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Abstract

Within the parameters of the development, since the 1970s, of the
National Teacher Appraisal Scheme, and the current changes in
Education, a research programme of observation, video-recording
and analysis of teaching performance is described and evaluated.
The aim was to ascertain, by means of specific techniques, the value
and benefits to teachers in developing their personal and
professional levels of experience on the path to becoming self-
organised learners.

The potential of two specific methods of appraising teachers
classroom performance to generate developmental Learning
Conversations is examined and compared. Using video-recordings
of their lessons, two groups of ten teachers in one secondary school,
individually reflected, discussed and evaluated their own
performance with the researcher, by using either conversational
repertory grid or conversational rating scale techniques, as the basis
for an extended focused Learning Conversation. A third group ot ten
teachers was intended as a control group. The immediate and
longer term developmental effects on the individual teachers, and on
the school, were examined as the research activities gradually
evolved from an original positivist experimental research paradigm
to a conversational action research paradigm.

Parallel to the account of the changes and developments in the

research project, the impact of the research journey on the personal
and professional development of the researcher is also related.
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Chapter 1

The Development of Teacher Appraisal

l.i The Starting Place

In tracing the development of teacher appraisal, and in examining
some of the factors that have influenced the Government in researching,
developing and implementing the national appraisal system, a usefully
significant point from which to start is the speech by Prime Minister James
Callaghan at Oxford in October 1976. In making 'an authoritative
pronouncement’ in what is usually referred to as the 'Ruskin College
Speech' James Callaghan is credited with having initiated 'The Great
Education Debate’, although the conflicts reflected in the issues discussed in

the regional conferences which followed this speech had been gathering
strength for many years.

Against a background of increasing economic stringency arising as a
result of the oil crisis and world recession, and falling rolls, because the birth
rate had decreased, a number of changes, innovations, and developments
were taking place in schools in the late 1960's and early 1970's against which
it is possible to identify a 'backlash effect' (Holloway 1985). Structural and
organisational changes, including comprehensivisation, the development of
middle schools, the introduction of open-plan schools, the growth of
pastoral care provision and the introduction of alternatives to ability
streaming, together with curriculum innovations, were causing public
concern. This agitation was exacerbated by the impact of the publication of
The Black Papers during the late 1960's which maintained a continuous
attack on comprehensive and primary schooling, associating declining
standards of academic achievement and pupil behaviour with educational
innovations and developments.

This concern was reflected in the content of the Prime Minister's
speech which linked education with the economic life of the country, and
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raised the questions as to whether or not education was giving value for the
massive investment in it, and who was ensuring that the money was well
spent. His speech introduced three main areas of debate; costs, standards and
autonomy, issues which have been fundamental to subsequent legislative
decisions and which are still at the cutting edge of change and debate. He
had, on taking office, identified the areas that were causing concern and
required study and had called for a memorandum from the Department of
Education and Science (DES). The four areas he specified were; the basic
approach to the teaching of the traditional 3 Rs in primary schools, the
curricula for older children in comprehensive schools, the examination
system and the general problems of 16 to 19 year olds who had no prospect of
going on directly to higher education.

The memorandum from the DES was critical not only of the policies
being pursued by central government, its agencies and other interests in
education, but also of the structure of the traditional partnership of Local
Education Authorities (LEAs), teachers, establishments of Further and
Higher Education and the Ministry of Education, as embodied in the
Schools’ Council. This memorandum, 'The Yellow Book' as it was called,
was leaked to the press and so received wide coverage and stimulated a high
level of public interest. It has been suggested that the recommendations for
change contained in this memorandum were deliberately leaked, to create a
crisis situation in which the Government could be seen to be taking a firm
stand, to provide a scapegoat for the criticisms that schools were not
providing pupils with the right kinds of skills needed by society, and to open
up the opportunity for the Government to begin the process of
centralisation of education. There is no doubt that the publicity surrounding
‘The Yellow Book’ came as a bombshell upon the education scene.

Mr. Callaghan's speech was, therefore, afforded much more than the
interest usually paid to the conventional annual speech on Education policy
given by the Prime Minister of the day. The teachers' unions were already
prophesying a storm of protest against the far-reaching proposals in the
leaked report and demanding to be consulted on measures which 'could
totally change the basis on which the schools operate’ (NUT 1977).

The Prime Minister's pronouncement listed the fields that he
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considered needed study;

"These are the methods and aims of informal instruction; the
strong case for the so-called “core curriculum” of basic
knowledge: next, what is the proper way of monitoring the use
of resources in order to maintain a proper national standard of
performance,; there is the role of the Inspectorate in relation to
national standards; and there is the need to improve relations
between industry and education.’

and provided the agenda for the ensuing debate, which questioned the
record of the efficiency of the education system. Mr Callaghan's 1976
statements acknowledged and legitimised the level of public concern;

‘Public interest is strong and will be satisfied. It is legitimate.
We spend £6 billion a year on education so there will be
discussion. If everything is reduced to such phrases as
"educational freedom wversus state control” we shall get
nowhere......... where there is a legitimate public concern it will
be to the advantage of all involved in the educational field if

these concerns are aired and shortcomings righted or fears put
to rest.’

and so offered to those outside education the opportunity to share their
concerns and offer their opinions, and, more importantly, feel that theirs

was the right to have more knowledge about what goes on in schools and to
be involved in the decision-making.

A statement by the then Secretary of State for Education, Shirley
Williams, that the curriculum is a matter in which many people — parents,

teachers, employers, trade unions, Parliament and the Government itself -
have a stake, further demonstrated the determination of the Government to

widen the arena of responsibility, and provided a convenient term -

stakeholders - to describe all those groups who felt they were justified in
taking a stronger interest in education issues.

The issues of the necessity for cost effectiveness, of the advisability of
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introducing a national 'common core' curriculum, monitoring and
assessment, teacher training, the relationship between school and working
life were debated in a series of regional conferences. Invitations from the
DES to representatives from groups such as the Confederation of British
Industries and the Trades Union Congress to take part in the regional
debates removed support from the established convention of the
partnership of LEAs, university examining bodies, and teachers in the form
of the Schools' Council. The teachers' associations were quickly on the
defensive, and the LEAs felt that their influence had been minimised by the
regional pattern of the debates. Continued extensive press and television

coverage ensured that wide public interest in these issues was maintained.

In July 1977, the Government issued Education in Schools, a Green
Paper for discussion and comment (DES 1977a). It made little reference to the
regional conferences, but made many recommendations, including
increased awareness of the dangers of sex-stereotyping and the need for the
broadening of multi-cultural education. Perhaps the most politically
significant recommendations proposed a review of ’'curricular
arrangements' to be carried out by LEAs in consultation with their teachers,
but it was the absence of any setting out of a 'common core' that caused the
most comment in the press. After nine months of debating in the abstract it
had been hoped that a specific proposal would be made. However, the

movement towards more central direction over the 'public curriculum' did
not slacken.

Reports and documents were produced by the Inspectorate, as well as a
review of curriculum arrangements which challenged local authorities to
give account of their management of the curriculum. The Secretary of State
sent out Circular 14/77 whereby authorities were requested to undertake a
formal review of the 'procedures they have established for carrying out their
responsibilities under Section 23 of the Education Act 1944'. Attached to the
circular was a questionnaire which covered almost all the areas already
under review. The teachers' unions and the local authorities reacted

strongly against this request. Two thirds of the authorities included in their

answer a statement explaining that the authority had not established a
formal system of detailed control over the curriculum of individual schools
and did not wish to see one develop. These replies to Circular 14/77
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convinced the members of the 1979 Conservative administration that the
public education service needed major legislative surgery.

