with the school’'s

problems);

There are a significant number of distorting
questions in the DION responses reported here.
They represent 19.7 per cent of the total question
statements. Therefore, the credence of +the DION
Ruestionnaire results for School A must be called

into question.

3.5.4 Specific Scheool Data — School B

3.5.4.1 Diary Evidence

Diary evidence record a considerable number of
visits by the H.D.P. Coordinater to School B

during the mid-phase which involved: -

- discussing with the headteacher
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- working alongside teachers in thelir

classrooms

- participation in staff meetings in items

pertaining to the H.D.P,

Further records note:; -

- the establishment of a workshop in an open

area outside of the classrooms;

- the redeployment and sharing of resources;

- a school~-wide introduction to science

teaching following Project guidelines;

- an introduction to designing and making
activities Dby the fourth year Jjunior

teacher;

- good participation {n dissemination of
knowledge and practices and expressed

enjoyment of the curriculum workshops.

Semi-Structured Interviews

Respondents in School B were less fearful, more

relaxed and cooperative than in the early phase.

Their responses to the schedule revealed: -
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a clearer understanding of the aims and
objectives of the Project which they
attributed to the documentation provided
by the H.D.F. Coordinator, participation
in the curriculum workshops and, in
particular, the attention paid to course
evaluation following the workshops in
which course participants were afforded

good opportunity to contribute;

the small size of the school and a
consequent lack of resources, particularly
for science and technology, emerged as
principal problems facing the
implementation of the Project. The
continued fear of staff appraisal and lack
of confidence 1in teaching 1in the 'new'
curricular areas remained as barriers to
progress, although a willingness to 'have

a go' had replaced an earlier apathy;

good reception of the curriculum
workshops. The staff had spent time in
the dissemination of ideas from the

courges and had pain—-stakingly examined
equipment catalogues before ordering
resources via the H.D.P. to develop their

resource base for science and technology;
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- continued belief that the Project was of
value coupled to a reduced view that ‘it
was too good to be true'. Respondents
showed enthusiasnm for many of the
developments and regarded the provision of
resources, willingness of the staff to
adopt new practices, support and
particlipation of the headteacher and
H.D.P. Coordinator as the main

facilitators of change;

- the small number of staff, the time and
frequency of involvement 1Iin the PFProject
work were proferred as the main barriers

to change.

Participant Observation

School B's headteacher continued to require
reassurance concerning his school's role 1In the
H.D.P. The head regularly sought advice from
the Project Coordinator and only appeared
comfortable when discussing Project initiatives
with the Project Coordinator and the
headteachers from schools D and C. The head's
lack of confidence had lessened since phase one

and through the sharing of all H.D.P.

information with all staff at specially arranged
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meetings, to which the Project Coordinator was

invited, progress was evident.

In particular:-—

- teachers worked more cooperatively and

their advance planning was both positive

and effective;

- the out of date 'traditional' sets of
materials were being replaced with
carefully selected Froject sponsocored

equipment;

- science teaching had been introduced

throughout the school;

- dissemination of ideas from curriculum
workshops was carefully organised and

evidence of work emanating from the

o+
oy
U

courses was apparent throughout

classrooms;

- school wide display work reflected the
staff's more positive attitude to the
Project and also revealed raised

standards.
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Science and Technology Questionnaires

Respondents from School B for both the science
and technology components recorded supportive
comments (see appendix J). Strong agreement and
very useful comments were recorded for each
aspect of the work for which response was
requested. Disseminating of course information
had taken place but 11t was only recorded as
having used discussion techniques. The value of
the ‘'confldence gaining' practical activities
were highlighted, particularly as they provided
opportunities for classroom based work and were
supported by a wealth of resources. An
inability for the school to adequately resource
themselves for whole school project work was
proferred as the sole problem facing school

implementation.

(S5chool B) The DION Questionnaire

The following information should be read in
conjunction with (3.5.2) and (Appendix FJ. 60O
per cent of the staff of School B responded to

the DION Questionnaire,.

Interpreting Table One. Total scores for all
respondents from School B presented by column

heading
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Results show an even distribution of scores
overall. This indicates, generally, a
similarity of perception of the <climate of
School B and, therefore, is a factor favourable
for setting the ground for the Hartlepool

Dockland Programme.

Interpreting Table Two: Percentage of answers
which are affirmative of problems in the climate

of School B presented by column headings.

Column % of affirmative answers
A 33
B 16
c 88
D 55
E 100
F 83
G 88
H 11



Identified as relatively strong problems are:

Structure and Roles
Creativity and Innovation
Resources (Acquiring and Usage)

Problem Solving Capacity

There are two low registered percentage scores:

Staff Selection

Teamwork among Staff

Seven column headings have scores which go above

50% which does not augur well for the success of

the innovation. The high rating of key areas of
innovation - <creativity and innovation; problem
sclving capacity ~ arguably point to problematic

introduction of the H.D.P. to School B.

Interpreting Table three: total scores for each of
the sixty six headings presented by column

headings.



each column is made up of six question statements
to which responses are made: 6 statements x 11
columns = 66 statements. Question numbers run from
left to right in each line, therefore, the first
line covers questions 1! to 11, line 2 covers
questions 12 to 22, and so on. As each question is
isolated in this format 1t is possible to ildentify
particularly distorting or emphasised questions.
In the grid the questions which appear to distort
the general pattern of responses for each column
i.e. Those questions about which the staff of
School B feel particularly strongly are as

follows:—

question 11 - (new staff don't settle down as

quickly as they ought tol;

question 23 - <(we don't make the best use of

resources avallable outside the organisation);
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question 52 - (common tasks and problems are not

tackled together),

The scores in Table three are generally low which

is indicative of a good climate within School B.

There appear to be very few distorting question

responses noted here, less than b per cent.

Therefore, credence can be placed in the results of

that questionnaire.

3.5.5 Specific Schoel Data — School C

3.5.5.1

Diary Evidence

School C continued the active support of the
H.D.P. throughout the mid phase that had been
evidenced 1in the early phase. In particular the
headteacher's enthusiasm and positive attitude

promoted: -

- the coordination of the whole school
approach to the H.D.P. by the designation
of three staff to organise and develop the

three curricular areas;

- the maximum take up of places on every

curriculum workshop;
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- a programme of dissemination after each

workshop led by the course participants;

- the creation of a staffroom area

designated for all Project documentation;

- the establishment of a good communication
system between the main school blocks and
distant nursery to ensure Project
documentation - was fairly and

simultaneously distributed.

Semi—-Structured Interviews

The headteacher of School C's continued,
positive support for the H.D.P., and the staffs'
conviction of 1its wvalue 1is evidenced from the

respondents' views. Namely:-

- meetings of staff from the physically
separated buildings had focussed upon the
H.D.P.'s aims and objectives, and
following exploratory discussions with the
Coordinator, these had not only become
better understood but had been introduced
into the School's own schemes of work for

the specific curricular areas;



respondents declared a lack of problems
during the implementation of this phase of
the Project, but rather a feeling of
csatisfaction in the way new
ideas/techniques were Dbeing introduced,
and enthusiasm for this work by both staff

and puplils;

the science and technology workshops had
been highly successful and dissemination
of their content led to a range of school-

based activities;

the headteacher's enthusiasm and 'quiet
efficlency'; the competency and hard
working approaches of the workshop

leaders; and the high profile and level of
school—-based collaboration of the Froject
Coordinator were presented as the main

facilitators of change;

no major barriers to change were
recognised, although respondents believed
that there was insufficient time available
to do Justice to all of the Project

initiatives;

interference by School E's headteacher and

LEA link advisor was noted.
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Participant Observation

Phase two provided a good opportunity for the

H.D.P. coordinator to witness developments in
this school. The headteacher and staff
encouraged the Coordinator to join staff
meetings/informal discussions; work in the

nursery and infant areas with teachers and
puplils, covering language, science and
technology teaching. The high level of

involvement revealed: -

- a whole staff commitment to the H.D.P.

programme;

- school ownership of the Project accepted;

- a careful ordering of relevant resources

in the 'new' curricular areas;

- the designation of three teachers to

coordinate the Project curricular areas;

- a sophisticated programme of dissemination
following Project workshops led by course

members;
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- the storage of H.D.P. iInformation sheets
and resources in a central ares and

obvious staff usage of these resources;

- increased attention to display and
presentation throughout the school

coordinated by the headteacher;

- evidence of the impact of the H.D.P. on
the nature and quality of the pupils’

wOork.
Science and Technology Questionnaires

All members of School C's staff had been present
at both the science and technology workshops.
Their responses to the questionnaire revealed a
very high level of sgupport for the two modules,
(see appendices J and K>, and in particular the
practical activities during the workshops and
the level and quality of the Project resources
were accorded as being 'very useful'. The level
of school interaction and teacher cooperation
were seen as strong aspects of the course whilst
the technology wvisit to Beamish Museum had
proved a decisive factor in their promotion.
The lack of time to pursue course-related and
School—baéed activities had proved problematic,

but the overall belief was that the transfer of
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ideas to the classroom had been beneficial to

both staff and pupils.

(School C> The DION Questionnaire

The following information should be read in
conjunction with (3.5.2> and (Appendix FJ. 29.4
per cent of the staff of School C responded to

the DION questiocnnaire.

Interpreting Table One: total scores for all
respondents from School C presented by column

heading:

W
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Results show low scores for columns A, D and H
which indicates that the critical factors which
contribute to the success of the innovation in
the climate of School € are not perceived as
major problems. In columns E and F the scores

tend to be polarised. The staff of School C
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agree on the perception of the climate, which

would appear to be propitious for innovation.

Interpreting Table two: percentage of answers
which are affirmative of problems in the climate

of school C, presented by column headings

Column % of affirmative answers
A 6
B 30
C 16
D O
E 60
F 46
G 13
H 6
1 13
J 10
K 23

Only one percentage score is reglstered above

50% and only two above 30%,

Therefore the two relatively strong problems

identified are:

- Creativity and Innovation

- Resocurces (Acquiring and Usage)
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The latter lies ocutside the control of School

O

There is noticeably low registering of:

- Relationships with the Environment
- Structurc and Roles

- Leadership of Staff

- Problem Solving Capacity

- Teamwork among Staff

- Motivation of Staff

- Aims <(clarity and consensus»

- Staff Development

The results indicate that in the «critical
factors which contribute to the success of the
innovation in the climate of School C there is a
very strong potential for the innovation +{fo
succeed. The very low scores on leadership,
teamwork and staff motivation and development
point to the management of the innovation as
being favourable to the success of the H.D.P. in

School C.

Interpreting Table three: total scores for each
of the sixty six headings presented by column

headings:
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Each column is made up of six question
statements to which responses are made: i{.e, &
statements X 11 columns = 66 statements.
Ruestion numbers run from left to right,
therefore, the first line cover questions 1 to
11, the second line covers questions 12 to 22,

and so on.

As each question 1s isolated in this format it
is possible to identify particularly distorting
or emphasised questlions. In the grid the
questions which appear to distort the general
pattern of responses for each column i.e. those
questions about which the staff of School C feel

particularly strongly are:

question 10 - (we are not clear about what

we are trying to do in our school);
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question 35 - (we don't seem to be able to
attract the best kind of persons tfo the

school);

question 42 - (I don't have as much chance

to be creative as I would like);

question 50 - (compared with other similar
schools we are very short of books and/or

equipment and materials).

There appear to be very few distorting question
responses noted here, just 6 per cent.
therefore, credence can be placed in the results

of the questionnaire.

3.5.6 Specific School Data - School D

In all aspects of the H.D.P. in its mid phase the
headteacher and staff of School D were supportive
and their developmental programme most effective.
Early resentment at the lack of consultation, the
lack of documentation and the fear of appraisal had
disappeared within the early phase, The consequent
lessening of stress during phase two saw the
development of team spirit and a heightening of

good humour.
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Diary Evidence

Notations show: -

- frequent iInvolvement of the Coordinator in

classroom—based activities;

- maximum places taken by School D's staff

for all Project workshops;

- carefully planned dissemination of the

workshops by course members;

- reorganisation of <classrcom layout and
management to reflect a more integrated

approach to learning and teaching;

- attention to detail In sclence, technoloegy
curriculum development and to display in

general.

Semi—-Structured Interviews

Participation in the H.D.P. workshops combined
with the numerous staff meetings, which were
attended by the Coordinator, had clarified the
alms and objectives of the Project during phase

two.
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The belief of fthe headteacher and staff of this
school that they were sharing a common aim with
the personnel of the H.D.P. had eliminated
feelings of reseniment expressed during phase

one,

Implementation of the Project had eased staff
fears and had promoted a positive team spirit
Fears of assessment of performance had
subsequently subsided, whilst the acceptance of
new strategies in teaching sclence and
technology had been well received. Respondents
presented time involved with Project work as the

only problem associated with its implementation.

Respondents spoke with enthusiasm about the
H.D.P. networking courses and workshops and were
eager to relate the effect those strategies had
on the practices now evolving in the school. A
further positive factor they noted was the back
up provided by the H.D.P., for school-based
activities relating to the courss and to the
range of resources proferred in support of

science and technology.

Generally, respondents expressed surprise at
their welcome of deepening involvement 1in the
Project and the successful impact they believed

it was making on their pupil's work. Increased
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knowledge of each others teaching strengths was
cited as a major reascn for the ‘*vibrant team
spirit' that had evolved. The simple approaches
used by the H.D.F. to the technical aspects of

science and technology were welcomed.

The 1level of collaboration between the school
and the H.D.P. was declared as the principal
motivation to change. Effective methods in the
teaching of science and technology; resources
provided by the H.D.P. and dissemination of
information about the H.D.P. +to neighbouring
secondary schools and the involvement of their
personnel were also quoted as factors effecting

change. No barriers were mentioned.

Participant Observation

School D mirrored School C in the level of
school based participation involving the H.D.P.
coordinator. Similarly, the headteacher and
staff were as equally supportive of the Project

as their School C colleagues. In particular: -

- the- Project Coordinatoer was afforded
unconditional entry to the school and was
welcomed/encouraged to participate in

teaching, to all age ranges, of curricular



-2368-
relating to the Project. Entry to the

school extended to its staff meetings;

staff of School D were: eager to
particlpate in all Project workshops;
willing to organise thorough dissemination
sesslons; prepared to introduce the 'new'
technology and ideas into their classroom;
happy to work collaboratively, their early
fears of loss of subject superiority
having been replaced by a strengthening

team spirit and good humour;

organisational changes maximising the use
of resources, developing science and
technology innovations and effecting a
school-wide improvement In display and
presentation of work related to H.D.P.

initiatives;

negative attitudes, interference by the
headteacher of Schoeol E, were reported,
but caused no damage to the Project which
was efficiently led by the headteacher and
firmly supported by the staff of School D

who accepted ownership of the programme.
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Science and Technology Questionnaires

Analysis of the questionnaires for both meodules

reveal strong support for both modules (see
appendices J and KX). The 1nitial group of
closed questions record gradations from

disagreement to strong agroement or useful to

very useful categories. Effective school-wide
dissemination had resulted from scheduled
‘special’ staff meetings and/or staff
discussions, Workshop strengths were noted as

staff collaboration, problem solving activities
and the wuse of normal working hours. The
majority of respondents had found no weak
aspects in either of the modules although one
believed that there was a lack of 'really new'
ideas in the primary science workshop, had found
difficulty 1in acquiring and housing resources
specified by the H.D.P. and had experienced some
apathy amongst colleagues with whom she had
wished to share experiences. Use of the 'big
brother' video camera, as named by the staff,
during the science workshop had not been
welcome, Respondents generally recorded the
good receipt of course strategies by their

pupils.
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(School D> The DION questionnaire

The following information should be read in
conjunction with (3.5.2) and (Appendix F). 45.5
per cent of the staff of School D responded to

the DION questionnaire.