The National Union of Teachers (NUT) asked the authorities not to

comply with this directive, seeing it as ‘a movement in the balance of such
responsibility away from the schools towards more control at local and
national level’. The union declared ‘if the Department wishes to conduct a

serious enquiry into the curriculum it should seek information at school

level’ (NUT 1977). Only one LEA, the Conservative controlled Borough of
Kingston-upon-Thames, did not agree.

The unions argued that any alteration of current policies would be an
admission that -.those policies were wrong and it would diminish the
professional expectations and responsibilities of teachers. Any imposition of
local or national curriculum direction would lessen the teachers' autonomy,
since the curriculum is 'far more than a collection of subjects: it describes
what is taught and how it is taught' (NUT 1977).

The publication of The Taylor Report (DES 1977a) further increased the
hostility of the many teachers who regarded it as another erosive attack on
their professional autonomy. The report reviewed the arrangements for the
management and government of maintained primary and secondary
schools in England and Wales. It recommended that in every school, the

LEA, the school staff, parents, and members of the local community should
have an equal number of representatives on the governing body. The
committee was not convinced that the best basis for deciding what was

taught in schools was exclusive reliance upon the professional training and
experience of practising teachers. The assumptions underlying the

Committee's recommendations were that society can and does question the

performance of schools and that the curriculum must be responsive to the
needs of society.

In our view a school 1s not an end in itself: it is an institution

set up and financed by society to achieve certain objectives
wiich society regards as desirable (para. 6.14).

..... there is no aspect of the school’s activity from which the
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governing body should be excluded nor any aspect for which
the Headteacher and his colleagues should be accountable only
to themselves or to the local education authority. It follows that
the responsibility for deciding the school’s curriculum, in every

sense of the word, must be shared between all levels and

between all those concerned at every level” (DES 1977a, para,
6.19).

In every sense of the word' was meant to include not only the formal
curriculum but also the way it is put into practice, in the rules of conduct,
dress and homework, pastoral care, and the relationships between pupils
and teachers. Many teachers were angered by what they felt to be an attack on
their professional competence. The NUT argued that it was inimical to the
interests of children, parents and society generally to present such sweeping
powers to non-professionals, and that children should be protected from
their intrusion. Elliott rejected the view that extra-professional bodies
should take part in curriculum decision-making, making the point that
although most would agree that schools should respond to the needs of

society, this does not entail that society or its representatives should decide
how these needs are met (Elliott 1980) .

Public and professional opinion was divided, but, despite much
criticism, strong support was given to the recommendations by the House of
Commons Education, Science and Arts Committee. This Committee
recommended that the DES should amend its regulations so that each
school would be required to publish a full statement of its curriculum aims
and provide prospective parents with details of the curriculum offered.

In 1980-81 the publication of Her Majesty’s Inspectorate (HMI) reports
and secondary school examination results provided more information for
parents and increased the growing demand for information and
participation from non-professionals. The political pressure generated by
these publications was maintained by the press coverage and served to
reduce confidence, not only the public's confidence in the effectiveness of
the current educational provision, but also that of the profession, as it
appeared to be made to feel that it was incompetent and responsible for
society's ills. Press accounts displayed speeches by politicians, such as Sir
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Rhodes Boyson who accused the schools of 'failing the nation' and Sir Keith
Joseph who urged that the moral virtue of free enterprise and the pursuit of
profit should be taught. Such statements were a reflection of the increasing
demands upon the education system to align itself to the codes and practices
of the world of business and management. The cumulative effect of these
accusations was to strengthen the feeling that schools were ineffective and
that some teachers were inefficient. The question of teacher competence and

how to successfully assess it became increasingly of prime importance.

The White Paper, Teaching Quality (1983) added a significant
dimension to this continuing ‘Great Debate’ on the subject of teacher
effectiveness. This was the first statement of the Government's belief that
the establishment of a systematic assessment of every teacher's performance
related to a policy of staff deployment and training was the clear
responsibility of those managing the school teacher force. The report
advocated a school-based review arising from an accurate knowledge of the
individual teacher's performance gained by classroom visits, an
examination of pupils' work and an assessment of a teacher's contribution
to school life.

‘Employers can manage their teacher force effectively only if
they have accurate knowledge of each teacher’s performance.
The Government believe that for this purpose formal
assessment of teacher performance is necessary and should be
based on classroom visiting by the teacher's Head or Head of
Department, and an appraisal of both pupil's performance and

work as well as the teacher’s contribution to the life of the
school” (DES 1983).

Assessment, it said, would help teachers to realise their full
professional potential, identify those ready for promotion and enable those
encountering professional difficulties to receive appropriate remedial action.
In the Government's view, where this help was not successful, such
teachers should be considered for early retirement or dismissal. Sir Keith
(later Lord) Joseph, at the North of England Conference in January 1984,
declared that ‘appraisal was the means to remove unsatisfactory teachers
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from a profession where they can do much harm’.

This last statement, so much emphasised by the media coverage,
caused disquiet among a profession, as we have seen, already demoralised by
the demand for public accountability, and further dismayed and angry by
adverse public reaction during the lengthy industrial pay dispute. An
analysis of the press coverage of the teacher's pay dispute shows 'the notion
of appraisal itself was inevitably distorted and trivialised. No matter how
much Joseph attempted to allay teachers' fears, even the 'heavy' press could
not be shaken of its view (perhaps because of its enthusiasm for the notion )

that Sir Keith was intent on 'sacking' or 'weeding out’ large numbers of
teachers' (Wilby 1986).

Sir Keith Joseph disclaimed this intention in his 1985 speech to a
conference in Chester, but reiterated the intention to bring a more

managerialist approach to the process of appraisal, a declaration which did

nothing to diminish the feelings of apprehension and disaffection among
the profession.

‘I am frequently misquoted in terms that suggest that I am only
concerned with the need to dismiss the very small number of

incompetent teachers who can not be restored to adequate
effectiveness. That i1s not the case. I am concerned with the whole
range of positive advantages that would flow from applying to

the teacher force standards of management which have become
common elsewhere’ (Joseph 1985a).

Mistrustful that the introduction of formal appraisal structures would
result in ‘professional enhancement of the individual teacher’ (Joseph
1985a), many teachers felt uneasy with the stress on ‘assessment of
performance and standards of management’. The Permanent Secretary at the
DES had outlined the proposition that the DES wished ‘to apply to the
teaching force standards of management which have become common
elsewhere’ (Hancock 1985). This statement seemed to imply the imposition

of ‘top-down’ judgemental procedures based on some industrial models.
While it was felt that these would most likely not be suitable for appraising

teaching performance (Marland 1987, Nisbet 1986), some local authorities
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did initially employ experts from the business world to propose
management schemes which might be suitable for the evaluation of teacher
performance (Northamptonshire and Croydon).

A study of private sector and local authority staff appraisal systems
declared that these systems were not appropriate for schools. Autocratic
models, it claimed, were not the best for teachers and those on offer
appeared to be 'yesterday's model' since there were signs that progressive
companies were moving forward towards more humanistic ways of
managing people. It stated that those industrial appraisal schemes which

had been modified to suit education always assumed that the starting point

must be a job description. Performance was then measured against this
yardstick. There is little, if any, observation on the job and very little

opportunity to practise the central features of self-assessment, self-
development, trust and mutual respect’ (West 1987).