Interpreting Table One: Total scores for all
respondents from School D presented by column

heading:

Results indicate an even distribution of scores
apart from columns I and K which tend to be
polarised. This would indicate a similarity of
perception of the climate of School D which is a
factor favourable for setting the ground for the

H.D.F.

Interpreting Table two: Percentage of answers
which are affirmative of problems in the climate

of School D, presented by column headings
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Column % of affirmative answers
A 5
B 16
C 0]
D 5
E i1
F 33
G 5
H 16
I 11
J 5
K 38

No percentage score is evident above 40 per
cent. Therefore, there are no relatively strong
problems identified by the respondents. The low
problem rating of key areas of innovation
indicate that the mansagement of the Innovation

is very favourable for the success of the H.D.P.

Interpreting Table three : total scores for each
of the sixty six headings presented by column

heading: -
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Each column is made up of six question
statements to which responses are made: i.e. 6
statements X 11 columns = 66 statements,
Question numbers run from left to right,
therefore, the first line covers questions 1 to
11, the second line covers questions 12 to 22,
and so on. As each question is isolated in this
format it 1s possible to identify particularly
distorted or emphasised questions. In the grid
the questions which appear to distort the
general pattern of response for each column i, e.
those questicons about which the staff of School

D feel particularly strongly are:-

question 24 - (In promotion situations the

best candidate is not always selected);

question 44 - <(there are areas 1in the
curriculum where our teaching methods or

subject knowledge are not up to date);



-243-
question 50 - (Compared with other similar
schools we are very short of books and/or

equipment and materials),

The scores in Table 3 are generally low which is

indicative of a good climate within School D.

There appear to be very few distorting question
responses noted here, Just 4.5 per cent,
Therefore, credence can be placed in the results

of the DION questionnaire.

3.5.7 Specific School Data - School E

During phase two the impact of the Project on
School E diminished and relationships between the
School headteacher and the H.D.P. Coordinator

deteriorated.

3.5.7.1 Diary Evidence

- The headteacher issued polite, but firm,
instructions to the H.D.P. Coordinator not
to participate in collaborative teaching
within the main schoel although he was
prepared to allow the Coordinator access
and teaching opportunities in the mile

distant nursery school;
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the headteacher informed the H.D.P.
Coordinator of his staffs lack of intent
to work with other Froject schools and of
his bellef that the networking courses

were Iirrelevant for his school and staff;

nurscry school staff showed enthusiasm for
the Project but were not invited by the
headteacher to participate in membership

of any of its courses or workshops;

School E's staff failure to occupy the
total allocation of places on H.D.P.

courses;

dissemination of H.D.P. courses detail was
arbitrary and no school-based workshops
were orgsnised for this purpose with a
consequent lack of 1input upon the pupils’

work;

display and presentation of work, whilst
excellent, was organised and mounted by
the headteacher only, mainly in public
areas, and did not address the H.D.P.

initiatives;

two teachers approached the H.D.P.

Coordinator in phase two without the
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sanction of the headteacher, for advice

and practical help which was given at the

H.D.P. Centre.

Semi Structured Interviews

The staff of School E were generally uneasy in
the Coordinators presence and there was a
general lack of conversation. Respondents, who
grudgingly participated in short interviews

indicated that:-—

- their perceptions of the H.D.P's aims and
objectives remained unclear and they

continued to decline total involvement;

- the problem associated with the
implementation of the Project were mainly
the result of 'the incompatibility' of the
school and the H.D.P.'s philosophies.
Respondents declined the 1invitation to

elaborate this response;

- the workshops had had a patchy reception
providing some content and methodology of
value, but largely being regarded as

inferior to current scheol practice;
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- the Project was described by one
respondent as being 'totally irrelevant to
the school' and that participation had
only carried on to ‘'ensure a continued

supply of H.D.P. sponsored resources';

- no change in School E could be directly
attributed to the H.D.P. as the schocl had

‘elected to follow its own programme';

- the respondents declined to examine the
main barriers to change believing that
thelr earlier responses made this question

irrelevant.

Participant Observation

Observation and restficted involvement in School
E coupled to a reflection on H.D.P. Centre-based
activities by the staff of that School revealed

a continued: -

- antagonism by the headteacher toward the
Project Coordinator and his frequent
involvement of the LEA's Project Link
Adviser, his former headteacher, to

intercede on his behalf;
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- demands by the headteacher +to provide
Project resources without school

involvement {n the workshops;

- response by the staff to the head
teacher's promptings to remain

aloof/superior to the Project;

- use of traditional/stereotype styles of
operation and a retention of an inflexible
cellular structure with a subsequent lack

of collaboration/team teaching;

- lack of development in science and
technology that was school wide but rather
a retention of subject elltism amongst

staff.

By contrast nursery staff welcomed the Project's
concepts and its Coordinator. Through
individual questioning and informal meetings
these ideas were disseminated and subsequently

implemented.

Science and Technology Questionnaires

Twe science questionnaires and three technology

questionnaires were returned by respondents from

School E. The responses, which are largely
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supportive, are, as a result of the low return
atypical of the majority view of the H.D.P. held
by its staff as revealed by preceding
instruments, The headteacher of School E
directed his staff not to participate 1in the
compilation of responses to the questionnaire
and involved the LEA Link Adviser in  his

attempted veto.

The questionnaires that were returned show:-

~ an almost uniform record of agreement or
usefulness of specified course

facets/resources (see Appendices J and K>;

~ a lack of an organised course
dissemination programme or staff meetings
but rather dissemination through personal

discussion;

- the relevancy of work to a wide age range
and the practical approaches as being the

strongest aspects of the modules;

- follow-up work was least effective through
insufficlient ftime, lack of total school

involvement and a lack of resources;
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- a request for larger schools to be
allocated more course places and to be

resourced according to roll numbers.

(School E?» The DION Questionnaire

The following information should be read in

conjunction with ((3.5.2) and {(Appendix F)

37.5 per cent of the staff of School E responded

to the DION Questionnaire,

Interpreting Table One: Total scores for all
respondents from School A presented by column

heading:

person a O ) 2 0 0 1 1 ¢] 1 ] 1

b 2 O 3 3 1 1 2 4 4 2 4

c 1 o O O 1 1 1 0 0 0o 1

The results show & low scoring consistency in
columns A, B, F and G. Column K and H tend to
be polarised. In columns E and J there is one

unusually high score registered. The results do
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not indicate an even distribution of scores but
would tend to sasuggest that the setting 1is
receptive for curriculum innovation if they are
taken in conjunction with Table two. it
indicates that because there are low percentage
scores overall there are few problems with the

climate of School E,.

Interpreting Table two: Percentage of answers
which are affirmative of problems in the climate

of School A, presented by column headings:

Column % of affirmative answers
A 16
B 2
C 30
D 25
E 27
F 16
G 22
H 27
I 27
J 22
K 38

Only one percentage score s registered above 30
per cent which signifies that the only

relatively strong problem in School E is:



-251~-

Staff Development

There is a notable low registering of:

Relatlionships with the Environment
Staff Selection

Rescurces (Acquiring and Usage)

The results indicate that in the <critical
factors which <contribute to the successtul
implementation of the innovation in the climate
of School E there is a vary strong potential for
it to succeed. The low scores on leadership,
creativity and innovation, problem solving
capacity, teamwork among staff and motivation of
staff point tc the management of the innovation
being favoursble to the success of the H.D.P. in

School E.

Interpreting Table three: Total scores for each
of the sixty six headings presented by column

headings:
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Each column is made up of six question
statements to which responses are made: i.e. 6
statements X 11 columns = 66 statements,

Question numbers run from left to right,
therefore, the first line covers question 1 to
11, line two covers questions 12 to 22, and so
on. As each question is isclated in this format
it is possible to identify particularly
distorting or emphasised questions. In the grid
the questions which appear to distort the
general pattern of responses for each column is
i.e. those questions about which the staff of

School E feel particularly strongly are:

question 5 - (some parts of the school

seem to be very shert of creative ideas);

question 29 - (we never seem to get
together to consider fully the different

possible solutions to our problems);
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question 44 - (there are areas in the
currilculum where our teaching methods or

subject knowledge are not up to date);

question 58 - <(the organisation of the
school sometimes gets in the way of

educational purposes);

question 61 - (we don't achieve as much as

we could with the power that we have);

There appear to be few distorting question
responses noted here, Just 7.6 per cent.
Therefore, credence can be placed in the results

of the questionnaire.

3.5.8 Specific School Data - School F

3.5.8.1

Diary Evidence

'To do research one needs both people who will
of fer support and people who will challenge and
contront; it helps 1if these relationships are
clearly negotiable.'’

(P Reason and J Rowan <(ed), 1981)

Throughout the mid phase the headteacher and
staff of School F were unprepared to enter into
any form of negotiation concerning the
implementation of the H.D.P. Diary records

show: —
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the headteacher indicated that he did not
wish the H.D.F. Coordinater to work in the
classrooms except to replace the

classteacher as supply cover;

the headteacher remained 111 at ease in
the presence of +the other H.D.P. heads
with a consequent lack of self esteem that
ultimately hardened his resolve to

disassociate himself from the Project;

the teachers declared their unwillingness
to work with the Coordinator in their
classroom, and further expressed thelr
continuing intent of not being involved in
the Project, other +than to acquire its

resources;

staff attendace on the workshops was
spasmodic and no evidence appeared of
dlssemination of information to other
colleagues, or of its impact on the

pupils' work;

the Coordinator continued to be barred
from their staffroom and was esxcluded from

all staff meetings.
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Semi—-Structured Interviews

None of the members of this school staff were
willing to participate in the interview exercise

during the H.D.F. mid phase.

Participant Observation

The problems of morale described in phase one,
(3.2.9.4), remained. The headteacher's
discussions with the H.D.P. coordinator were
numerous and were usually spent recounting
insurmountable problems. Both he and his staff
continued to feel that they were under undue
pressure to participate. The headteacher was a
willing partner to conversations with the
headteacher of School E and was prepared to heed
his advice and feared the intervention of the
LEA's Link Adviser. The head and staff were
even more tense and had become more isolated

from the Project.

There was no evidence of Project workshop new
skills and techniques being tried out in school
and in any case the staff of School F were poor
course attendants. The headteacher, who was the
most frequent course participant did not

disseminate the information or skills,
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No drama or designing and making took place
during the mid phase. Very 1little science
teaching was introduced and what did was not
executed in the manner advocated by the Project

workshops.

Resources within the school continued to lack
organisation and the new equipment/materials
deriving from the H.D.P. either gathered dust in

the staffroom, were used incorrectly or 'lost'.
The teachers did not get on well together and,
in spite of small staff numbers, would not work
together as a team or on a shared topic.

Science and Technology Questionnaires

The science questionnaires returned by School F

respondents were quite supportive of most of the

two modules. Workshops were well received in
terms of their introduction, activities and
resources for schools. Documentation was
recorded as useful/very useful, although,

interestingly, one respondent whilst recording a

useful grading for technology documentation,

printed alongside this section - 'but have not
seen them personally’. Dissemination to
colleagues comments ranged from: 'noe'; 'to a

lesser extent' (?>; ‘'‘no - but with colleagues on
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the course - yes' (7). Practical activities
were universally welcomed and noted as the
strongest aspects of the modules, especially for
the 'moral support' these proferred to teachers
admitting to a lack of scientific and

technological back-ground.

Weaknesses of the courses, expressed by one

respondent were: -

- video sequences showed very different
teaching situations to those experienced

in School F;

- too short & notice of forthcoming
workshops;

- a ‘lack of dissemination; lack of
collaboration’ and school based work

restricted to the respondents class.

(School F) The DION Questionnaire

The following information should be read in
conjunction with (3.5.2)> and (Appendix F) 60 per
cent of the staff of School F responded to the

DION questionnaire.
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Interpreting Table one: Total scores for all
respondents from School F presented by column

heading.

person a &5 5 4 5 6 5 5 6 6 5 4

b 3 3 @ 0@

2 3 5 4 4 3
c 6 ( 5 5 6 4 6 5 5 5 4
Resulis indicate high scores generally. Columns

B, C, D, E, F and G tend to be polarised. This
would indicate a disparity of perception of the
climate of the school amongst the staff of
School F and, taken in conjunction with Table
two, which presents high percentage scores in
the totalled columns it would appear that the

climate 1s not propitious for innovation.

Interpreting Table two: Percentage of answers
which are affirmative of problems in the climate

of School F, presented by column headings

Column % of affirmative answers
A 77
B 50
C 50
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77

77
88
83
77

61

There are no low registered pecentage scores
indicating that geherally there are problems in
the c¢limate of School F. All eleven column
headings are above 50 per cent and do not augur
well for the success of the innovation.
Interpreting Table three: Total scores for each
of the sixty six headings presented by column

headings.

2 o 2 2 2 2 2 2

Mo
(oY)
O

Each column is made up of six question
statements to which responses are made: i.e. B

statements X
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11 columns = 66 statements. Question numbers
run from left to right, therefore, the first
line covers questions ! to 11, the second line
covers questions 12 to 22, and so on. As each
question 1is isolated in this format 1t 1is
possible to identify, particularly distorting or
emphasised questions, In the grid the questions
which appear to distort the general pattern of
responses for each column are i.e, those
questions about which the staff of Schocl F feel

particularly strong are:

question 6 - <(compared with other schools

we are very short of space);

question 22 - <(there {s no systematic
approach to our in-service 1training or

staff development);

question 25 - (staff sometimes find that

they are duplicating each others work);

question 35 - (we don't seem to be able to
attract the best kind of persons to the

school )

question 48 - <(those in leadership roles
do not always get full support from those

under them),
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There appear to be few distorting question
responses noted here Just 7.5 per cent.
Therefore, credence can be placed in the results

of the questionnaire.

The scores in Table three are low which is
usually indicative of a good climate within a
school. However, these scores should be cross-
referenced with the other results in the DION
questionnaire for School F, and also those
gathered by the other instruments which counter

thlis result.

Hithin Site Analysis — Mid Phase

Dovetailed Issues in School A

Signiflicant changes had been introduced in School A

by the end of the mid phase of the evaluation.

In particular:-

- the headteacher had delegated the control of all
school—-based Project work to the deputy head and
had created ©Scale posts for the teachers

coordinating the specified curricular areas;

~ cooperation between the School and the H.D.F.