Earlier, (1984) Stenning and Stenning's consideration of staff appraisal

schemes, commonplace in large companies, in relation to the growing need
for systematic teacher appraisal had distinguished three separate objectives

of staff appraisal. The first is a reward review, where assessment is made of
the relative worth of staff - according to varying criteria - as the basis for
differential pay increases based on merit (payment by results). The second
objective is performance review, where appraisal is designed to identify and
remedy defects in performance and offer effective strategies for
accomplishing higher standards. The third objective is a review of potential

where the purpose here is to identify and realise an individual's capacity to
do different kinds or levels of work in an organisation. Exponents of 'good

practice’ in staff management state that these differing objectives should not
be procedurally confused. (An individual who recognises that his salary
increase will be decided by a supervisor's appraisal report is not likely to
welcome objective discussion of his or her strengths and weaknesses.)

In relating these three kinds of review to the appraisal of teachers these
authors suggest that the performance review is the most suitable since both
reward and potential review are influenced by external constraints. They
point out, however, that a reward or salary review could, by injecting an
element of merit, benefit employers by improving motivation and inducing
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enhancement of quality of performance of career teachers who wish to stay

in the classroom, but argue that this system will only motivate if it conforms
to the principles of perceived equity, justice and consistency and is supported
by an effective review model and a flexible pay structure.

Two systems, reward and potential review, were juxtaposed in the
employer's reforms of teachers' salary structures. New teachers could
progress to qualified grade only if during their first three years they

demonstrate the potential to make 'good' teachers. Progress could be
accelerated for outstanding recruits and additional allowances could be

awarded for demanding duties and responsibilities. However, within the
contemporary institutional framework and the context of contraction in
education, oppo'rtunities for development of potential were limited, and
potential reviews can prove counterproductive if expectations are not met.
Tt is clear that linking appraisal directly with promotion and salary increases
can only serve to inhibit the frank and honest discussion which is necessary’
(AMMA 1985). Whereas reward and potential review can have negative

consequences, performance review appears to be a positive approach to
P

appraisal most suitable to the teaching profession (Stenning & Stenning
1984, AMMA 198)5).

This opinion was reinforced in the Government's publication in 1985
of a report by HMI based on the evaluation of assessment practice in 80

schools. In Quality in Schools; Evaluation and Appraisal the Inspectorate
reaffirmed the earlier statements on the importance of classroom

observation and concluded that watching a teacher at work in the classroom
is an essential 'part of any appraisal scheme, and 'without classroom
observation appraisal will lack real evidence of teaching skill and provide
little that can be built upon to secure improvement’ (HMI 1985) - a
conclusion echoed in the Suffolk Report (Graham 1985).

While the teachers were trying to understand the implications of the
possible introduction of formal appraisal, and some schools were starting or

improving their own systems (Samuel 1982, 83, 85, Bunnell & Stevens 1984,
Metcalfe 1985a, Trethowan 1987), the Government published Better Schools
(DES 1985). In this White Paper, positive initiatives such as profiling, the
common 16+ examination and more active learning approaches were
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proposed but it was feared that the DES had lost so much credibility with
teachers that the spate of initiatives it had sponsored were in danger of

wholesale rejection by an embittered profession (Jones 1986). The

contentious issue of teacher appraisal was summarised;

'All teachers need help in assessing their own professional
performance and in building on their strengths and working on
the limitations identified; all teachers need to be able to engage

in in-service training relevant to their teaching programmes and
professional needs’” (DES 1985).

This statement does not appear threatening but subsequent statements
became increasingly worrying as the Government revealed its intention to
seek for new powers to impose a national system of teacher appraisal,
although it claimed that the enabling legislation would simply 'lie on the
Statute Book, until, in certain circumstances, it would be activated’ (Joseph
1985b). The new powers desired by the Government were realised in Section
49 of the 1986 Act, a decade from James Callaghan's crucial linking of
education with the country's economic needs. These powers were seen as a
further eroding of teachers' negotiating rights and gave rise to considerable
mistrust and resistance, reflected in the words of Peter Griffin, a former
president of the NUT who helped to formulate that union's policy on
appraisal. He pointed out that while the Education Secretary, Kenneth
Baker, had shown his determination in removing negotiating rights from
teachers, it was only by negotiation that the profession could see any
agreement being reached on conditions of service in relation to appraisal.

'We feel that this section of the Act could be used at any time as a crude and
insensitive instrument' (Griffin 1987).

Angela Rumbold, Minister of State for Education, was reminded of
these feelings of resentment and of the considerable misgivings among
teachers. Her speech to the Industrial Society did little to lessen the unease,
when she pointed out that society today had much higher expectations of
professionals, and, although the prospect of appraisal made teachers feel
insecure, this was nothing new for other professions; doctors and lawyers
felt insecure knowing they could be called to account for incompetence. She
said that appraisal had to assess the key elements in the teacher's job; skill in
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arousing and sustaining interest, in conveying knowledge and

understanding and sustaining effort and application. For this purpose the
Government had supplied an educational support grant of £3 million over
two years to set up and monitor six pilot teacher appraisal schemes.

Further she declared that that 'if, in the end, appraisal does not produce
more effective teaching in the classroom, then it will have to be abandoned
because it will have failed'. Although she acknowledged that teachers were
concerned about the connection between staff appraisal and pupil
assessment in some schemes she added that teachers must expect
'‘promotion by results' and 'you would be pretty daft if you couldn’t see that

it's going to be linked ultimately. I think it will come slowly but surely’
(Rumbold 1987).

Statements such as this did not favourably dispose teachers towards the
introduction of a national appraisal scheme, and resulted in a concern about

the purposes and uses of appraisal that did not diminish, partly because

teachers were very busy with other initiatives such as the introduction of
the National Curriculum and Standardised Tests. However, the six pilot

studies mentioned earlier were initiated, and these and other surveys and
reports of teacher appraisal schemes are reviewed in the next section.

12




l.ii  Survey Studies and Report Findings

1984 was a significant year for the instigation of important surveys. The
DES commissioned the Suffolk Education Department to examine appraisal

schemes in operation in industry and commerce as well as in schools here
and abroad. The first results of the Suffolk's team's findings and
recommendations were published a year later under the title Those Having
Torches... Teacher Appraisal: A Study (Graham 1985). This proved
influential in promoting a positive approach towards the benefits and
problems of introducing formal appraisal in schools.

The main conclusions were that while a national scheme of appraisal
would be very costly in terms of time and training, it would be justified by
results. Classroom observation was declared to be essential and should be
followed by an interview where teachers could discuss their own
performance and ways of improving it. Both teacher and appraiser, it stated,
need to see observation in a constructive light, and poor teachers should be
offered support and training.

Another survey, initiated in 1984, examined the various approaches
to reviewing performance already operating within the educational system.
This document, Appraisal - Trick or Treat? was produced by the Assistant
Masters and Mistresses Association (AMMA 1985) in response to concerned
enquiries from its members. The title reflects the profession's uncertainty
about the introduction of appraisal. This uncertainty can also be noted in
later articles with titles such as 'Teacher Appraisal: Threat or Promise?
(Jones 1986), "Teacher Appraisal: Some questions to Ask' (Dean 1986),
'Appraisal and Evaluation: Chimera, Fantasy, or Practicality? (Marland
1986). The AMMA report attempted to cover the main areas of concern yet at
the same time encourage a positive response to this emotive topic firstly, by

beginning with the words of David Hancock, Permanent Secretary for
Education:

'Appraisal should be seen not as a threat but as...the
opportunity to discover how his or her performance is
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perceived by management....formal appraisal may be the only
opportunity for giving praise where it is due’. (Hancock 1985)

and then, by reminding readers that appraisal in schools is not new and,
even if no formal system exists, daily informal and unsystematic appraisal
by pupils, parents and colleagues has always been the case. The report points
out that considerable benefits both to the organisation and to individuals are
often claimed for those appraisal schemes that are usual in industry and
commerce, the civil service, the armed forces and the police.