Coordinator had considerably improved and
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cooperative teaching Iinvolving the staff and
H.D.P. personnel had been introduced and had

improved practice;

the time involved in participating in the
innovation, and its timing, in a period of
teacher sanctions, continued to be criticized,
but generally the teachers' attitudes towards

the Project had improved;

the school's c¢climate was less stressful and
participants recorded some enjoyment 1in being

part of the programme.
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Dovetailed Issues in School B

The early progress of change in this school in the
early round of evaluation, noted in 3.3.2,
continued throughout the mid phase. Such progress

may be attributed to:-

- a continued, but declining fear of teacher

appraisal;

- poor, but improving, resources particularly in

the scientific and technological sphere;

- the school cellular structure and small staff

numbers which were difficult to tailor to the

demands of the Project;

- lack of, but improving, level of school

organisation.

Credit for the progress which had occurred could be

attributed to:-—

- improved collaboration between staff;

- impact of the curriculum workshops;

- effective dissemination programme;
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good working relationships
Coordinator which included a

of school-based cooperation.

with the

significant

H.

D.P.

level
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3.68.3 Dovetaeiled Issues in School G

Good progress had been made In this school in

introducing policies of change effecting the

development of the curriculum, introduction of new

teaching strategies and pupils work.

This progress reflected: -

- the quality of the headteacher's leadership and

conviction of the Project's value;

- acceptance by the staff of ownership of the

Project;

- the increasing level of sophistication of the

information dissemination format;

- maximum attendance on Project curriculum
workshops and staff willingness to implement

ideas derived from the workshops;

- a high level of cooperation between the

headteacher, staff and H.D.P. personnel;

- the {friendly school atmosphere and general good

humour of the staff.
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3.6.4 Dovetalled Issues in School D

Morale 1in School D throughout the mid phase was
high and implementation was effectively promoted
and maintalined,. The initial fear of teacher
appraisal and general lack of confidence amongst
staff had been replaced with a general acceptance
of ownership of the Froject, and the belief that
they gained kudos by being participants. The

principal factors facilitating this change were: -

- a carefully organised programme of change
orchestrated by the headteacher closely

supported by the Project Coordinator;

- maximum attendance on the project workshops
followed by a carefully organised dissemination

programme;

- involvement of the total staff through continued

open—-management practices,

- willingness of the staff to be involved in the
'new' ldeas for science and technoleogy and to

adopt team teaching strategies;

- careful ordering and centralisation of

resources.
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6.5 Dovetailed Issues in School E

Pragmatic scepticism continued to dominate the
thinking of School E's headteacher and those
members of the staff who opted or were coerced into
following his lead. The innovation's slow progress

in this school was attributed to:-

- the headteachers continued wunwillingness to
cooperate with the Project Coordinator and his
prompting of the staff to remain aloof from its

programme;

- the continued adherence by the staff to

traditional and sterectypic modes of practice;

- a continued presence of subject elitism at the
expense of team teaching and <collaborative

practice;

— spasmodic workshop attendance and lack of

dissemination programme.

The results of the DION Burvey were in some
instances at variance with the findings yielded by
the other instruments. Belief 1in the suthenticity
yielded by the analysis of those other instruments
was possibly influenced by the recognition of the

normal stance of the identified DION participants
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in 5School E and thelr sense of loyalty to the

school.

In School E's distant nursery premises a more
amenable atmosphere to change was developed and é
supportive staff promoted H.D.P. curricular
changes. Here collaborative practices utilised the

services of the H.D.P, personnel and its resources.
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3.6.6 Dovetailed Issues in School F

School F continued to present the greatest number
of problems to the H.D.P. Coordinator and the most
barriers to change in the mid phase of the
evaluation, The characteristics of the school

remained: —

- poorly led, poorly resourced; low morale.

Very little evidence of change existed, or indeed
of the existence of the H.D.P. This may be

attributed to:-

- vacillating, yet dangerous, leadership which
often deliberately mislead the staff of the
school or adopted the attitude of non-

participation;

- an unwillingness, or inability, of the staff to

collaborate in any style or manner;

- evidence of considerable tensicn within the
staff and a high level of stress-related illness

and, therefore, frequent staff absences;

- poor attendance at H.D.P. workshops and little
endeavour to disseminate course ideas and

information;
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continued, and increased, hostlility shown to the
Project Coordinator. Refusal to accept
Coordinator's help or to allow participation In

classroom—based asctivities;

willingness to accumulate H.D.P.-funded

resources, but not to use them.
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Cross Site Analysis — Mid Term Phase

In this, the second, cross site analysis an attempt
is being made to draw from the site specific data a
range of factors which appear to be operating in

the evolution of the innovation in general.

Evaluation of the mid term phase of the H.D.P.
shows that whilst the Project schools continued to
variously reflect both sasutocratic and participative
styles of management, traditional and progressive
teaching methods, pupil groupings and staff
deployment, the ownership of the Froject had been
accepted by the majority. Most teachers felt that
there was kudos associated with membership of the
Project which was seen, by the majority, as a
special and significant educational development.
Headteachers, or their delegates, in conjunction
with the H.D.P. Coordinator had made teachers aware
that their participation, ideas and evaluations

were greatly valued.

Generally, the Project teachers were more relaxed,
receptive and less aggressive than during the early
phase of the evaluation. School F continued to
demonstrate its problems and elsewhere extant, but
diminishing, record of fear and stiress concerning
new initiatives and the wuse of new resources,

techniques and methods were evident.
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Greater commitment, enthusiasm, participation and
development of specialist expertise wss witnessed

in four of the schools during the Project mid

phase. The well recelived curriculum
workshops/modules produced increased staff
involvement, which extended to the non—-teaching
professional activities. Classroom actlvities were

no longer seen in isolation or limited to the
immediate in time and space. There was a greater
awareness and an attempt to see teaching as a
rational activity rather than, or, not just as, an
intuitive one. A greater commitment was given to
the use of first hand experiences and problem—
solving techniques, which were often Cross

curricular by design.

The mid phase of the H.D.P. saw a noticeable
development in the teachers' receptivity and
openness to new ideas and other teachers and pupils
views. Headteachers or delegates, of four project
schools nurtured this process and valued the
development. School E and School F for different

reasons became less receptive and more isolated.

Amongst the schools there was an acceptance of
agreed rhetoric concerning collaboration, but the
practice was at various stages of development which
related to where the teachers and scheols were in

their professional development.
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The on-goling value of the Project headteachers and
Coordinator giving time and support for Project
teachers, to articulate their c¢oncerns, ideas and
evaluations of the Project facets, emerged as a

telling factor. Here again, School E and F were

shown to lack collaborative/supportive practice.

The Project had introduced many teachers to the
philosophy, skills, knowledge, concepts and
practice associated with primary science and
technology. The curriculum diet of the majority of
Project schools had shown evidence of a developing

skills—-orientated approach.

The benefits of the availability of finance for
teacher release/supply cover could not be too
highly commended. At a time of great educational
unrest and sanctions the teacher release facility
had allowed and encouraged school-based. school
time workshops, school team support networks to
develop and seminars 1o disseminate and evaluate

Project initiatives.

Evaluation of the mid-term H.D.P. revealed that
dissemination of course information in the majority
of the school was effective and took a variety of

forms: —
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school based workshops;

seminar group;

team teaching;

paired sharing activities;

team and staff formal and informal meetings;

exchange of teacher expertise between different

pupil groups.

level

of dissemination

to the Project.

leadership of

the school

effectiveness

again

commitment
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3.8 The Late Period of the Dockland Project

3.8.1 Introduction

The cycle of analysis established In 3.2 - 3.7 is
repeated for this section; with the addition that
the setting of a general context will derive both
from a reading of empirical data of this late
period and from data derived from the early and mid
phase. The procedure ensured that further
progressive focussing will take place and that the
cycle of analysis, typifying an action research

model, is maintained.

3.8.2 Methodology

Pursuing the process established 1in the earlier
round, an attempt is being made in the final phase
of the evaluation +to further broasden the data
gathering base. The continuing concern of the
innovation with people and processes, as well as
the Project's programme, has necessitated the use
of a range of data gathering methods that include
those initiated in round one, and continued in the
mid-phase, and an additional instrument, The data
gathering instruments used in the H.D.F.'s late

phase are:-

- diary evidence (as in earlier phases);
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- semi—-structured Interviews with PFroject members

(as in earlier phases);

- participant observation (as in earlier phases);

- the introduction of A new instrument -~ Nominal
Group Technique - a group evaluation procedure
administered to Project Schools staff and used

in support of the cross site analysis.

The attempt to serve concurrent wvalidity and to
continue to explore the climate of the Project
schools and the perceptions and concerns of their
members, necessitated both retaining existing

instruments and increasing their range.

Care continues to be exercised in the avoidance of
needless repetition of material presented in
earlier rounds and agsin, to this end, school

specific data 1s largely presented in summary form.

Specific School Data - School A

.1 Diary Ewvidence

The sanalysis of diary evidence continued to
follow the pattern adopted in the earlier rounds

by focussing on organisational matters, the



-283-

focii of change and the principal items for

review. These showed for School A:-
- the continued promotion of H.D.P.
activities by the school's deputy

headteacher and by the Scale 2 teachers
delegated responsibility for its main

curricular areas;

- curriculum leaders had developed
confidence to lead colleagues 1n school
and Project—-based work. Whole school
topic work had functioned during each term
which had required cooperation,
collaborative planning and teaching,

documentation, assessment and recording;

- good, evenly shared, participation in

Project workshops;

- invitations to the school's teachers to
participate as leaders in LEA workshops as
a result of their involvement in the

Preoject;

- children had been involved in the planning

and evaluation of topics;
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- parents had been actively involved in the

school programme;

- there had been an Iincreased use of science
and technology support teachers and other

professional experts within the school.

Semi—-Structured Interviews

The semi~-structured interview schedule employed
in the earlier phases, see appendix E, was re-
introduced in the late phase. Here, partly to
avold repetition and partly to make best use of

the limited opportunities that arose in which to

interview participants, attention focussed on
questions 4 to 8 inclusive. The analysis of the
interview responses, which should be read in

conjunction with the schedule, showed that:

- the school had developed its own

managerial structure to facilitate the

introduction and development of all
Project matters. Respondents consequently
emphasised the effectiveness of this

organisation and the subsequent absence of

significant problems affecting the H.D.P.;

- the workshops were again described as

highlights of the Project. Of these the
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problem solving computer activities and
the FPrimary ©Science workshop on ‘'Air'

received supportive review;

The wvisit of the E.S5.G.s H.M.I. had
accentuated the national status of the
FProject in teachers' eyes and had further
promoted a belief in the kudos associated

with participation in the scheme;

the project was described as 'golng well'
and 'effecting good collaboration between
staff, 1improving the work of the pupils

and involving the cooperation of parents’;

the H.D.P. Coordinator had been identified
as a member of the school's team and,
whilst the school now boasted ownership of
the innovation, the Coordinator was

recognised as a welcome partner;

lack of time, alone, was noted as a
barrier to implementating the Project's

programme of change.
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Participant Observation

Factors identified in the mid phase of the
evaluation were still largely true with

increased strength being given to:

- staff support for and organisation of

change;

- the nature of the innovation;

- involvement of pupils in Project planning

and evaluation;

- parental support for Project initiatives,

particularly in science and technology.

Identification with the Project and
participation in 1its programme of dissemination
and implementation was now being dquoted as a
positive factor in staff promotion. *Kudos'
mentioned in the mid phase developed Into
concrete evidence in the final phase as teachers
from School A gained successful promotions
within and beyond the LEA. Evidence of a
firming partnership between members of staff and
the Project Coordinator came in the form of
reference requests and through lengthy

professional discussions.
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Course/workshop participation, dissemination and
resourcing had now formed into a business—1like
process 1in which School A's staff were willing
and effective partners, and to which the Project

Coordinator'’s contributions were welcomed.

A significant change within the late phase was
the concern shown by the school for effective
evaluation of 1its school based work which was

related to a competent record-keeping process.

3.8.4 Specific School Data - Schoel B

w
o
£
—

Diary Evidence

Evidence from School B's late phase reveals an
accelerated programme of change. In

particular: -

- the change in the organisational
management  of classrooms allowed team

teaching;

- whole school themes were adopted, planned
and executed by collaborative staff

involvement;
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- there was a move away from theoretical and
written formal work and towards practical

activities;

- resources were centralised and a practical
work area established facilitating

development In science and technology;

- display was given high priority providing
a clean bright welcoming school

environment.

Staff cont inued to give full support to
workshops and took care to disseminate
information and share ideas through a structured
feed-back process. The staffroom atmosphere,
increasingly relaxed and friendly, nevertheless

reflected endeavour and professionalism.

Semi—-Structured Interviews

Respondents from School B had appeared eager to
participate in the interview programme and spoke
of the changes occurring within the school with
pride. Their responses to the schedule

highlighted: -

- an acceptance of ownership of the

innovation by all members of staff and the
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development of a planned long—term
programme of change aimed at 'introducing'
team teaching and employing whole school

themes and centralised resources;

- a positive attitude toward improving the
school's ethos both by effecting physical
changes to structure and decor and by
introducing teachers' collaborative

practices;

- the late phase as being the most positive
respeonse to the H.D.P. initiatives in
which earlier fears and tensions  had
largely disappeared to be replaced by
activity and involvement which in itself

created pride of ownership.

Respondents revealed evidence of staff
apprehension in advance of the H.M.I. visit, but
described the visit itself as a 'non-event'.
Within the late phase a programme of workshops,
‘'display techniques' and ‘problem solving
computer activities' received good mention. It
was noted that these workshops had responded to
school needs and had catered for a full range of
age and abilities of the pupils, and in this way

belief that the Project was achieving its goals.
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The maln facllitators of change were described

as. —

- staff support for change;

- school leadershlp support for change;

- the nature of the innovation;

- school-based participation of the H.D.P.

Coordinator.

Barriers to change were described as few and
decreasing with the exception of the increasing
time involvement necessitated by the Project and
some interference from the headteacher of School

E.

Participant Observation

Factors identified in round two were still very
largely true, with 1increased strength being
given to both internal and external pressures
for change. This pressure came from: a
headteacher who had gained in confidence as the
Project evolved; the unification of staff
interests and enhsnced morale which created a
school-wide <climate for change; the need to

present a good school image and evidence of
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progress within the Project to H.M. 1. and other
visitors to the H.D.P.; the continued prompting
of the H.D.P. Coordinator and the gradual
withdrawal of leadership support which
necessitated school acceptance of ownership of
the programme; the need to address FProject

evaluation.

In particular, observations in School B showed: -

- an increase in headteacher initiated
activities, including responsibility for

dissemination and school-based

implementation of work schedules;

- the development of team-teaching

strategies;

- curriculum emphasis switched from
traditional patterns of work towards a

more practical bias;

- a continuing emergence of science and
technology with a related up-grading of

resources;

- evidence of staff and pupil enjoyment, and
progress, in Froject related workshop

activities;
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- school-wide display of Project related
work 1In which attention focussed upon a
balance of good record keeping and the

enhancement of the school environment.

3.8.5 Specific School Data — School ¢

3.8.56.1

Diary Evidence

Organisational matters 1in School C, pertaining
to the H.D.P., remained as effective as noted in
earlier rounds. The headteacher continued to
provide strong support for the Project,
encouraged staff Initiatives within its
curricular areas and undertook leadership roles
in programme dissemination and course
evaluation. Specific organisational

developments in the late phase included: -

- the creation of a cohesive collaboration
process that facilitated clear staff
unification amongst personnel drawn from

physically separated buildings;

- the re-design of the library area to
provide a resource base for teachers and

pupils;
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the coordination of a self help programme,
involving teacher and parents, to improve
the school's environment by improved
display, attention to in-school paintwork
and the construction of shelves for
sclence and technology resources and

display boards.