Main Methods of Appraisal

Details of the main methods of appraisal which the report found were
already employed in schools are briefly described as follows:

1) Narrative appraisal

This method requires the appraiser to write, with or without the use of
guidelines, a descriptive account of an individual's performance during a
designated period. This may be undertaken after or during observation
periods which are often very brief, although sometimes the most careful and
detailed observations are made. It is the method most often used in schools
for writing references and reports on probationary teachers and is a
summary of some things seen and some opinions after the event, often long
after. Although strengths, weaknesses and accomplishments may be
emphasised, the criteria for performance are not usually stated or obvious.
Very often the process takes place without any consultation with the
appraisee who remains in total ignorance of the contents of the narrative.
These 'historical' documents can give a very biased view of a teacher's
performance and should be subject to question and discussion.

2) Self - appraisal

For most teachers this is a continuous process whereby the individual
reviews his or her area of responsibility and attempts to evaluate the level of
achievement of aims, improvement of skills, development of knowledge
and the results of his or her efforts. Self-evaluation, 'a professional

14



responsibility incumbent on us all' (AMMA 1985) should precede any
formal method of evaluation, whether peer or performance review. The
process may be facilitated by the use of a check list or prompt sheet which
can promote a greater depth of self-examination, and can, if used honestly,

be useful to the individual, although, as the report points out, it can be of
questionable use to the whole school organisation.

Before teacher appraisal became a political and legal issue there was

some development in many school and some LEAs ( Oxfordshire, Solihull.
amd Inner London) of self-appraisal schemes, whereby individual teachers,
departments and the whole school took stock of what they were trying to

accomplish and how effectively they were achieving their objectives.

Self-appraisal was rarely seen as a compulsory stage of the appraisal
process by LEAs but many recommended that it should take place at the
beginning of the process and provided a proforma for that purpose.

3) Critical Incidents Method~

This approach entails the appraiser trying to make a detailed record of
specific aspects of an individual's work, rather in the way a student teacher's
supervisor traditionally does when observing a lesson. It usually culminates

in a list of points of criticism or weaknesses identified for the teacher to
attend to.

As a method of appraisal, used in this way, it is to be deplored.
However, it can be gainfully used in peer appraisal when the specific aspects
the teacher wishes to have appraised are defined and agreed beforehand. Its

strength lies in its use as a basis for future discussion between the appraiser
and appraisee when its skilled use can increase the possibility of productive
communication. The difficulty of this approach can lie in determining
which particular parts of a lesson presentation are 'critical’ to its success or
failure. Another difficulty is in separating one's preferred explanations or

perceptions of what is critical from that which actually is critical, based upon
grounded research in a variety of classrooms and settings.

4) Trait Rating Scales
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Trait rating scales consist of a list of personal or professional qualities.
The appraiser is required to indicate on a scale the extent to which the
appraisee possesses the particular quality. The difficulties are that it can be
highly subjective and sometimes can degenerate into a perfunctory paper
and pencil exercise. It need have little or no sharing of the process, and can

be altered or completed later. Whilst there may be some value in
incorporating some more subjective technique into an overall appraisal

system, on its own it seldom can provide a reliable assessment of a teacher's
performance.

5) Management by Objectives

The report describes this approach with its commitment towards
organisation goals, its emphasis on clarification of job specification, its
participative nature and its focus on performance rather than personality as
‘essentially forward looking'. The report defines four stages:

1) First, individual objectives which are related to the aims of the whole

organisation are defined and set to be achieved in a specified period.

2) Teachers work towards these objectives which have been jointly
agreed, with the possibility of being involved in periodic reviews.

3) The achievements are evaluated and an assessment is made as to how
well the objectives have been met. It is at this stage, before the performance

discussion, that self-appraisal is encouraged, to enable the appraisee to be

fully prepared.

4)  The final period is to establish fresh objectives for the next period,
thus making the process cyclical.

Management by objectives is a model derived from American models
from management in industry and commerce. In schools, it is a cascade
system whereby objectives are agreed by the head and deputies, the resulting

departmental objectives are agreed by middle managers, such as heads of
pastoral and academic departments and the personal objectives which
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follow from the departmental objectives are accepted by individual teachers.

After a number of interim reports all objectives are reviewed at the end of
the academic year.

This approach, much concerned with performance indicators, targets
and goal setting the definable organisational products, was adopted in some
of the first LEA schemes - Cambridge, Croydon, Northampton. A detailed
description of a scheme which used this approach can be found in the

account of the Warden Park Appraisal system (Trethowan 1986) later in this
chapter.

The AMMA report also proposed guidelines for introducing appraisal
procedures, stating that these can only be based on the clear understanding
by all in the school of the organisational aims and objectives and of their
roles and the roles of others. Another criterion for the establishment of a
successful appraisal system is the wholehearted commitment from all
members of staff at all levels within the school. This seems a criterion
unlikely to be fully realised in the present climate, although personal
experience has shown that teachers' attitudes to appraisal can change from
mistrust and apprehension to pleased involvement.

That teachers should be consulted and involved in the development of
acceptable criteria and procedures for appraisal was recommended by this
report, which also advised that appraisal, to be consistent, should extend to
all of the LEA education staff, and should begin at the top. Manifestations of
this view appeared in statements in the press. The Chief Education Officer
(CEO) for Northamptonshire stated his authority's view that appraisal
should begin at the top so that what is expected of the Head of the
establishment is clarified first before other responsibilities are distributed.
The CEO for Somerset Education Authority said he intended to set an

example by being the first to be appraised, although who was to appraise him
was not specified.

The AMMA report also made the point that the appraisal interview is
the most valuable feature of the whole process, and should be genuinely
two-way, adopting a problem-solving approach, which provides positive
feedback on past performance and underlines the mutuality of professional
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aims and objectives. Preparation and training are requirements which must
be invested in, as well as the resources to implement ensuing staff
development programmes. The report concludes that 'if those in authority
wish to know what is going on within the educational system in order to be
more accountable and to effect improvements, then an atmosphere of
confidence, openness and corporateness is fundamental. Relationships
between the appraisers and appraised are critical in what is essentially a joint
enterprise’.

As well as the publication of these surveys, two other main surveys
were started in 1984 which examined the then current state of appraisal and
attempted to trace the pattern of growth of teacher appraisal schemes. These
surveys looked also at such questions as: who instigated the scheme, for
what purpose and with what result? A scrutiny of their findings, published
in 1985, offered an optimistic view of the possibilities for improvement in
various fields as a result of the process.

The two surveys were:

1. A First Review and Register of School and College Based Teacher
Appraisal Schemes, carried out under the directorship of Professor D.
Nuttall and P.Clift by G.Turner for the School of Education of the Open
University, and funded by the Leverhulme Trust (Turner 1985).