The principal changes recorded in School C, for

its late phase, are:-

teachers appointed as curriculum leaders,
had developed the confidence and expertise
to organise and present workshops for

their school colleagues;

whole-school projects had been developed
which required collaborative planning and
teaching, documentation, assessment and

recording;

an integrated day teaching system and team
planning programme had been introduced for

both upper and lower age range pupilils;

attention had been paid to course

evaluation,
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Semi-Structured Interviews

Responses indicated that factors that had been
identified by round two were still largely true,

with increased strength being given to:-

- headteacher democratic support for change
and willingness to delegate facets of the
Project curriculum development to a range

of staff;

- the nature of the innovation;

- staff support for change, the staff were
eager to become involved in the designated
curricular areas and to accept ownership

of the Project;

- the involvement of parents and pupils.

Problems relating to these changes were
described as organisational, but respondents
insisted that this was ‘'not only well in hand,
but had in itself created greater staff cohesion
and conviction of the H.D.P.'s value and kudos

to be gailned by association';

Apart from schocol-based reorganisations of staff

teams, teaching programmes and resource re-
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distributien, respondents felt that the
following late phase Project activities had
aided their personal development and benefitted

their pupils:-

- workshops in problem solving computer

alided activities;

- primary science 'Air'; and 'approaches to
reading’;

- the evaluation seminar 'Primary
Technology'.

The H.M.I. wvisit to the Project, whilst noted
was described as ‘'an interesting event which
was, nevertheless, only another busy day in a

very busy term'.

Respondents were adament that the Project was
going well and achieving its goals and
identified the strengths of the headteacher,
staff and H.D.P. Coordinator team as continuing
to be the facilitators of change. The
development of pupils' work reflected a more
practical approach to activities, particularly
in science and technology, as puplils took more

responsibility for thelir own learning and
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resources. This progression was alsoc proferred

as evidence of the Projects positive influence.

The intermittent, yet nevertheless annoying,
interference of School E's headteacher was noted
by respondentg who were particularly worried by
his threats to involve the LEA's Link Adviser in
proposals that ran counter to H.D.F.
initiatives. The fear of 'reprisal' however,
had largely been tempered by the promotion of
staff who were recognised as supporters of the

H.D.P.

Participant Observation

The H.D.P. Coordinator continued to benefit from
the many opportunities created by the
headteacher and staff of GSchool C during the
late phase of the Project, to participate in
school-based activities, The facility was
further enhanced by the continued high level of
support for H.D.P. workshop seminars and
meetings given by the head and staff,
Observations show that the programme of change
and demonstration of good practice, recorded in
earlier rounds, had continued. Greater

attention was now being focussed upon: -
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- curriculum development and course

evaluation;

- teacher led initiatives;

- integrated day teaching system for upper

and lower schools;

- staff development programmes.

Staff, parent, pupil and Coordinator involvement
in School C was being carefully and effectively

organised by the industrious headteacher.

The involvement of parents had enabled small
group work to extend into heighbouring local
environments and had provided valuable
Improvements to the schools appearance, and

increased shelving and display facilities.

A more systematic programme of recording and
evaluating childrens' progress had been
instituted. Science and technology initiatives
continued to receive attention within a well-
balanced curriculum, Careful purchase of

resources supported these developments.

The staff of school € had fully accepted

ownership of the Project and made regular
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suggestions as to workszshop content, supplied
evidence of work carried out in school, were
regular contributors to the Project monthly
newsletter, led facets of Centre-based seminars
and made positive requests for help in review

evaluation and appraisal procedures.

3.8.6 Specific School Data — School D

3.8.6.1

Diary Evidence

The progress outlined in the mid phase
evaluation continued to operate in School D. In
particular, team spirit had grown into a high
level of collaboration that extended into most
facets of the school's work. Diary entries

show: —

- carefully organised staff meetings in
which a systematic analysis of Froject
initiatives was executed by course

participants;

- the development of an integrated day

teaching system;

- science and technology teaching occurring
in all age ranges with an emphasis on

practical work;
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teacher curriculum leaders having
developed the confidence and expertise to
organise and present school-based

workshops;

the presentation of display evidence using
a range of media, showing work pertaining

to the H.D.P. on a school-wide basis;

the establishment of evaluation
initiatives incorporating a programme of

record-keeping;

continued careful purchasing of H.D.P.
sponsored resources for the practical
subjects area fitting 1into an equally
careful centralisation of resources
policy, organised and maintained by the

school staff;

evidence, through the childrens' work of
the nature, scope and progress effected by

Project Initiatives.

Semi—-Structured Interviews

Staff

resentment at being Involved in the

Project, declared in round one of the

evaluation, that had evaporated by the mid phase
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to be replaced by a feeling of partnership had,
by the late phase developed 1into a pride of
ownership attitude Iin which respondents proudly
described thelir progress and capably sketched

future intentions.

In a scheool which was competently carrying out
major change in its teaching strategies and to
the curricular programme, few problems apart
from the constraint of time, were recorded by

respondents,

Whilst H.D.P. workshops continued to be well
received, the primary science and problem-
solving computer assisted activities being
especially mentioned, respondents were now keen
to reflect on school-based developments
particularly their movement towards course
evaluation. The visit of the E.S.G. H.M.I. and
the compilation of an evaluation report had
provided a sufficient stimulus for the
establishment of a teacher group to prepare a
school policy for recording and evaluating pupil
progress. Science and technology remained the
principal focil of change and more sophisticated
resourcing of these practical activities had
reflected in the school-wide displays which
frequently used three-dimensional design formats

for whole-school projects. School-wide aims and
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objectives had been formulated by the staff for
the Project in its late phase and these,

respondents believed, were belng achieved.

The provision of supply cover and resources, the
effective collaboration between school staff and
staff of the H.D.P., the quiet, efficient and
encouraging support of both headteacher and
Coordinator were of fered as the principal
facilitators of change. Attempted interference
by the headteacher of School E in the inter-
school response to the H.D.F. and the apparent
inability of representatives from School F to
of fer either positive or systematic support to
the Project were noted, but not oftfered as
serious barriers to change at the individual

school level.

Participant Observation

School D, 1in the late phase, displayed much
evidence of a happy, enthusiastic, highly
motivated group of teachers who reacted
positively to effective school leadership and
who welcomed the collaborative support provided

by the H.D.P, In particular: -

- the work of pupils reflected the

implementation of initiatives from Project
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workshops and the teachers attention to
practical work in science and technology

within a whole-school curriculum policy;

a carefully defined and coordinated policy

of record keeping had been instituted;

attention was paid to programme
evaluation, for which school documentation

had been produced;

teachers appeared bouyant and associated
the Project with the growth of personal
kudos for which they quoted instances of
staff advancement including one

appointment to headteacher grade;

within the school environment there was
much evidence of the care pald by the
school to Project initiatives which in
themselves, whilst indicators of content,
reflected attention to enhancement of
classrooms and work areas 1in particular,

!
and to the whole school image;

pupils received the new practical
initiatives enthusiastically and
participated 1in the evaluation of these

initiatives;
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- parents had been involved in school
improvements associated with Project
demands and had aided course-related field
exercises, the Home~School Reading
programme and attended workshops presented
by the staff and pupils in the designated

curricular areas;

- the staff of School D appeared not to be
deterred by unprofessional comments
presented by both the head and some staff
of School E and were prepared to tolerate
the intermittent participation of staff

from School F.

3.8.7 Specific School Data — School E

3.6.7.1

Diary Evidence

The stirained working relationship between the

headteacher of School E and the H.D.P.

Coordinator described in the mid term
evaluation, (3.5.7, had worsened during the
final phase of the Froject. Instructions had

been issued by the headteacher to the staff of
School E to restrict Project work to that which
was positively related to the school needs. The
headteacher stated that his staff may well

experience 'innovation overload' because of the
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pressure of work trom school and LEA initiativeé
other than the H.D.P. The Coordinator was
informed, by telephone, that S5chool E would not
liaise with other schools and H.D,P. Project
personnel would not be given permission to work
within the school, although, as in the previous
phase this prohibition did not extend to the
separate nursery provision. Excluded from
proper channels of communication the H.D.P.'s

work with School E was seriously restricted: -

- Workshop places were not totally fillled by

the school staff;

- Individual teachers had sought the
Coordinator's participation within their
classroom, but not as a structured part of

of the schools involvement in the Project;

- There was 1little evidence 1In school of
pupils work emanating from Project
initiatives apart from the Iincrease iIn
their resources which the school continued

to request;

- Science and technology continued to
operate as the domain of subject

specialists with & minimum of teacher
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collaboration and a lack of resource

centralisation;

- Display, as recorded previously, continued
to be well organised by the headteacher
and tco provide a good visual introduction
te the school 1In public areas. The
quality of display was less effective
elsewhere and rarely incorporated aspectis

of the Project's work;

- Nursery staff participated in the Project
in isolation from their school colleagues.
The H.D.P., Coordinator continued to visit
this separate block and participated in

teaching and programme dissemination.

Semi-Structured Interviews

Variously claiming that, views had not changed
from the mid phase, pressure of work prohibited
participation, or 'fearful of headteacher
disapproval', several course members from School
E declined to participate in the short interview
session. The one respondent taking part

indicated that:-—

- the staff of School E had discussed the

current activities of the Project and
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continued to support their headteacher's
view that they 'were not appropriate for

thelr school';

workshops had been quite useful, but were
not identified as being sequential or
systematic and thus provided no difference
to INSET courses and were less tailored to

school needs than training days;

change occuring within the scheool during
this phase could not be directly
attributed to the H.D.P., but rather to
planning organised and introduced by the

schoel itself;

some facets of science and technology had
been Iintroduced by a Project participant
and the equipment obtained from the H.D.P.
had been of value. As a facilitator of
change in these subject areas, the
respondent pald respect to the member of
staffs existing knowledge and his ability
to 'customise' the Project's work in order

to fit the school's programme;

discussing facilitators and barriers to
change in School E lay largely outside of

the H.D.P.'s ‘'zone of influence',
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Participant Observation

The strained relationghips between the H.D.P.
Cocrdinator and the headteacher of School E,
previously presented, restricted the former's
ability to participate 1in all but peripheral
school—-based activities. Observations recorded
below relate mainly to H.D.P. Centre
workshops/seminars and to visits to School E's

nursery block.

These show: -

- individual participants developing
conf idence in the prescribed Project
curricular areas leading to the initiation

of facets of this work in school;

- a continued demand for resources wilthout

participation which, when met with a
negative response, led to further
antagonism between headteacher and

Coordinator and the heads involvement of

the LEA's Link Adviser in support of this

stance;
- continued employment of traditional
teaching methods, which excluded

collaborative—-team teaching, and operated



~308-
in separate classrooms to a fixed

timetable and maintained subject elitism;

- a nursery staff, operating independently
from the remainder of the school, involved
in all aspects of the Project which 1in
this phase had lain emphasis on course

evaluation.

3.8.8 S5pecific School Data - School F

3.8.8.1

'Organisations are dynamically conservative,
that 1is to say, they fight like mad to remain
the same. Only when an organisation can't
repel, 1ignore, contain or transform the threat
does it respond'

(Schon D A, 198&3>

Diary Evidence

Changes were introduced 1into School F in th

]

late phase which had appeared unlikely from the
evidence emerging in earlier phases, The
motivation for change came from two sources,
leadership fear and leadership changes. The
headteacher of School F, aware of the H.M.I.
visit to the school, had become fearful of the
exposure of the school's poor response to H.D.P.
initiatives. This led to limited attempts to
‘dress the school' with appropriate, Project

focussed displays and to introduce some work in
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science and technology. In spite of this
display of support feor th H.D.P. the
headteacher's initiatives were met with staff
hostility. However, within the late phase the
school's deputy headteacher was granted early
retirement on the grounds of 1ill health. The
successor to this post was an industrious
teacher from Schoecl A who, having passed through
the initial phase of resentment and uncertainty
over the H.D.P. at that school had emerged as
one of 1its active converts. The effects of

these two developments had been: -

- the introduction of sporadic use of
practical science and technology work 1in
most classrooms, coinciding with the

H. M, I. visitation;

- improvement of Project focussed display
work in public areas of the school, all of
which had been arranged by the deputy

headteacher;

- improved attendance on H.D.P. workshops;

- dissemination of expertise and information

from workshops by the deputy headteacher,

to whom the headteacher delegated Project
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matters - the first such occurrence in

School F;

- a general improvement 1in display and art
features in the upper school area
reflecting the deputy headteacher's

influence;

- the 1introduction of parental involvement
in school-based social events and iIn art
and craft, outside visits and home reading
programmes organized by the deputy

headteacher;

- evidence of use of H.D.P. sponsored
resources and a more careful approach to
the ordering of the resources under the

control of the deputy head.

Semi~Structured Interviews

The infermation in this section 1s based wupon a
single interview with the deputy headteacher of
School F, all other members of staff having
refused to participate. [t is accepted that 1In
consequence of the limited sample and the
declared interest of the respondent, the

evidence may not be generalised.
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The respondent presented much evidence of the

problems facing the implementation of the
Project. In particular: -
- the staffs unwillingness to discuss

initiatives;

- the poor attendance by staff on the
earlier H.D.P. workshops which had
resul ted in the failure to build a

platform for change;

- the unwillingness  of staff to permit
either the deputy headteacher or Froject
Coordinator to work within their

classrooms;

- the failure of staff +to share expertise

and resources, or to work collaboratively;

- the evidence of stress, tension,
unhappiness amongst staff who, when
asked/obliged to participate in the
Project, frequently rescorted to
antagonistic and occasionally violent

behaviour.

The respondent had found the workshops helpful

and was particularly satisfied with those
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featuring primary science and problem solving
activities. Due to the problems existing within
the school, the respondents view was that the
Project had made little impact in the past and
that by increasing staff stress was possibly
causing harm, Concern was expressed about the
effect lowering staff morale was having on the
pupils, The respondent declared an intention to
factlitate change, but described the need for

caution and gradualness.

Participant Observation

Banned from the staffroom, prohibited from
working in the classrooms and frequently
subjected to verbal abuse and threatening
behaviour the H.D.P. Coordinator's observations

of School F, in the late phase, revealed that:-

- the problems of morale and unwillingness
to work as a team, described in earlier

phases, remained;

- the headteacher remained unsupportive of
Project 1initiative and had welcomed the
opportunity to delegate these duties to

the newly appointed deputy head;
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artificial and temporary responses to
Froject workshops had coincided with the

E.5.G., Project H M. I. visit;

increased attendance at Project workshops
wag largely due to the deputy head's

participation;

attempts to disseminate workshop
information by the deputy head was largely
met by a mixture of disinterest and

antagonism;

An improvement 1in teaching method, width
and depth of curricular initatives, within
the upper school led by the deputy head,
included the introduction of science and

technology practical work;

a more efficient selection of resources
for the Project had been organised by the

deputy head.
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Within Site Analysis — Late Phase

Dovetailed Issuaes in School A

The significant level of change reported in the mid
phase evaluation had continued throughout the late

phase with increased strength being given to:-

- the development of the deputy headteacher's

Project leadership role;

- staff support for change, further strengthened;

- the nature of the innovation, particularly the

attention given to evaluation;

—- closer cooperation between the school and H.D.P.

personnel.

Attendance at Project workshops, good dissemination
of information, development 1In science/technology
practical teaching had been maintained and in some
cases strengthened in round three, Evidence had
been gained of the positive influence of the

Project innovations on pupil's work.

The emergence of the Scale post curriculum leaders,
appointed in mid phase, (3.6.1>, as confident

support and development tutors promoting change,
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leading school based seminars and organising
resources for their colleagues in the Project
curricular areas, was the most important
development in School A during the late phase. The
combination of confident staff support for change
and the enhanced leadership stature of the deputy
head facilitated the acceptance of staff ownership

of the Project.

The continuing pace of change, which In phase three
had quickened, accentuated the time demands made by
the H.D.P. and had been the lonely factor noted as

hindering projected changes.
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3.9.2 Dovetailed Issues in School B

Rounds one and two of the evaluation had revealed a
slow pace of change occurring for this gchool.
Within the late phase the pace of change had

increased largely due to:

- the virtual cessation of fear of teacher
appraisal and the bellef that inter—-school

comparison would not be effected;

- improved organlsational management that had
largely overcome the constraints of the school's

cellular structure;

- increased staff collaboration relating to whole
school thematic approach as that focussed upon

the specified curricular areas;

- planned attention to the Iimprovement of the

school's climate for change.

Particularly effective in the late phase, had been
the school's acceptance of ownership of the Project

which resulted from the growing belief that:-

- the proposed changes were relevant to the school

as a whole;
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- benefits would accrue for both pupils and staff;

- the changes were feasible in terms of required

resources, and time available.

The headtescher of School B, never to be a dynamic
force for change, had grown 1n leadership stature
as the Project proceeded with the sgsupport of the
school and H.D.P. staff and through effective
dissemination of information and strategies from
the well-received Project workshops. The
headteacher had created purposeful, whole-school
activities that were clearly linked to the change

goals and priorities.
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3.9.3 Dovetailed Issues in School C

An examination of data gathered over the three
phases of the evaluation for School C reveals a
number of consistent factors, each of which

facilitated change: -

- the unswerving support of the headteacher for

the H.D.FP.;

- strong, effective, democratic school leadership
which promoted and coordinated staff suppert for

the Project;

- effective ordering and use of the E.5.G.
sponsored resources, including teacher supply

cover for H.D.P. initiatives.

The high quality of work and introduction of change
evidenced throughout the earlier phase of the
evaluation continued 1in the late phase. The
principal feature of this evidence was the level of
increased sophistication rather than additional

innovation: —

~ H.D.P. initiatives had become task—-specific 1.e.
the activities had ©been clearly 1identified

rather than broadly generalised, and the
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responsibility for carrying them out had been

unambiguously assigned;

- initiatives had become temporal i.e. target
dates had been specified and achievement

monitored;

- whole school themes demonstrated subject

integration;

- initiatives recognised cost—-effectiveness in

terms of the investment of both time and people;

- above all, 1initiatives were carefully organised
to produce purposeful activities clearly linked

to the change goals and priorities.

Through the recognition of the benefits that had
occurred, and were continuing to build for both
staff and pupils by their participation in the
Project, and by attention to strengthened levels of
staff and Interschool/H.D.P, collaboration, School
C had welcomed the acceptance of Project ownership
and had developed a quality and clarity of wvision
regarding the future of the innovation. Change in
School C undoubtedly Dbenefitted from the good
humoured atmeosphere existing within the hard-

working staff.
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3.9.4 Dovetailed Issues In School D

The clear message emerging from consideration of
the three phases of the evaluation for Scheool D was
that the innovation was very much on course. In

each round evidence had accrued of:

- the positive effect of strong, yet democratic

leadership provided by the headteacher;

- effective support for the Project and full
involvement in its programme from the staff of

School D;

- a high level of collaboration between school and

H.D.P. personnel.

The management of the 1nnovation, operating on a
variety of fronts and in a varliety of contexts, had
an impact on many rather than a few endeavours and
as such displayed the characteristics of successful

and radical curriculum change. Namely:-

-~ proposed and applied changes had been identified

as relevant to the school as a whole;

- benefits accruing to both pupils and staff had

been registered;
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- the character of the changes and their
implications appeared to be understood by all of

the participants;

- the fessibility of the changes In terms of
resources and their availability had been taken

into account.

The climate for change in School D, already very
supportive by the mid phase avaluation was
positively buoyant in the late phase, Staff of the

school head:

- accepted full ownership of the Project;

- welcomed cooperation from, and collaboration

with, other schools and the H.D.P.;

- welcomed parents to participate in Project

related school work;

- promoted physical and decorative changes to the
school to promeote its environmental impact and

to reflect evidence of the Project's 1impact;

- provided the impetus for course evaluation, the
creation of sophisticated recording procedures
and effective programmes of course

dissemination.



Stafft cohesion and commitment combined with
effective leadership and the will to cooperate with
Project colleagues and H.D.F. personnel produced a

high impetus for change in this school.
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3.9.5 Dovetaliled Issues in School E

The Project had continued to meet with resistance
in this school. The negative factors that had been
identified in earlier rounds as impeding change had
become more acute by the late phase. In

particular:

- school leadership actively worked against H.D.P.
initiatives through a pelicy of non-
participation in workshops, non—collaboration
with other Project schools and the H.D.P., and no

cooperation with the Project Coordinator;

~ the headteacher continued to openly display

hostility towards Project initiatives and

antagonism towards the Coordinator;

- staff commitment to the Project had further

diminished although individual teachers,

especially the nursery staff, gave it support.

In consequence of these factors:-

- school leadership of the initiative;

- creativity and innovation;

- teamwork and motivation of the staff;
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- relevance of proposed changes;

- impetus for change;

had been lowly recorded through the separate
instruments and showed no positive support for the
Dockland Project, but had rather led to a policy of
separation in which initiatives had foundered and

old practices had been further strengthened.
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3,.98.6 Dovetalled Issues in Schoel F

The H.D.P. sponsored changes introduced into School
Fduring the late phase reveal a combination of
artificial and genuine causes, The visit of the
E.5.G. link H.M.1I. and the School's need to provide
documentary evidence of Project initiatives caused

artificial and somewhat clumsy responses:

- display work was improved in public areas;

- science and technology teaching was briefly

introduced to coincide with the visit;

- equipment gathered throughout the Project became

more evident, 1f not properly introduced into
teaching;
- past H.D.PF. documentation was requested and

examined prior to the construction of a staff

document.

The newly appointed deputy headteacher to whom
leadership of the Project in School F was
delegated, did, by contrast, make serious efforts
to counter staff malalse and H.D.P. stagnation.

Through her efforts in the late phase:-
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- attempts were made to disseminate Froject

information;

- practical workshops 1in science and technology

were Iintroduced in the upper school;

- improved displays featured H.D.P. work in the

deputy heads room and immediate area;

- parents were involved in initiatives.

Continued resistance from the staff, stress and i1l1
health, wvaccilating, yet nevertheless influential -
headteacher participation and interference by
School E's headteacher, which added to the
confusion, largely reduced the deputy headteacher's
efforts, and thus the Project's impact to the

confines of her classroom.
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Cross Site Analysis — Late Term Phase

The late term cross site analysis is a perpetuation
of the attempts established 1in earlier rounds of
the evaluation to draw from the site specific data
those factors which appear to be operating within
the innovation 1in general, to see {f general
patterns .of development and causes have emerged. To
support the analysis and to demonstrate congruency
with findings derived from the other evaluation
instruments a group evaluation procedure, Nominal
Group Technique, that followed practices
established by Delbecq Van de Ven and Gustafson
(1875>, and refined by O'Neil (1981), was used with
fourteen network members attending a Project
evaluation meeting. The composition of the meeting
was representative of all the Project Schools.

Participants considered two questions;

- “"What, 1in your experlience, are the main barriers

to change in the H.D.F. presently existing"?

- "What, in your experience, have been the main

facilitators of change for the H.D.P. so far"?

The following lists, (which are incorporated in the
main text in order to emphaslise comparisons/
contrasts with data gathered by the recurrent data

collection instruments), are a record of the: issues
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10.

11.

1z,

14.

15.
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identified with the number of votes cast in the

process of prioritising items:

What in your Experience are the Main Barriers to

Change Presently Existing?

Votes

Cast

Headteacher's lack of support 5

w

Headteacher's discrimination against H.D.F.

initiatives

W

Lack of confidence to cope with proposed changes
The nature of the Projects initiatives

Limited experience of staff in curriculum 13
development

Uncertain goodwill of staff 7
Difficulties caused by preparing for change 11

whilst maintaining the existing system

Domineering staff with negative attitudes 4
Lack of time for staff involvement 45
School based Project leadership power struggles 2
Subject chauvinism 9
Fear of teacher appraisal 9
Uncertainty of parent attitude towards change

Staff unwillingness to accept need for change 7

Incompatabllity of proposed change with school's &
development plan

Worry over loss of influence caused by sharing



17.

19.

20.

21.

22.

23.

25,
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expertise

Change indigestion

Impact and impositions of teacher union sanctions

Pressure of other initiatives

Fear of failure

Lack of inter—-school liaison

The traditional organisation of the school
Inter-school rivalry/fear of comparison
Project schools lack of technological and
scientific backgrounds

Unhappiness of staff performing in unfamiliar

school-based practical workshops.

What In Your Experience Have Been the

Facilitators of Change so Far?

Headteacher's support for change

Good working relationship with the H.D.P.
Nature of the H.D.P. innovatlons

Staff's motivation to change

External rescurce support for change

An appropriate climate for change in school
Good communications at all levels

H.D.P. expertise and interest

AW

140

Main

Votes

Cast

16

16

i0

13

15
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10.

11,

13.

14.

15.

16,

17.

i8.

19.

20.

21.
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Regular time-tabled meetings for information
dissemination
Appointment of school based curriculum leaders 2
Desire by staff to respond to changed pupil needs
Development of open management meetings
Outside influences - H.M.I. and the LEA 5
Honesty and trust amongst school staff and 10
H.D.P. personnel
Staff willingness to evaluate and share ideas
Problems with existing curriculum indicating

need for change

Co

Staff and pupil reception of science and

technology strategies

Staff collaboration 10
Team teaching 5
Goodwill 3
Kudos gasined by participation in the H.D.P. 8

140

The fourteen N.G.T. participants had each recorded
ten votes on the basis of four votes for their
first choice, three for the second, two for the
third and one for the fourth, in the compilation of
the list of priorities. When interpreting the
responses certain limitations should be borne in
mind. Some 1tems reflected the management of
change situation of ©particular members of the

network and this did not necessarily coincide with
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the general roles of participants, Whilst there
were representatives from each of the Project
schools present at the N.G.T. meeting, the
membership, which consisted of three

representatives from each of Schools A, D and E;
two from each of Schools B and C and one from
School F, was not only unequal it was also not in
proportion to total staff numbers. Finally no
Froject schoeol headteachers participated 1In the
N.G.T. exercise,. With these provises in mind the
principal results from the procedure identify as

‘the main barriers to change presently existing'’,

- the lack of time for staff involvement;

- limited experience of staff in curriculum

development;

- difficulties caused by preparing for change

whilst maintaining the existing system;

- fear of teacher appraisal.

It is of wvalue to note the similarity this
procedure produced with the principal barriers to
change detected by the use of the other evaluation
instruments; the participants acknowledgement of

their lack of expertise in curriculum development
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and their desire to protect current practices

whilst participating in a programme of change.

<

The 'main facilitators of change so far' that

received the N.G.T. participants main support were:

- headteacher's support for change;

- good working relationships with the H.D.F.;

- external resource support for change;

-~ H.D.P. expertise and interest,

These again largely mirrored the evidence gathered

by the other evaluation instruments, described
above. The partnership between the schools and the
H.D.P., well featured in these returns, received

further support from the second placed 'group' of

votes 1i.e,

- nature of the H.D.P. innovation;

- honesty and trust amongst schoel staff and

H.D.F. personnel;

- staff collaboration.
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The late term phase analysis in general, for the
six Project schools, identified the following
features:

- the pace of progress and the positive influence
of the Project in the schools was linked to the
degree and quality of support given by the

headteacher;

- the nature of the H.D.P.'s support had varied
according to the needs of the schools and of

individual teachers;

- curriculum workshops and school-based work
involving the H.D.P. had assisted class teachers
to improve and use more flexible approaches to
teaching and achieve a balance of whole class,

individual and group work;

- improvements in styles of teaching and learning,
initiated or supported by the Project had taken
place in many schools and benefitted the work of
the children. Parental awareness and

perceptions of the H.D.P. had risen;

- most of the Froject schools showed close
associations between standards achieved and the
efficiency of planning, preparation and

evaluation of the work. These elements had been
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subject to the amount of time available and the
quality of cooperation among the head, the
H.D.P. personnel and the class teacher. The
quality of the H.D.F. team was recognised as a
cruclial factor in establishing mutual trust and

confidence;

in-service training had provided support and an
initial impetus for school initiatives and,
whatever form 1t had taken, its impact had been
mest marked when the whole staff of the school
had been 1nvolved through collaborative practice
and where cooperation with the H.D.P. had become

a regular ocourrence,

INSET had generally been most successful In
schools which had procedures for disseminating

the content and outcomes of the H.D.P.;

the Froject had made positive impact on

curricular organisation and teaching methods,

particularly in practical sclence and
technology;
resources provided by the H.D.P., including

supply cover for course participation, remained

a positive facilitator of change;
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the more progressive schools had accepted
ownership of the Froject and become increasingly

concerned with course evaluation.
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CHAPTER FOUR GENERAL CONCLUSION, SUMMARY AND
RECOMRTENDAT IONS
4.1 Introduction

The attempts at progressive focussing that have
climaxed in the cross—~site analysis, located at the
end of each phase of the evaluation, have provided
interim summaries which preclude the need for
presentation of an additional analysis of the
substantive detail of the innovation. The aim of
this concluding sectlon, therefore, 1Is to provide a
comment on the general thrust of the work, in terms
of both the study of an innovation and its
principal characteristics, and to present some

balanced conclusions.

Throughout the phased evaluation attention has
concentrated on those aspects which Paisey (1982
described as being 'deliberately introduced by

management 1in response to or in anticipation of,

perceived change' and whose purpose was, ‘to
reconstitute, renew and re—-energlse the
organisation in relation to {ts objectives' (see

1.1 above, Paisey, 1983, p.180). Emphasis has been
placed on process within the learning milieu rather
than the outcomes, and upon the climate for change

within the Project Schools.
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The pattern of presentation adopted in the summary
follows that set out by Morrison (1986), which
identified the factors necessary for successful
curriculum change: the nature of the innovation,
the leadership, the participanits and the innovating

institution.

The Nature of the Innovation

The aims of the Urban Primary Education Support

Grant were both general and specific and merit re-—

emphasis:

- to raise pupils' performance;

- to ralse teachers' expectations;

- to improve the organisation and management of

schools;

- to improve the curriculum;

- to involve parents in the work of the school;

- to explore other policies that might lead to the

schoels' improvement.