2. Staff Appraisal Schemes in Comprehensive Schools - A Regional Survey
of Current Practice in the South Midlands and the South West of England
carried out by C.R.James and ]J.C.Newman for the School of Education,
University of Bath, and supported by a grant from the Centre for the Study
of Comprehensive Schools, York (James & Newman 1985a).

Both the reviews used questionnaires to gather the information, but
the initial launching of each was different. The Open University project
began by placing an advertisement in the educational press requesting
schools which had set up a scheme to contact them and send information
about it for inclusion in the register. They also contacted schools which they

understood to be operating any kind of scheme, using the database compiled
by the Centre for the Study of Comprehensive Schools. Altogether they
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gathered information on 56 schools which, as they pointed out, could not
claim to be comprehensive, but could provide an indication of predominant
tendencies. They did not impose any constraints on the type of schemes they
were interested in, and consequently a wide variety was included. An
interesting point they make is that the terminology varies, so that 'dialogue’
or 'discussion’ may be used in preference to 'appraisal interview’, yet all of

these may amount to the same thing.

The researchers identified three factors which they considered were
crucial in the operation of any scheme:

1. The climate or 'ethos' of a school is important in terms of how
appraisal operates. Schemes depend on existing modes of organisation
and personal relationships to make them work, so it is not suggested
that there is any single good type of scheme, or that a particular scheme
can easily be made to work in another institution.

2. How a scheme is introduced is important. The most successful schemes
appear to be those which developed slowly, were set up in a
non~threatening manner, were voluntary and oriented towards
professional development rather than assessment of performance.

Some schools tried a pilot scheme and solved any problems before
launching the scheme proper.

3. The size of the institution also seems to be an important factor. Large
schools tend to operate through their existing management structures.
Most schemes operate in an hierarchical fashion, with appraisal being

conducted by senior staff, but there are a few experiments with peer
appraisal and more open systems.

The research report found that the types of scheme could be placed in three
main categories;

a) Appraisal Interview by Senior Management

This usually features an annual review of a teacher's work by senior
management. This scheme relies on the skills and knowledge of the
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interviewer and the ability and willingness of the appraisee to assess his or
her own achievements. Since schemes of this type do not include any
systematic observation of teachers at work the question arises as to what
evidence is considered. It can only be based on indirect evidence and the
appraiser's own knowledge and opinions. However, in some schools, the
emphasis is on a two-way exchange of views and a shared appreciation of
the teacher's situation with the aim being mutual benefit.

The main emphasis of the interview in these schemes is usually to
improve individual teacher's performance. Obstacles to good performance
may be removed, resource implications considered, arrangements altered
and training needs identified, linked to the provision of In-Service
Education of Teachers (INSET). Many of these schemes include target-
setting, and require job-descriptions to be produced for all members of staff.
Much emphasis is given to interview preparation, with an interview
proforma often acting as an agenda.

b) Observation and Interview by Senior Management

These are very similar to those described in (a) above but in addition
lessons are observed by senior management, usually the Head. In these
schemes rarely is what is being observed and why made explicit, although

observation schedules are sometimes used.

c) Departmental Review

In larger schools the requirement for in-depth evaluation by senior
management, including lesson observation, may be met by undertaking
reviews of one department at a time. The policies and practices of the
department are appraised as well as individual teachers. This places
considerable emphasis on the role of the Head of Department, and in some
cases a proforma is provided to be completed in preparation for the appraisal
interview. An analysis of the records reveals that the schemes are usually
initiated by the Head, sometimes by a deputy and Head together, sometimes
by a deputy, or, occasionally, by another interested member of staff. An
interesting section of the replies deals with the changes that the schools felt
had occurred as a result of the appraisal process. These ranged from 'none’
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to ‘raised morale, changed work practice, better planning of INSET,
up-to-date information for references, hopefully, better teaching’. In the
reliance upon the qualities and skills of Heads of Department it is evident
that such schemes will be very variable, for the experience of this group is

generally more limited than that of senior management, although not
invariably so. The point raised about 'better teaching' is a crucial one for the
views on this are often at variance within departments, with senior staff's
practices being as equally questioned as those of junior staff.

The University of Bath study began by compiling a questionnaire
which was validated by a group of teachers and then piloted in ten schools.
After this pilot study the use of the term 'staff appraisal' was reviewed and a
letter was sent with the questionnaires explaining that the survey was
concerned with all staff appraisal schemes including those that formed part
of a staff development programme. The questionnaire was divided into five
sections and Heads were asked to answer questions in the section most
relevant to the situation in their school.

The sections were;

A: For schools with formal schemes in operation. (There were 46
schools in this group, 22.3% of the total response)

B: For schools which have discontinued a scheme.
(9 schools were in this category, 4.4 %of the total replies)

C: For schools which will be implementing a scheme during this
academic year. (17 schools, 8.3%)

D: For schools where a scheme will be implemented but not during
this academic year. (70 in this category, 34% of the replies)

E: For schools where a scheme will not be implemented in the
foreseeable future. (58 schools, 28.2% were in this category.) Others (6
schools replied which did not fit these categories, 2.9%). From a total

of 233 questionnaires sent out, 206 replies were received, a percentage
of 88.4.
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Section A

Of the 46 schools in Section A this report also found that there was a
great variety of formal schemes. It also stated that these schemes are a
relatively recent innovation, with few (14%) in operation for longer than
five years and many (55%) for just two. The majority of schemes had an
annual cycle: 59% were voluntary and 36% compulsory. 63% of the schemes
involved classroom observation and it appeared that much of the appraisal
was carried out by the Headteacher. Schools were asked to outline the aims
of their schemes. 90 aims were reported and were classified as follows:

* to promote staff development (12)

* to review performance, identifying strengths and
weaknesses (12)

* plan future career activities (11)

* assess performance (8)

* identify in-service training needs (7)

* increase job-satisfaction and fulfilment (6)

* aid communication (6)

* assist systems evaluation and/or reorganisation (6)

* identify and help with problems (6)

* encourage self-evaluation by staff (5)

* recognise and praise effort and achievement (5)

* assist in the management of the school (2)

* provide information for writing references (2)

* motivate staff (2).

The number and variety of these aims, although there is some
considerable overlap, would seem to indicate that those who are involved
in appraisal systems view the outcomes optimistically as having wide-
ranging benefits. The benefits and needs of the system, however, override
those of the individual and this is more clearly seen when the aims are
regrouped under a benefit system as follows:

(a) Organisational development [45]
(b) Staff development [30]
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(c) Recognition and Motivation [13]
(d) Administration [2].

Although organisational needs and concerns are important and are

reflected in responses (a) and (b), these are 'top-down' concerns. Recognition
for work done and motivation engendered to achieve more seem to be the

most important and significant parts of any scheme. When these are
achieved the organisation as a whole can benetfit.

Section B

In Section B, 9 schools reported that their formal appraisal schemes
were discontinued. The reasons given were lack of time and pressure of
other commitments, union opposition, negative climate, the lack of an end-
product from the scheme, the wish to try other approaches, and that the
person who initiated and directed the scheme had left. These are crucial
considerations and suggest, in many of these instances, that the schemes
were not well founded or properly introduced and supported.

Section C

In Section C, the 17 schools who said they would be implementing a
scheme all had schemes which were designed to involve all staff with the
Head and senior management implementing the scheme in the majority of
cases. Nine of these school said they would be including classroom
observation.