Cleveland LEA further elaborated DES directives by

exXxpressing thelir aim to improve classroomn
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effectiveness by cooperative interactive and
collaborative means with emphasis being placed on
extending classroom practice in language, drams,

art, science and technology.

The process of innovation, described in 1.13 above
as passing through four stages, did not initially
operate smoothly or systematically. The bid by
Cleveland LEA for the Educational Support Grant had
minimal documentation and even this was not made
avallable to Project 8Schools or the Coordinator
with the consequent misunderstanding of aims and
objectives. The ‘invention’ stage was further
troubled by 1its 'false start' in which the Project
commenced in advance of the Coordinator's
appointment and was poorly structured, poorly
presented and inadequately represented to the
teaching staffs. The major problems facing the
implementation of the innovation, described in
phase one of the evaluation, highlight this 'false
start' and the suspicion and hostility this created
with staff of the Project Schools. One result of
the lack of preparation was the lengthy settling
down period in which the Project teams' activities
were fragmented. The innovation's development
stage, whilst bridging the three phases of the
H.D.P., was more effective from the mid phase when
participants began to savour the programme of

practically orientated workshops and to operate
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more collabeoratively. At this stage the emphasis

of the Project became more closely focussed on, and

provided resources for, sclence and technology
initiatives. Within the mid phase, and extending
into the late phase, there was evidence of

increased concern for, and participation in, staff
dissemination of the H.D.P. initiatives. This
positive action related closely to an improved
climate for change in most of the Project Schools
and a high level of teacher cooperation through the
introduction of team teaching strategies, By the
late phase the evaluation recorded acceptance of
ownership of the Project, by two thirds of the
Schools, an adoption of its policies and
development of evaluation procedures. The final
stage of the process of innovation was further
marked by increased participation of parents in
school activities, and pupils in H.D.P., associated
work. By the completion of the late phase evidence
had been gathered that would suggest that in four
of the Project Schools, new methods and
organisational strategies had been built into a
pattern of working ensuring that a regression into

old ways would not occur.

Leadership of the Innovation

The pace of progress and the positive influence of

the Project in all of the H.D.,P. Schools was
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clearly linked to the degree and quality of support
given by each headteacher. In the schools which
had sustained an enthusiasm and commitment for the
Project the head invariebly had a clear vision of
how the H.D.P. could support the school's
development. In the more successul Dockland
Schools the heads had not only drawn on the Project
to support short term objectives, but also to
assist the implementation of more long term aims
which extended beyond the life of the H.D.PF. Two
of the Froject headteachers had provided support
for the H.D.P. from 1its inception through clear
decisive yet democratic leadership. One
headteacher, over awed by the innovation, grew 1in
leadership stature, both in terms of activating
school initiatives and participation in headteacher
meetings, as the programme unfolded and the fear of
comparison diminished. Another headteacher had
designated a member of staff to be responsible for

the coordination of all Project matters and others

delegated leadership of curricular areas. Such
delegation had proved effective and, once freed
from this management responsibility, these

headteachers proved more responsive partners to
H.D.P. initiatives and were able to offer
judgements about priorities and emphases in the

context of whole school development.
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In two of the Project schools too little
headteacher support had been given to the H.D.P.
team/coordinator and to the teachers engaged in the
programme. One head actively discriminated against
Project initiatives and the Coordinator encountered
resentment bordering on hostility and personal
abuse, The choice of Project schools, which had
not been 1impartial, rather reflected personal ties
between some heads and the LEA's Link Adviser, and
was largely to blame for these tensions. Two
Project headteachers had strong personal links with
the Adviser through previous professional
assocliation. These headteachers were of ten
informed of H.D.P. developments 1in advance of other
heads, and in particular, one headteacher
frequently wused this prior knowledge to create
dissent, and involved the LEA adviser in support of

his views.

Although the demands of the Project Initiatives had
been well managed in most scheools others had been
less successful and had found the pace of change
too rapid. Where full cooperation of the
headteacher had not occurred the impact of the
Froject, in their school, had not reached its
potential. This is reflected in the school context
charts presented for each of the phases In chapter

3.
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The H.D.P. Participants

The Project teachers generally had shown a high
level of commitment, perseverance, patience and
integrity. The value of their contribution had not
rested in them having any speclal expertise, but
rather on thelr positiveness, willingness to share
and build relationships within and between schools.
Participants were all drawn from urban primary
schools whose day to day demands were already
emoticonally draining sasnd strength sapping. Apart
from the 'false start' to the H.D.P. and the
general resentment at being 'targetted' Project
teachers had adapted +to the needs for change.
Trethowan (1987) uses the word 'target' to cover
terms such as aim, direction, purpose, objective,
plan or goal, and suggests that teachers will
commit themselves more strongly to targets which
they themselves have helped to suggest, define and
set and over which they have control. The notion
of deskilling and reskilling which the innovation
had entailed was not seen as a problem by most
staff who accepted the need for change and viewed
the introduced changes as an improvement on
previous practice, particularly where the improved
breadth of the curriculum had enabled children to
engage in science activities previously denied to

them.
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Improvement In styles of teaching and learning,
elither initiated or supported on the Project, had
taken place in many of the schools and had
benefitted the work of the pupils, The provision
of tools, supply cover and material resources by
the H.D.P. had matched the scheools' curricular
needs and had aided the introduction of teaching
and learning methods which encouraged children's
decision making and enhanced their sense of
responsibility with a resultant improvement in

behaviour,

Inset had generally been most successful in schools
that had formalised procedures for disseminating
the content and outcomes of the H.D.P. workshops to
the whole staff. At a practical level the staff of
schools found it easier to support one another and
to report back to colleagues when more than one
teacher had attended a course. Exchange visits to
see other Project teachers at work had played a
part in encouraging experiences about good practice
and standards to be exchanged, compared and

contrasted.

The Innovating Institution

The H.D.P. had supported six wurban primary schools

in the dockland area of Hartlepool. The Project

Coordinator, a seconded headteacher, was the only
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member of the ‘enabling' team although support was
enlisted f{for leadership of curricular innovation
from LEA advisory staff, H E institutions and

subject speclalists.

In the majority of the schools the Coordinator
assisted classteachers to improve or use more
flexible approaches to teaching and learning.
Working alongside staff in all but two of the
Project schools, actively participating in the
H.D.P. focussed staff meetings and providing
liaison links with other school and LEA
organisations the Coordinator had become identified
with facilitator change and as a crucial factor in

establishing mutual trust and confidence.

The efficacy of H.D.P. planning, preparation and
evaluation of work showed close association with
standards achieved. These elements had been
influenced by the amount of time available, the
quality of cooperation among the head, the class
teachers and the Project Coordinator, The
successful development of expertise and skills of
the schools' own curricular consultants, part of
the H.D.P. Brief, had led to the promotion of some
school staff and a belief that through association
with the Project, participants had gained personal
kudos. The H.D.PF. had stimulated curricular

development by encouraging a balance of teaching
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approaches and by extending practice in the ESG
specified curricular areas. The programme had

sought to achieve this through:

- the use of +the 1local environment and visits

further afield for cross curricular study;

- an lincrease of practical work in science and in

technology;

- more emphasis on Investigation, research and the

solving of problems;

- greater use of computer assisted learning

programmes;

- increased attention to aesthetic areas of the
curriculum such as drama, art and general

display of work.

In the majority of Project schools these aspects
had led to more thorough planning and challenging,
relevant tasks that had engaged the pupils in

worthwhile first hand experience.

The H.D.P. Schools had been provided directly with
extra science and technelogy equipment by the
Froject. This provision, aiming to match the

schools! curricular needs, had nevertheless been
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restricted to those initiatives which demonstrated
cooperation between school and the H.D.P, The
provision of supply cover for teacher participants
funded by the ESG, had facilitated both course

attendance and dissemination.

The Project had provided the LEA with useful
experiences and information about ways of improving
the work of inner—urban schools whilst recognising
that innovations in social systems do not have the
same effects for all. H. M. 1. expressed the view
that the Project had demonstrated the value of
sustained support for the schools' teachers and

pupils by H.D.P. personnel.

Even with the most supportive of the FProject
schools the H.D.P. Coordinator had found the
intreduction of change a slow process, and working
in the range of schools had needed to respond to
different expectations, needs and circumstances
necessitating approaches that were both flexible
and adaptable. The effectiveness of the
Coordinater's work had been, to a large extent,
dependent upon the commitment and investment of
those with whom the work had been done. The
preparation of schoois receiving sustained support
was identified as an Iimportant pre-requisite for a
projects early success. Careful preparation also

bore fruit in the form of grassroots development of
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staff Involvement and ultimate ownership of the

Project.

Critical Analysis of (he Research Methodology

The methodology adopted by the Dockland Project was
not seen as evaluation by an expert nor as an
evaluation by objectives, but was rather an attempt
to portray a process as it had happened. The aim
was to shed some light on the H.D.P., as a strategy
of in-service education and not to simply correlate

a battery of statistics.

At the commencement of the research a decision was
taken to Create an account that would be
‘accessible -and free from gratuitous theorizing'
and which would 'respect the Integrity of those who
helped whilst confirming my own'. (M Porter, 1984,
p. 150). In this context there was initial fear
that difficulties may be encountered by a long term
Coordinator/researcher, being too personally
involved in the Project,. Aware of the limitations
imposed by time and circumstance an attempt was
made to produce an overall picture of the Froject
by progressively gathering evidence in such a way
as to make 1t ‘'accessible to subsequent criticatl
assessment, to Iinternal and external c¢riticism and

to triangulation'. (L Stenhouse, 1878) p.9)
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The H.D.P. case record produced an infinite wealth
of experiences and of necessity, selectlions were

made which in terms of choice and interpretation,

attempted to be both fair and rational. Initial
decisions reveal flirtation with qualitative
approeaches to educational evaluation which,

reflecting and stimulating the challenge to
quantitative research, had developed a distinctive
style of case-study as a mode of disciplined
inquiry. The work of GStake (1967) relating to
‘responsive evaluation®' and 'portrayal', and that

of Parlett and Hamilton, (19727, on 'i1lluminative

evaluation' in particular, drew attention to
possible failings in traditional curriculum
evaluation styles. It was at this stage in the

design of the research paradigm that the advice
proffered by Miles and Huberman, 1984, in their
work, 'Qualitative Data Analysis’', began to be

appreciated, particularly to the H.D.F. which could

benef it from the use of ‘well-grounded, rich
descriptions and explanations of processes,
occurring in local contexts'. ( M B Miles and A M
Huberman, 1984, p.15). However, acceptance of

advice still left the problem of either adopting
and operating from a theory driven paradigm or,
alternatively, developing a grounded theory that
would appropriately cater for the unique
descriptions and processes of the Dockland Froject.

The theory driven paradigm approach was rejected in
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favour of a progressively focussing process that
would operate in three phases. Within the
successive phases attempts were made to explore the

climate of the Project schools and to erve

m

concurrent validity. The pattern of analysis that
was established 1in phase one of the process, was
repeated in the subsequent rounds where,
additionally, the setting of the general context
was cumulatively derived from a reading of
empirical data emerging from the successive phases
and by within and cross-site analysis. The
Project's chronological flow was preserved by the
use of qualitative data which was also responsive
to individual school contexts. Valuable guidance
was drawn from Parlett and Hamilton's 'Evaluation
as Illumination, 1872, which in 1its premise that
‘the task is to provide a comprehensive
understanding of the complex reality surrounding
the program', in short to "illuminate”, (M Parlett
and D Hamilton, 1972, p.30>, acknowledge that it
becomes 'imperative to study an innovation through
the medium of 1{ts performance and to adopt a
research style and methodology that is appropriate’

(ibid, p.31).

Data emanating from the project quickly mounted up
to quite alarming proportions and 1t rapidly became
apparent that orderly compilation incorporating

triangulation, and a degree of formallization in the
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analysis process were required. Continuing
courtship of Miles and Huberman yielded purposeful

advice

'We are committed to clarity in qualitative
analysis procedures, a commitment that requires
a good deal of explicit structure in our
approach to inquiry’

(M B Miles and A M Huberman, 13884, p.20>

At this point in the study it was necessary to
differentiate between the roles of in-service
cocordinator and researcher, This called for a
clarification of the focus of the study and an
identification of 1its specific objectives, Miles
and Huberman displayed the wares of the suitor,
that appesred to both champion the style of
qualitative approaches to educational evaluation,
and promise to match the needs of the H.D.P. A
marriage of the H.D.P. 1issues to the Miles and
Huberman mode and structure of evaluation followed.
Within a qualitative data case-study framework
research instruments were designed to be employed
in the collection of Project data. These followed
the guidance that, 'instruments should derive from
the properties of the setting, and from the ways
its actors construe them' (ibid, p. 272, Thé
honeymoon period saw a tightening of the study's
structural design, by the creation of a conceptual

framework (see Chapter 22 that divided the
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evaluation into the three phases described above.
The aim of this procedure was to conserve the data
gathering base from cycle to cycle, to successively

broaden this base by the introduction of the new

methods to the later cycles and, through
comparative analysis of their findings, enable
progressive  focussing to be undertaken. The

process was also sensitive to the view outlined in
chapter one that innovations evolve over time and
the cycle of analysis, typifying an actlion research
model, 1is maintained. In accordance with Miles and
Huberman the broadening of the data gathering base
'emerged empirically from the field in the course

of the study' <(ibid, p. 27).

Thoroughness and explicitness of approach to the
complexities of a project embracing the staff and
pupils of six primary schools, LEA and H.D.P.
personnel, was further clarified by Miles and
Huberman's definition of analysis which they
perceived as consisting of three concurrent flows
of activity: 'data reduction, data display, and
conclusion drawing verification' (ibia, p.21J.
Subjecting the raw data, gathered by the H,D.P.
instruments, to dats reduction facilitated the
process of selection, focus, simplification,
abstraction and transfeormation of what could have
otherwise been an overwhelming amount of material.

This selection of data display is to the
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gqualitative evaluator what multivariate analysis is
to the qguantitative evaluator. Miles and Huberman
define data display as 'an organisational assembly
of information that permits conclusion drawing and
action taking' ({ibid, p.27). Later in their work
Miles and Huberman declare that the idea of display
is central 1In their thinking and further define
‘display’, as meaning ‘'a spatial format’ that
‘presents information systematically to the user’',
(ibid, p.797. Their insistance that narrative text
was a weak and cumbersome form of display caused
the first signs of disharmony within the
'marriage'. The H.D.P. was principally concerned

with people and processes where the sublety of

narrative, which 1is described by Stenhouse, 1982,
as having the ‘capacity to convey ambiguity
concerning cause and effect', (L Stenhouse, 1982,
p.24>, 1is valued. Contrary to the view of Miles

and Huberman dilagrammatic treatment of qualitative
data masy be seen as complex and hard to analyse.
Also such treatment loses sensitivity through its

requirements to look for simplistic cause and

effect relationships. Attempts were made to
construct various causal networks, but the
multiplicity of their lines created great

difficulty for interpretation and would suggest
that it is this problem which causes data display
to break down unless it is restricted to relatively

simple forms. In many ways this variance of
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approach to that of Miles and Huberman mnust assume
some significance for, as explsined above, they had
declared that display, as a spatial format, was
central to their thinking. By contrast, the H.D.PF.
evaluation mainly relied wupon narrative and was
supported by diagrams only where such treatment
retained clarity in both presentation and
interpretation. This challenge to Miles and
Huberman necessitated the development of the
grounded theory outlined above, which was capable
of both nurturing progressive focussing and
maintaining sensitivity 1in the analysis of the

complexities of Froject school climate.

The early, mid and late phase cycles of analysis
were each concluded by cross—-site analysis, in the
pattern of Miles and Huberman. The dovetailing of
data drawn from the various specific data sources,
aimed to establish any over arching, general 1issues
or cross—data patterns which had emerged and
related to Miles and Huberman's notion of cross-—
site data in which 'sites' are referred to in a
variety of ways. In this manner concurrent
validity, established in the research, is being
observed. However, the experience of working
through the paradigm, 1in 'data reduction', caused

data tco be so reduced as to become niave and lose

Sreeme

the sensitivity which is the hal lmark of

qualitative data ansalysis. In retrospect the

i
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process may best be described as a useful tool, as

a set of instruments, but no more.

Separation from the Miles and Huberman model, in
which display is ‘central' and cross-site analysis
figures significantly, begs the gquestion with what
do we replace it? Perhaps, if curriculum
evaluation recognises the complexity of innovation
then replacement 1is not the answer, but rather
there 1is a need‘ for modification by a multi or
between method approach in which the researcher may
produce triangulation between methods which involve
the use of more than one method in pursuit of a
given objective,. Such procedures would employ a
pattern of triangulation as described by Denzin,
1970, as theoretical trisngulation in which +the
research ‘draws  upon alternative or competing

theories' in preference to ‘'utilising one viewpoint

only' (N K Denzin, 1870). In such a procedure the
researcher may identify certain lssues from
contrasting paradigms, and ignore others.

Similarly, the researcher may show a preference for
certain kinds of analysis, explanation and theory
that best meet the needs of the study and which
best portray the characteristics of 1the various
stages of evaluation. In this fashion an
evaluation would utilise the strengths of a
paradigm where it meets its needs, but may

elsewhere require alternative provision,. The
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amalgam of such provisions so producing the method
that may better maintain the unique nature of the

innovation.

With hindsight many flaws may be ldentified in the
H.D.P. research methodology. A multi or between
method format that extended beyond the limited
introduction of qualitative data in the H.D.PF,
would have been beneficial. The overall structure

of the Project that owes its form to Miles and

Huberman, and is embellished by Parlett and
Hamilton would, howaver, remain. Owing much to
illuminative evaluation this research, in a

scientific sense, cannot be objective although it
has its own criterial of validity based on
sensitivity, depth and candour, Concurrent
validity evolved as a product of triangulation
which employed instruments in the manner described

above,

Thus, from these perspectives and the experience
gained in the Project evaluation the following list
of recommendations are presented for future

consideration.
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4.7 Implications and Recommendations

4.7.1 For Substantive Areas of Innovation

4.7.1.2

XS
~J
—
w

4.7.1.4

An evaluation programme should be carefully
structured to allow leaders to offer clear
direction. This necessitates a deliberate
approach towards decision making to incorporate
a blend of committee, seminar and workshop

operations.

Attention should be especially given to initial
negotiations in\order to establish a cooperative
/democratic relationship between the evaluator
and staff participants. It is important to
recognise that credibility, acceptance and

influence have to be earned and not Just

assumed.

Avoid negotiating entry vicariously as it could
lead to working with the Wrong people.
Negotiate with the 'real' client who may not be
the organisation's leader, nominee or senior

member of staff.

Negotiations should extend beyond the Project's
alms and time scale to include the means of

systemmatic collection and dissemination of



4,7.1.5

4.7.1.6

4.7.1.7

4.7.1.8
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Information and data, and the form and

accessibility of the evaluation.

Look for signs of resistance and try to design
strateglies to overcome this while it is still

emerging.

Implementation is a crucial phase of an
innovation in which problems threatening its
viability may arise. After sadoption there is a
likely possibility that a perlod of confusion
will ensue during which participants may feel
deskilled. An analysis of the duration and
level of support is needed, and good aims and
objectives should be established, at an early

stage to guide future action.

There is a need for understanding by all of the
innovation's fundamental principles which may
require early informal In-service education.
The evaluator should not take 1t for granted
that participants have the skills necessary for
the adoption of new techniques and should be

prepared to provide training and support.

Adoption should wait on understanding. To help
to ensure understanding throughout the project

and satisty the various audiences a number of
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4.7.2 For
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reports should be targetted at the several

groups.

Superticlal change is easily promoted. In this

context beware of the 'rational adopters' and

‘pragmatic sceptics’ more than the 'stone-age
obstructionists', (Doyle and Ponder, 1976), who
are more readily identifilable. What should

occupy the central attention of the evaluator,
and prospective change-agent, is change that
lasts beyond the 1life of the Project and
enhances childrens' education but this lies

outside of the brief of the case-study.

Evaluator

Evaluators should receive training in the art of
research and evaluation to afford a degree of
objectivity, impartiality and independence. As
Projects can have impacts on working and
personal life beyond the span of the Project it
is important for all to maintain a propriety of

conduct.,

Evaluators should work within the bounds of
their influence and minimize attempts to

introduce change administrative directives,
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Whilst 1t is important to quickly establish good
working relationships with participants,
particularly within their setting, it is equally
important to Project leaders to retain a degree
of independence, a professional distance from

stafft.

The cultivation of interests of particular
staff, whilst sometimes necessary, should not

cause the evaluator to be drawn inte cliques or

lead to collusion. Working alone can make the
evaluator especially susceptible to staff
politics.

Curriculum evaluation has a subjective nature
and requires a variety-of measures to assess the
various forms of programmes. Within these
measures recognise that evaluation, being
partial in its cholice of data for presentation,
requires the independent views of as many as
possible of the participants. Multiple
perspectives will facilitate the {illumination of
the complexity and perceived status of the

Project.
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Future Research

Methodology

Having worked through the H.D.P. evaluation has
helghtened the belief that what would be advocated,
for future research methodology, is not the slavish
adherence to a pre-designed paradigm. Equally it
would not be a fully emancipated ‘'pick and mix'
approach. Rather the favoured ground-based method
would largely owe 1its origins to a single theory
base, yet, through i{ts freedom to utilise relevant
facets of others, would be better equipped to
represent the unique nature of the innovation and
portray its nuances during the evolution of its

several stages.

Substantive Areas

The ESG programme, being specific iIn 1{its aims,
highlighted the areas of study undertaken by the
H.D.P. which subsequently became the focii of the
evaluation. However, many developments lay cloese
to the innovation and would beg future examination.

In particular extended research could consider:

- the H.D.P. schools® reactions to the

implementation of Key GStages 1 and 2 of the
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National Curriculum in its specified curriculum

areas of Science and Technology;

- the ability of the H.D.P. schools to continue tc
operate in collaboration, to best utilise
available resources, 1in the 1light of the April
1990 introduction of LMS, (Local Management of

Schools);

- the primary/secondary interface between the
H.D.P,. tfeeder schools and their attendant
secondary schools to demonstrate continuity and

progression in science and technology teaching.

General Conclusions

The research findings of this evaluation, whilst
based on a range of perpectives and related
literature, have included personal understanding
and interpretations of 'curriculum evaluation®'. To
that effect, the recommendations listed above are
based on the experience gained during the course of
the Dockland Froject. Paradoxically, as the
research methodology ancompasses much of
illuminative evaluation the research 1is not, in a
scientific sense, totally objective. Whilst 1{ts
validity 1is defensible, and meets the requirements
of external criticism, the major claim of the

research is that it provides a perspective towards




~366-
further understanding of the complexities of

curriculum evaluation.

Both the research methodology and strategy of this
work could no doubt have been improved. Personal

understanding and interpretation could have related

to other 'accessible and well—-cited sources’,
(Stenhouse, 1978, as alternatives to those
presented in the evaluation. However, at the

commencement of the work decisions were taken which
were based on limited understanding and experience
of both curriculum research and evaluation. The
evaluation of the Hartlepool Dockland Froject
provided & valuable opportunity to learn about
curriculum evaluation whilst, at the same time,
activating the realisation that there 1is a great
deal more to learn about this process than can be

understood in one research project.
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Appendix A

The Factors Necessary for Successful Curriculum Change

(a

(b?

(cH

The nature of the innovation (Dalin 1978:ch. 2,
Nicholls 1983:23-27):

the origin of the demand for the innovation;

the complexity and manageability of a large scale
innovation;

the communicability of the innovation to its
recipients;

the clarity of the expression of the innovation,
its intelligibility;

the acceptability of the 1innovation to reciplents,
in terms of the consonance of 1ts aims with the
exlisting aims of the school and means of achieving
the aims;

the ability of the innovation to solve a perceived
curriculum problem in the school;

the anticipated rate of change;

the degree of change - fundamental to superficial
(Hoyle 1876:27>, replacement to improvement.

The nature of the leadership of the innovation
(Waters 1983:79-80):

the degree of power and authority of the leader;

the degree of the leaders's legitimacy and
credibility, which is achlievable by dint of:
involvement in professional activities; expertise -
subject knowledge and successful pedagogy;
enthusiasm; effort sensitivity to staff and pupils'
needs, 1interests and aptitudes; sound interpersonal
relationships.

The nature of the participants in the innovation
(Dalin 1978:ch, 2; Nicholls 1983:ch. 4

their involvement in, and ownership of, the
innovation;

thelr commitment;

their interest;

their cohesiveness;

their shared values and co-operation;

the strength of the staff's morale;

the presence of adequate inventives and support for
necessary risk taking;

their willingness to face the deskilling factor of
the innovation (Nisbet 1975:11).
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The nature of the Iinnovating institution (Nicholls
1883:ch. ©6>:

its open and utilized channels of communication;

the existence of shared decision making;

respect of individual staff autonomy and
professionality;

the adequate provision of resources of time and
money;

administrative support;

its receptivity to change; '

its state of organizational health (Miles 1865:
172-173;

the sharing of leadership roles.

Morrison (1986)
(pp. 178-179)
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Appendix B

TEACHERS PERCEPTIONS OF CHANGE

Radical Conservative
Optimistic 1 2
Pessimistic 3 4
Type 1 The optimistic radical may be defined as someocne
who approves of fundamental change and i3 likely to
perceive current changes as belng rapid, large-scale,

fundamental, revolutionary and linear,.

Type 2 The optimistic conservative may be defined as
someone who tends to disapprove of fundamental change and
perceives current changes in education as largely
superficial and cyclical, leaving the essential functions
of education untouched.

Type 3 The pessimistic conservative may be defined as
someone who disapproves - of educational changes  but
percelives the changes which are occurring as beling large-
scale, fundamental and revolutionary,

These categories are obviously an oversimplification of
people's perspectives, but they do serve to indicate that
one has to consider not conly the facts of change but also
the interpretation of these facts according to ideology.

HOYLE AND BELL (1872
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Appendix C

The Dimensions of Change

Hoyle and Bell (1972) attempt a simple classification of the dimensions
of change in relation to the curriculum which are not exhaustive nor
independent of each other which is shown below:-

Dimension Range

Rate rapid ...... . i, slow

Scale large ..iiiiiieiionnns small
Degree : fundamental .......... superficial
Continuity revolutionary ........ evolutionary
Direction linear .....vvuuveuven. cyclical

Hoyle and Bell
(1972)
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Appendix D

TABLE 1

Examples of possible ‘'costs' and ‘rewards' to teachers
arising from the implementation of innovation.

COSTS REWARDS
1. Time demanded 1. More stimulating/interesting
teaching

2. Need to learn new 2. Improved discipline among
skills, acquire pupils
new knowledge

3. Prepare new 3. More time allocated for
materials planning lessons

4. Adopt unfamiliar 4., More resources made
patterns of available
teaching

5. Reorganisation of 5. More status/recognition for
administrative 'innovative' teachers

structures

6. Threat to autonomy 6. More active part in decision—
making
7. Subject expertise 7. More money

undermined

8. Unwanted 8. Promotion
collaboration with
other teachers

9. Change in power
structure among
teachers, teacher/
pupils

Brown (1980)
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APPENDIX ¢

Semi-Structured Interview Schedule

How did you first learn of the Hartlepool Dockland
Project?

(hopes/fears; challenge?).

Did vyou understand the aims and objectives of the
Project prior to/at the commencement of the programme?

(effect on your role?).

Have your perceptions of the HDP's aims and objectives
changed?

(or in process of changing?).

What problems have occurred in implementing the Project?

(how have they been addressed/overcome?).

What has been happening in the Project?
(why has it been happening that way?).

How well do you think the Project is going?

(achieving its goals, living wup to expectations,
surprises?).

What have been the main facilitators of change so far?

(why?).

What have been the main barriers to change so far?

(why?).
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Appendix F

The DION Questionnaire

The climate of the school was registered by using the DION questionnaire
results. Sixty six negative statements are responded to and the

results collated to yield data under eleven headings (A to K inclusive).
The meaning of each heading is shown below:-

A

O m m 9o O w

H

Relationship with the environment.
Staff selection.

Structures and roles.

Leadership of staff.

Creativity and innovation.
Resources (Acquisition and usage).
Problem solving capacity.

Teamwork amongst staff.

I - Motivation of staff.

J - Aims (Clarity and consensus).

K - Staff development.

The results of the DION questionnaire are presented in three ways;

table one presents the total scores for each heading person by person;
table two converts aggregated scores for all respondents into percentage
responses which are affirmative of questionnaire statements for each
heading; and table three indicates the total score for each of the

sixty six statements which allows particularly distorting or emphasised
statements to be identified. The higher the score or percentage the
more the factor is seen to be a problem within the school and conversely
the lower the score or percentage the less it is seen to be a problem
within school.
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Appendix F: The DION questiormaire

Diagnosing Individual and Orgznisational Needs (DION) fou

Steff Development in Colleges

DION is an inventory containing sixty-six statements which might
apply to your college. Look at each one in turn and decide
whether you think it is basically true or nct.

A grid sheet is provided for you to record your views, so that as
you work through the sixty-six statements in the inventory you
mark an X on the appropriate square of the grid if you feel a
statement is broadly true about your college. ,

(If the statement is not largely true make no mark in the square).

Don't spend too long in pondering each of the statements: a few
seconds should suffice.

Before a staff group completes the DION grid it should decide
whether to consider the sixty-six items in relation to:

a) the college as a whole,
b) a specific department,
c) a specific work group.

An accurate picture can only be obtained if you are honest zbout
your perceptions.

‘When the grid has been completed we shall interpret the resultis, .
and consider in-service training and development priorities
within the college and how these development needs may be met.
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11,

12.
13,
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15,

16,
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On the whole we don't have s;ufficient contact with industry
and other organisations which take our students.

We don't get the quality of new staff that we need.

Staff are not aware of how their contrlbutlon fits into the

~ total organisation.’

The way staff are managed does not bring out the best in them.

Some parts of the College/department seem to be very short of
creative ideas.

; Compared with other Colleges/departments we are very short

of space.

Those who run the College/department do not seem to be aware
of our real problems.

Staff don't work well together.

Commitment by staff to the College/department is not as high
as it should be.

We are not clear about what we are trying to do in our
College/department
New staff don't settle down as quickly as they ought to do.