Section D -~

In Section D, the replies were vague as to when a scheme would be
introduced — 'when the climate is right' although 34 per cent said they
would be implementing a scheme in 1985-6. When asked to provide aims
130 were produced which, according to the researchers, largely corresponded
with those of the schools in section A, apart from three;

To improve efficiency and quality - but this could be
regarded as 'organisational development’,
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To improve staff morale, e.g. 'motivation and recognition',

To recognise pressures of accountability and 'administrative
needs’.

Section E

The 58 schools in Section E gave 118 reasons why they would not be
implementing any scheme and these were classified as shown:

Not a priority, lack of time, resources, expertise,
* Too threatening, would damage morale, offer false hopes,
damage staff relations,
Informal or departmental or self-appraisal schemes already
in operation, [It is interesting that these were not seen as the
schools' schemes!]
* Opposition of staff, including union opposition,

unwillingness of Head,
¥ Implementation clouded by current link with national

salary restructuring,

* Awaiting nationally - imposed scheme.

Do we see ignorance, procrastination, over-cautiousness or negativism
here? Are these examples of managerial opting-out or that an inappropriate
analysis of appraisal has been made? Examination of the range of replies
received in this survey endorses the findings of the other surveys. The need
for commitment and resources and the mistrust and unwillingness shown

in the largest number of replies is balanced against the more positive
attitudes of those who have experienced some form of appraisal.

The authors of the report felt that the response to the survey, not just
in the form of the replies but in the requests for information and advice, was
a testimony to the fact that staff appraisal in schools is an issue of
considerable importance. The range of schemes moved from an annual 30
minute unstructured interview with the Head to an appraisal by the Head
and Head of Department which included classroom observation and an

agreed statement. In examining the spread of schemes among local
authorities it was worth noticing that the schemes were most widespread in
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Oxfordshire, which has had a programme of self-evaluation for some time
and requires its schools to complete a self-evaluation report every five years.
This programme, encouraged by the former CEO, Tim Brighouse, may have
created a climate of opinion where evaluation and appraisal are viewed
positively in schools and are not perceived as a threat.

The report concluded that appraisal in some form would most
certainly be a feature of most schools by the end of the decade, but found
very few existing schemes included observation of the teacher in the
classroom. The researchers also found that training appraisers and appraisal

of Heads was 'almost non-existent'.

It is not surprising that many of these schemes fail to include the
appraisal of the teacher actually teaching. This has not been customary
practice. Indeed, once training is completed, many teachers do not receive
any formal observation of their classroom teaching or even a discussion of
their performance generally. The idea of classroom appraisal is often
initially resisted, not least because of teachers' unwillingness to admit an
observer into the classroom and the uncertainty about what is being
examined, by whom and to what purpose. The consensus of the opinions
put forward by the surveys reviewed is that the only way to assess whether
an individual can actually teach is to watch him or her teaching, and that

classroom observation should be seen as central to the process of appraisal.

The centrality of classroom observation is also a feature considered
seriously in some of the pilot studies in local authorities which were

financed by the Government in 1987. A survey of the methods employed by
the pilot studies is undertaken in the next section.
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l.iii Survey of Appraisal Schemes
The Six Pilot Studies

In an atmosphere of doubt and resentment six pilot studies were
negotiated with local authorities. These pilot schemes were undertaken by
LEAs; Croydon, Cumbria, Newcastle-upon-Tyne, Salford, Somerset and
Suffolk, chosen by the Secretary of State for Education, Kenneth Baker, from
those authorities who put forward proposals for appraisal schemes and who
generally already had some appraisal initiatives in operation. These LEAs
represented a geographic and demographic cross-section of appraisal, a wide
range of appraisal experience, and, 'so it seemed, an even wider range of

expectations of the outcomes of a national appraisal scheme’ (Poster 1991).

At first, the launch of the schemes was threatened by the resentment
generated by the prospect of a Government-imposed pay package, and it
appeared that the teacher unions would decide to withdraw from the
schemes. However, agreement was reached after two months’ negotiations
during the Advisory, Conciliation and Arbitration Service (ACAS) talks on
teachers' pay and conditions (1986). The unions agreed to consider a three-
stage development:

* setting up a steering group to establish national criteria for
appraisal;

* running of pilot schemes in local authorities;

¥ drawing up guidelines for locally agreed schemes.

In return, the unions wanted renewed assurances that appraisal would
not be used as a punitive measure to discipline or dismiss teachers or be
linked directly to pay or promotion, but would help the professional and
career development of teachers based on observation and discussion and
leading to support, advice, additional training and wider opportunities. The
price tag for providing an appraisal system which would fulfil these
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requirements was estimated to be £40 million to cover the costs for special
training in appraisal methods, time spent in classroom observation,
interviewing and follow—up work, extra teachers and secretarial back-up.
This sum did not include further costs for in-service training needs which
would result from appraisal.

Although, in the past, the unions had not initially welcomed the
introduction of appraisal, seeing it as evidence of the Government's desire
for greater control, they were forced to adopt a more positive approach, since
the 1986 Education Act (No 2) gave the Secretary of State reserve powers to
impose an appraisal process by requiring LEAs and others to ensure that the
performance of teachers would be regularly appraised in accordance with
such requirement as might be prescribed. In the conditions of service which
had been enforced on teachers in 1978 there was an agreement to comply

with an appraisal process 'within an agreed national framework'.

Nevertheless the unions warned the Government that unilateral
imposition could be disastrous, as would inadequate funding. "There will be
total resistance to a scheme which diverts from our principles or which fails

to deliver adequate resources’ (Griffin 1986).

The ACAS proposals, which had been influenced by the findings of the
Suffolk report, resulted in the adoption of the three stage development plan.
The National Steering Group, with representatives from the DES, LEAs, and
the unions was set up to monitor progress and to oversee individual
schemes. The six authorities, backed by a £4 million Government support
grant, began their pilot studies at a time when teachers’ trust and confidence
were low. Again the Government was warned that, to the majority of
teachers, appraisal appeared as another weapon in the hands of an observing
hierarchy. Many felt they would be under judgemental surveillance. * “Hunt
the teacher” was an ancient sport. Now it could become a popular sport and
a sport for which it was always open season’ (Lister 1986).

The range of pilot schemes chosen seemed to indicate that the DES had

welcomed diversity and was not trying to impose too prescriptive a view of
how the pilot schemes should work. The key tasks of the pilot schemes were
to tackle the particular crucial areas where, up to then, there had been little
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experimentation, such as the appraisal of Headteachers, the particular needs
of primary schools and training for appraisers. As we saw in the accounts of
appraisal schemes, most appraisal schemes in schools had mainly been
voluntary, agreed by staff in advance and introduced in well-run schools
where teachers trusted the Head. These pilot schemes were to try to devise
appraisal schemes that could help teachers where these conditions did not
apply. The LEAs involved were also given a particular responsibility to keep
track of the resource implications of what they did.

The Croydon plan initially proposed to use appraisal for assessment
and promotion, with possible salary bars, as an integral part of an effective
system. They had to re-submit their proposal to the steering group because of
concern that they linked teacher appraisal too directly to pupil performance.
Teachers felt that there was insufficient correspondence between the tone
and intent of the documents Croydon had produced and what were seen as
the guiding principles agreed in the ACAS talks. Critics warned that children
are affected by other factors, such as family and social environment, and the
atmosphere of the school and the attitude of other teachers, and that pupils’
skills were a risky basis for teacher appraisal since a recent study (Dockrell
1986) had found no simple or obvious relationship between teaching and
learning. It is interesting to note how the emphasis in the later booklet
produced by Croydon for its teachers stressed much more the benefits to be
gained for all involved rather than the process of assessment of pupil

performance.

Cumbria and Salford shared a similar approach in that the principle
underlying their work was that the appraisal of the individual cannot be
separated from the needs of the school, but that whole school review and
individual appraisal are complementary and inextricably linked, with
school-focused in-service work being the natural consequence. Cumbria
used the Guidelines for the Review and Internal Development of Schools
(GRIDS), a nationally-recognised, questionnaire-based approach developed
by the Schools Council. The stages followed in the Cumbria system were:—-

setting the climate - how this is done needs to be detailed,
appointment of co-ordinator - this is a key appointment,
full range questionnaire including identification of
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priorities - all have equal voice and share responsibility,
specific working parties are set up,

a report back to whole school is made, an action plan is
drawn up and implemented by ...,

¥ review by .....

The assumption underlying this scheme, which stressed the desire to
increase professionalism, was that the aims and purposes of the whole
school must be identified before individual teachers can be appraised, since
individuals cannot be appraised in a vacuum. It also assumed teacher
competence and emphasised that appraisal must not be seen as a disciplinary
procedure. It is interesting to note that during the troubled negotiations
between the teachers’ unions and the Government, the teachers of Cumbria
made it known that they wanted to continue with the schemes that were
being piloted in fifteen schools.

Cumbria produced a training pack of three video-recordings which
demonstrated that the system could be successfully applied in many
different schools, and that teachers felt that they benefited from this
approach, not only in the supportive appraisal of their teaching, but in the
feeling of being involved in the decision-making and development of their

school. Improved working relationships and a greater feeling of collegiality
were also claimed.

Salford had a proven track record in the area of appraising primary
teachers, and this authority's plan was based on school self-evaluation

aimed at identifying the training needs of the individual and the institution
and included classroom observation.

The pilot project in Newcastle-upon-Tyne was managed by an LEA
Plan for the overall policy, planning and development of the Appraisal
Project. The Senior Inspector of Schools was in overall charge of a team of
three co-ordinators seconded from a school at primary, middle and
secondary level. The project had a fully-equipped base which offered
secretarial, reprographic and administrative facilities to the schools
involved in the pilot project. The Newcastle Project was based on the firm
view that teacher appraisal systems should only be devised in full
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consultation with teachers, and that systems must fit particular schools. Its
aim was actively to involve all teachers in producing a system for all
teaching staff which was consistent with teachers' views, recognising the
outcomes they, as individuals, require from an appraisal scheme. It was
based on the premise that no system is wholly transferable, even from one
school to another. Newcastle LEA produced a manual, ‘School Teacher
Appraisal Formative Framework’ (STAFF) based on the findings and
working practices of other school appraisal working groups in the Authority.
After a visit by a co-ordinator promoting the benefits of a good appraisal
system, this manual was designed to be used by a school appraisal working
group as the basis for creating the right climate and structure for the
introduction of appraisal, by considering the important questions about
appraisal, such as purposes and philosophy, processes, design, etc. as they
relate to that school. It was considered that this system, by opening the
discussion to all teachers, provided that it was initially well-presented, could
prevent the lack of interest or feelings of resentment that can arise when
systems are imposed (Newcastle 1986).

Somerset stressed that central to its scheme would be the appraisal of
those in authority — the employees in County Hall, and first to be appraised
would be the chief education officer, followed by the county's Headteachers.
All the secondary Heads in Somerset attended three residential conferences
on how appraisal works and, with the help of training officers from Clark's,
the shoe firm, were instructed in the listening skills, interview techniques
and methods of self-evaluation they would need. The training of primary
Heads was also undertaken. The appraisal of Heads was carried out by two
other Heads from a different catchment area, with advisers taking part too.
As a starting point the appraisal team examined the job description which
had already been drawn up by the Head and an adviser. As well as training
Headteachers, the scheme also trained school senior management teams
whose task it was to appraise classroom teachers. The in-service training of
classroom teachers to prepare then for appraisal was designed to be a later
part of the process, provided that they continued to support the scheme. As

the chief education officer pointed out, 'You can't force people to review
their own performance’.

This 'cascade' method, which attracted other authorities such as
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Surrey, requires substantial resources, for training, administration, supply
cover and the subsequent in-service training that the scheme promised to
administrators and teachers. The authority, while not able to offer definite
amounts, stated that the costs of appraisal would be 'very significant’, and

that it was essential to provide the means to fulfil the training outcomes,
since it was the basis of the authority's agreement with the teachers who
would 'feel deluded' if training to improve performance was not offered.

To be successful cascades need to be small ones, involving only a
moderate number of people, and have few stages, rather than, as seen in
many instances, a succession of increasingly larger groups, who, often
feeling inadequately prepared themselves, are required to inform and train
the next level, frequently with detrimental results. One Head who had
attentively undertaken the three days' appraisal training provided by one
LEA reported that she felt 'informed but very apprehensive about being the
sole introducer of appraisal.' She also stated that providing detailed
appraisal information and training just for Heads had been perceived as
divisive by her staff, especially as she had been away from school for three
days attending the appraisal course, which was held in a very comfortable
seaside hotel.

The influential Suffolk scheme, again a ‘top-down’ model, stressed the
need for appraisal at all levels, and included classroom appraisal as an
essential component of any scheme. It advised that appraisal should not be
used for promotion purposes or to decide salary levels, but to provide a
framework to overcome weaknesses in teachers' work for ‘professional
development and to identify in-service needs’ (Graham 1985). The
recommendations of the Suffolk Team for a six-stage appraisal model,
starting with self-evaluation, an initial interview with an appraiser,
classroom observation and a subsequent interview, an appeals procedure, if
necessary, and a recording system, greatly influenced the ACAS working
group’s guidelines. The emphasis the Suffolk Team’s reports placed on the
positive aspects of appraisal was praised by the unions.

The Cambridge Institute of Education Evaluation Studies

A contract to evaluate the six schemes was awarded to the Cambridge
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Institute of Education. The brief was to compare and contrast the
development of the schemes. Literature from the DES stated that the ‘end
result of the project should be a tested set of procedures and documents
which non-participating LEAs would be able to adopt’, but, as one of the
evaluators pointed out, the initial DES directives to LEAs stated that the
consortium members would be expected to develop practical programmes
for ‘introducing the appraisal procedures and methods outlined in the
ACAS Working Group Report on appraisal into schools of varying types and
size thus, in a sense, predetermining the national guidelines’. The concern
was that as a consequence, the ACAS document had ‘pre-empted much in
the way of creative, innovative, individualistic approaches to appraisal at
school or Local Authority level. What remains to be seen is the variety of
ways in which schools can put flesh on that framework’ (Dadds 1987).

The Cambridge Institute initially determined several questions to be
researched (Dadds 1987) which seemed likely to emerge from schemes
adhering to the ACAS principles:

* In what ways has appraisal improved the quality of induction of
Entry Grade teachers?
* Has it made assessing their performance easier and more reliable?
* Has appraisal changed the way in which teachers participate in INSET?
* Has appraisal led directly to new or modified roles for teachers,
and how have those involved perceived the process?
* Has appraisal successfully identified potential for career development?
* Has the related support been made available?
* Has appraisal helped those teachers who are experiencing
performance difficulties?
* What relationship with disciplinary procedures has emerged?
* How is this difficult area perceived by those involved?
* What relationship, if any, has emerged between records of appraisal
and appointment procedures and references?