Students leave us ingﬁequately prepared for the next.stage aof
their lives.

The expertise of newly appointed staff is not up to the
standard that we used to have.

' Some important tasks don't get carried out because 1t seems

to te nobody s job to do them. .

There is not the right amount of control from those in
“leadership positions.

You would have to look very hard to find anything really
innovative here.



17.

18.

19,

20,

21.

22,

23,

24,

25.

26,

27.

28.

29.

30,

31.

32,

33.
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We don't make the best use of the books and/or equipment
we have got.

We put more effort into trying to cover up our problens
rather than try;ng to solve them.

There is often a lack of trust and support between colleagues.
Staff do not get as much appreciation as they deserve.
There is disagreement about the aims of the qulege/department°

There is no systematic approach to our in-service training or

. staff development.

We don't make the best use of resources available outside the
organisation.

In promotion situations the best candidate is not always
selected.

Staff sometimes find that they are duplicating each others work.
There is a lack of trust in the leadership of the organisation.
Most good ideas seem to wither away rather than get used here.

We don't seem to have the power to achieve what we want to
achieve.

We never seem to get together to consider fully the different
p0551b1e solutlons to our problems.

We don't have enough team spirit.
People here find their work a burdén rather than enjoyable.

The most important aspects of the College/department do not
receive our greatest efforts.

People are expected to carry out leadership tasks without
adequate training.
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35,

36.

37

38.

39.°

L9,

42,

43,

45,

46,

47.

9.
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We don't have a good image in the local community.

We don't seem to be able to attract the best kind of persons
to the organisation.

Different Jjobs and tasks in the College/department are not

properly co-ordinated.

There is an element of selfishness in the way that staff are
managed.

We are not creative enough in our teachlng techniques and
methods.

Space is used inefficiently here.

We seem to have some perennial problems that nobody seems to
be able to deal with.

There is too much destructive conflict between individuals or
groups.

I don't have as much chance to be creative as I would like.

Staff do not practise the values that they preach in the way
they behave.

There are areas in the curriculum where our teaching methods
or subject knowledge are not up to date.

There is not enough co-ordination and/or continuity between
us and our client organisations and the organlsatlons our
students come from.

Methods of staff selection are inadequate and/or inefficient.

I am not really clear as to exactly what my job should involve.

-Those in leadership roles do not always get full support from

those under themn.

Innovations don't seem to have any lasting impact here.
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51.

52.

530
54.

55

56.

570

58,

59,

60.

61,

62.

64.

65.

66,
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Compared with other similar Colleges/departments we are very
short of books and/or equipment and materials.

Other Colleges/departments with similar problems to ours
seem to cope much better.

Common tasks and ﬁrbﬁlems are not tackled together.
Staff do not receive rewards adequate to their efforts.
The aims of the College/department tend to be unrealistic.

There are no clear successors to peovle with key knowledge

- or skills in .the organisation.

We don't concern ourselves enough with the environment in
which we are situated.

As far as promotion is concerned good internal candidates are
passed over in favour of outsiders.

The organisation of the College/department sometimes gets in
the way of educational purposes.

There is not enough consideration shown for the needs and
feelings of staff.

We rarely re-examine our exlstlng practices to see if they
could be improvedc —

We don't achieve as much as wg'could with the power that we have.

We don't seem to learn from our experience in dealing with our
problems.

Colleagues often don't feel able to talk freely with each other.

_There is not endugh challenge or stimulation in my work.

Staff are not involved enough in influencing the dlrectlon which
the College/department takes.

Staff with potential are not encouraged and/or developed as well
as they might be.
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KEY TO THE DION GRID SHEET

Column | Issues within the School:

A Ré]ationship with the Environment
B ~Staff Selection

C Structure and Roles

0 Leadership of Staff

£ Creativity and Innovation

F Resources (Acquiring and Usage)
G Problem Solving Capacity

H Teamwork among Staff

I Motivation of Staff

J Rims (clarity and consensus)

K Staff Cevelcpment
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HARTLEPOOL _ DOCKLAND _ PROJECT 1985 - 1988

EVALUATTON QUESTIONNAIRE

MODULE :  PRIMARY TECHNOLOGY: DESIGNING AND MAKING

PLease help to evaluate the modules activities by providing feedback.

Tndicate youn nesponses to the statements 1 2o 4 inclusive by placing
a choss on the Acaﬂeé provided. -

1. The introduction to the module gave a clear Adaa 0f the day's

punposes
Stnongly . Agnee Neither Disagree Stnong&y
Agnee Agree on Disagree

Disagnee

R i ! ' | ' |
2. The day's activities were

Very Usedul  Neither  Unhefpful Very

Useful Useful on “Unhelpful
Unhelpful
1 { B | ;L k

3. . The module's documentation fon school dissemination was

.Uejay ' U's eful Neither - Unhelpful Very
Useful Useful on Unhelpful
' oo Unhelpful

\ ) L L J

4.  The module's resources fon chool use have been

Very Useful . Neilthen Unhelpful " Verny

Usedul Useful or : : Unhelpgul
Unhelpful
- 1 R [ 3

5.  How have you attempted to disseminate the module Lngonhazion Zo
your colleagues?

6. What did you think was the 5tnonge4t aspect(s) og'thevmoduﬂe?
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Why was this?  Give neasons forn youn answer Zo No. 6.

What was the weakest adpect(s) of the module?

Why was this? Give reasons 5&@ your answen Zo No. 8.

What problems, i any, did you experience with the 6b££owing :

{a] =~ Resources

(6]  School based workshops

(c) Dissemination in Schools

d) ImpLementing the module in your school

(e] Othen? Please specify.


http://Re6oun.ce.*
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11. How might the insenvice counse day's activities have been improved?

12.. Have you any other comments you wish to add?

Thank you for yodm nesponse. Agtea’cozlation and analysis Lthe
questionnaire resulls will be used to evaluate the module.

An early netunn of the queétionnainé to the Hantlepool Dockland
Project Co-ordinatorn, Mns. Eve Wallon, would be appreciated.

EVE WALTON _
- Hartlepool DocklLand Profect Centre,
C/o Ward Jackson Primany School,
Clank Street,
Harntlepool.
‘Cleveland TS24 TLE
CLEVELAND -COUNTY INTERNAL MATILING SYSTEM VAN DELIVERY
CODE - -

A54,


http://acti.vLU.ei
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HARTLEPOOL  DOCKLAND  PROJECT 1985 - 1988

Appendix H EVALUATTON QUESTTONNAIRE

MODULE __ :  PRIMARY SCIENCE . .~ - i

PLease help to evaluate the modules activities by providing feedback.

Indicate yourn nesponses Lo the Axazemen14 1 to 4 antuALue by pLacing
a crnodd on the Acaleé provided. -

1. The introduction to the module gave a clean Ldea 0f the day's

purposes

Staongty .. Agnree Neilthen Disagnree Sznanglg

Agnree Agnree on Disagree
Disagree .

1 4 ! ) ' l

2.  The day's activities were

Venry Uaeguz Nelther © Unhelpful Very
Useful Useful on Unhelpful -
Unhelpful ‘
1 i - I - ! i

3.  The module's documentation §or school dissemination was

Very Usedul Neithen Unhelpful  Veny

Usedul Usedul ox Unhelpdul
Unhelpful

L . 1 J 1 J

4. The module's meéouﬁce4460¢A4cth£ use have been

Very Useful . Neithen Unhelpdul Very

Useful Usedul on Unhelpful
Unhelpful

_ 1 i\ i J

5. How have you attempted to disseminate the module information £p
youn colleagues?

6. What did you Znink was the strnongest aspect(s] of the module?


http://AgA.ce

10.
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Why was this? Give neasons for youn andwer Zo No. 6.

What was the weahest aspect(s) of zhe module?

Why was this? Give reasons 5ba wvoun answern to No. 8.

What problems, if any, did you experience with Zne {ollowing :-

{a)  Resources

(b). School based wonkshops

(c) DiAée@igatLon in Schools

(d)  Implementing Zhe moduié in youn school

(e} Other? Please specify.
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11. How might the insenvice counde day's activities have been improved?

12.- Have you any other comments you wish to add?

Thank you {on woun nesporse. . Aften collation and analysis Zhe
questionnaine resulls will be used to evaluate the module.

An early netunn of Zhe quaétionnaiaé Zo the Haritlepool Dockland
Profect Co-ondinator, Mrna. Eve Walton, would be appreciated.

EVE WALTON
Harntlepool Dockland Project Centne,
C/o Ward Jackson Primarny School,
CLarnk Sireet,
Harntlepool. _
‘LCleveland TS24 TLE
CLEVELAND COUNTY INTERNAL MAILING SYSTEM VAN DELTIVERY
CODE - :

A54.
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Appendix J
HARTLEPOOL DOCKLAND PROJECT 1985 - 1988

EVALUATION QUESTIONNAIRE - PRIMARY SCIENCE MODULE
ANALYSIS

Returns from participating Project schools

School A : n = 6 School D n =6
School B : n = 2 School E ¢ n = 2
School C : n = 3 School F n = 2

Responses to statements 1 to 4

Indicate your responses to the statements 1 to 4
inclusive by placing a cross on the scales provided.

1. The introduction to the module gave a clear idea of
the day's purposes

Strongly Agree Neither Disagree Strongly
Agree Agree or Disagree
Disagree

School A 4 4

School B 2

School C 3

School D 3 3

School E 2

School F 2

2, The day's activitlies were
Very Useful Nelther Unhelpful Very
Useful Useful or Unhelpful

Unhelpful

School A 4 2

School B 2

School C 3

School D 2 4

School E 2

School F 1 1
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Primary Science Questionnaire continued

3. The module’s documentation for school dissemination
wWas
Very Useful Neither Unhelpful Very
Useful Useful or Unhelpful
Unhelpful

School A 2 4

School B 2

School C 2 i

School D 2 4

School E 2

School F 2

4. The module'’s resources for school use have been
Very Useful Neither Unhelpful Very
Useful Useful or Unhelpful

Unhelpful

School A 3 3

School B 1 1

School C 2 1

School D 2 4

School E 2

School F 3

Responses to Questions 5 to 12 inclusive are incorporated
in the text. (Sections 3.5.34/44/54/64/74 and 84>,
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Appendix K

HARTLEPOOL

EVALUATION
ANALYSIS

Returns fr

School A
School B
School C

Responses

Indicate
inclusive

1. The
the

School
School
School
School
School
School

TmoO® >

2. The

School
School
School
School
School
School

MmO OWw>

DOCKLAND PROJECT 1985-1988

QUESTIONNAIRE - PRIMARY TECHNOLOGY MODULE

om Participating Project schools

n = 8 School D : n = 6
n =2 School E : n = 3
n =3 School F : n = 2

to statements 1 to 4

your responses to the statements 1 to
by placing a cross on the scales provided.

introduction to the module gave a clear idea of

day's purposes

Strongly Agree Neither Disagree Strongly
Agree Agree or Disagree
Disagree

6 2

2

3

4 2

1 2

1 1

day's activities were

Very Useful Neither Unhelpful Very
Useful ’ Useful or Unhelpful
Unhelpful .

5 3

2

3

3 3

2 1

2
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Primary technology questionnaire continued

3. The module's documentation for school discemination
was
Very Useful Neither Unhelpful Very
Useful Useful or Unhelpful
Unhelpful

School A 3 5

School B 1 1

School C 2 1

School D 3 3

School E 1 2

School F 1 1

4, The module's resources for school use have been
Very Useful Neither Unhelpful Very
Useful Useful or Unhelpful

Unhelpful

School A 7 1

School B 1 1

School C 3

School D 2 4

School E 1 2

School F 2

Responses to Questions 5 to 12 inclusive are 1ncorporated
in the text (sections 3.5.34/44/54/64/74 and 84
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Overview of
Development

March 1985

June 1985

July 1985

September 1985

October 1885

December 1985

January 1886

February 1986

March 1886
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the Hartlepool Dockland Project Network

Appointment of Headteacher Coordinator

Initial Meeting of H.D.P. and ‘Control’
School headteachers, LEA Senior Primary
Of ficer and Advisers. Invite
Participation in E.S.G. project.

First meeting of H.D.P, and Control
headteachers, LEA Primary Administrative
Officer and Advisers with H.D.P.
Coordinator.

Introductory Conference for H.D.P. and
Control School headteachers, LEA Primary
Advisers and H.D.,P. Coordinator.

Preliminary issues identified.

Networking Courses for teachers from
H.D.P. and Contrel Schools -

Language and Drama.

Art and Craft.

Science and Technology

H.D.P. Coordinator in post,

Multi-view exchange visits between control
and project school teachers.

Conference of project and control school
headteachers, LEA Primary Advisers and
H.D.P. Coordinator,

Dissemination of multi-view visits.
Baseline GStatements produced by schools
sent to D.E.S. for HMI responsible for ESG
category (F) projects.

First workshop for project schools only.
'Designing and Making'.

First Project Newsletter/diary to all
project school teachers.

Review/Planning Meet ing - project
headteachers and Coordlinator.

Drama Workshop
Photogram workshop
Lego Technic workshop

Project Newsletter/Diary to schools



April 19886

May 1986

June 1986

July 1986

September 1986

October 1886

November 1986

December 1986

January 1987
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Thematic Progression in Primary Science
Seminar project headteachers.

Designing and Making Course evaluation
seminar -

Thematic Progression in Primary Science
Workshop

H.M.I. visit to H.D.P.
Drama Workshop evaluation seminar

Meetings with Comprehensive schools from

project school clusters - Dissemination of
project information, invitations to
courses.

Language Workshop.

Art in the Built Environment Workshop
FPrimary Science : Theme Water

HMI visit to H.D.P.

Review and Planning Meeting - project
headteachers and Coordinator.

HMI visit to H.D.P.

Report to HMI at D.E.S., London, by H.D.P,
Coordinator.

Project Newsletter/Diary to schools

Dissemination Meetings : Report to HMI and
subsequent information.

Civic Centre Exhibition “Sea Festival”
theme - 2/D and 2D project school work.

Primary Sclence seminar and workshop.
‘Electricity' - project headteachers.

Primary Science Workshop "Electricity" -
H.D.P., teachers.

Field visit to Beamish Open Air Museum.

Primary Technology Workshop Theme
"Beamish".

Project Newsletter/Diary

Review and Planning Meeting - project
headteachers and Coordinator.

Mid-Term Evaluation Document.



February 1887

March 1987

April 1987

May 1987

June 1987

July 1987
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Workshop - Real Books Approach to Reading.
Theme-based drama seminar

Workshops "Approaches to Reading".
Evaluatory seminar - Primary Technology

Coordinator's visit to Sunderland LEA ESG
Category (F) project.

HMI visit to project.
Workshop: 'Display Techniques'

Review and Planning meeting - Project
headteachers and Coordinator.

Workshops — Weaving.
- Primary Science 'Air' theme.
- Problem-Solving Computer activities,

Project headteachers meeting with Learning
Suppert Services (Cleveland Co.>

Workshop 'Display Techniques'.

Project Newsletter/Diary.

HMI visit.

Illustrated Lecture: Childrens' Literature
Workshops : Screen Printing.

Problem Solving Computer Activities

Review and Planning Meeting - headteachers
and Coordinater - Final Report
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