The emphasis of the enquiry was placed on researching and comparing
the perspectives of the participants, at the beginning, during and at the end
of a teacher's first appraisal 'cycle' as well as an analysis of teacher attitudes
and teachers' views about the purpose of appraisal. In-service courses on
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teacher appraisal at the Cambridge Institute led the team to recognise that
many teachers felt confused, threatened, ill-informed and cynical as a result

of the negative national climate which, as we have seen, had been evolving
for some years.

An interesting point raised by a member of the evaluating team and
one which is close to the concerns of this research is the consideration that
the appraisal process may be more complex than the original proposals
suggested. No account appears to have been taken of the reflective processes
which appraisers and appraisees undergo. ‘Since reflection will be the pivot
upon which the whole issue of learning, development and change revolves,
it seems crucially important that this be a focus for research, and thus the
evaluation of the pilot schemes will attempt to penetrate the vital and
complex parts of the process that may fall between (and, possibly, out of) the

ACAS net’ (Dadds 1987).

After the first round of meetings between the evaluators and the pilot
LEAs other issues emerged, which included such issues as:

To what extent new approaches to appraisal can be integrated into
existing policies,
* The degree of flexibility that a national framework can afford at
LEA and school level,
*  How much autonomy will be accorded to individual schools to
develop their own system within prescribed guidelines?
*  How will the interests and perspectives of different roles be

balanced by different schemes and does this have an effect on
subsequent developments and attitudes?

Not least among these issues is the problematic issue of criteria for
appraisal, and how these may be defined and by whom. This difficult area
seems to offer a minefield of problems since there is no general agreement
on the nature and degree of flexibility of criteria.

One of many important points raised for consideration was that most
of the schools in the pilot schemes entered voluntarily and so the sample
was not really representative. Among the many questions raised by the
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evaluating team were:

* Would the framework provided by ACAS and the pilot schemes be
appropriate and effective in less willing schools which lack the
necessary climate of trust and commitment?

* How would those teachers who were not accustomed to systematic self-
evaluation adapt to self-appraisal, classroom observation and
performance review? This raised the question of preparation for
appraisal and the kind and amount of training needed for all involved.

* Would the enormous resources required be forthcoming?

* Would the favourable funding of the appraisal pilots be available, not
just to introduce and develop worthwhile schemes, but to fulfil the
resource implications of the training and development needs that such

schemes reveal? (CIE 1989)

(Although it was not altogether appropriate to equate the current
allowances with those of the evaluation, it was calculated that the costs of
evaluating the pilot studies (£100,000 per year) would provide capitation
expenses for a village school for thirty-five years, and that the modest
expenses of a researcher for two visits to a participating school almost
equalled the school's INSET grant for the year. The question was asked
whether two or three visits to a school by a researcher, who might not be a
qualified and experienced teacher, could do justice to the evaluation and
could find out what was really going on and how appraisal was working.)

These questions of response, costs, resources, training and evaluation
would require close attention by the Government. The teacher force was
feeling under considerable threat from those other areas mentioned by
James Callaghan - the introduction of a core curriculum and the
establishment of national assessment procedures. Any national system

would need to be introduced carefully and be well-resourced, or it would be
rejected and thereby counter-productive.

Despite the gloomy response by many teachers there were examples of
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schemes which had been successfully introduced (Bunnell & Stevens 1984)
and were working well, and two such schemes are outlined in the next

section.
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l.iv.  Case Studies in Appraisal
Warden Park School

As demonstrated by the surveys examined earlier many school
appraisal schemes were initiated by the Head. One such scheme was that of
Warden Park School which has been in operation since 1974. It was initiated
by the Headteacher, David Trethowan who believes that there is no effective
management without appraisal. Fundamental to his school's approach is
the premise that a teacher needs to be aware of three things: -
responsibilities, standards and targets. Even experienced teachers need to
know what is expected of them, that is, the basic task must be clearly defined
and agreed so that targets (tasks mutually agreed between appraiser and
teacher) are set over and above the basic task.

Initially he conducted all the appraisal interviews for his 80 staff
personally, but found the experience was 'overwhelmingly time-
consuming, inefficient and worst of all, often ineffective'. Now the task of
appraisal is shared by all the middle and senior management and is based on
joint target-setting. It is his claim that the appraisal and target-setting
approach benefits both the school and the individual teacher. He believes
the school gains in institutional awareness and the ability to solve problems.
Open communication is encouraged, as are supportive relationships, and as
a result teamwork develops, which all contributes to the growth of a caring
school. The management of change is facilitated since the management is

aware of the policies and targets already in action.

He considers that the teacher gains by having a clear conception of the
expected role and the basic tasks. In participating in target-setting teachers
feel that they are influencing the planning of the school and that their
contribution is valued. Appraisal also affords them the opportunity to
discuss career prospects and to gain credit for their performance. Feeling
valued can reduce teacher stress, an especially important factor in view of
the current pressures upon the profession. Each teacher also benefits from
this style of open management since references are written from more
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objective knowledge and the teacher is aware of what will be included. He
concludes, 'In the final analysis, appraisal and target-setting amounts to a

respect for the individual and for his or her performance at school.

Trethowan also credits systems of appraisal and target-setting with
having three main aspects attractive to those charged with providing an
effective, efficient education service at reasonable cost :

¥ the efficient use of resources, ranging from finances to teacher time
and equipment;

the maximising of teacher development in terms of appropriate

placements and effective use of training;

¥ possibility of effective control in that real targets could be set for
schools and schools would have the necessary organisation to pass
these on.

Although he did not state that this aspect is an essential feature of the
development of staff appraisal in Britain, he suggested that 'should the
nation decide it would like to do more than mildly influence its schools,
appraisal and target-setting might be the way to achieve this'.

It is interesting to find that classroom observation does not figure
largely in his approach. It is an area which he believes is difficult to execute
since he considers that the quality of a lesson cannot be assessed merely by
watching it. He advises that an appraiser needs to employ a range of devices
with which to support a limited amount of classroom observation. A role
for classroom observation which he defines as essential is when a teaching
problem has to be analysed, although a series of brief visits to several lessons
may be found to be more useful than a formal observation which he feels

can distort class behaviour (Trethowan 1986).

Heathland School

This view is not shared by Geoffrey Samuel who since 1982 has
reported the progress of the appraisal scheme in operation at his school. He
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believes that 'greater emphasis should be placed on classroom appraisal'. He
has arrived at this standpoint as a result of experience of his school's
appraisal system which was developed from three strands of assessment
which were introduced early in the school's history. One strand was a
programme of informal 'inspections' of subject departments on which he
embarked during the second year of the school. Another strand was the
appraisal and support work with probationary teachers as part of their
induction programme. They found the process was very helpful and
expressed a wish for its continuation. He explains that it seemed natural to
extend this balanced programme of support and appraisal to teachers higher
up in the school. The third strand was a voluntary scheme of institutional
self-appraisal to be assessed against the stated aims and objectives to produce
a detailed written report for the governing body.

As Samuel significantly points out, the generation of the right climate
for appraisal is generally agreed to be of prime importance and, unwittingly,
the introduction of these three forms of evaluation and support had laid the
foundations for staff acceptance of appraisal.

He emphasises that it was essential initially to stress the identifiable
benefits to members of staff. At first the scheme was voluntary and began
with self-appraisal, followed by an interview with two appraisers from a
panel which consisted of the Head, deputies and the professional tutor. The
aim was a genuine two-way dialogue culminating in a discussion of career
prospects, and it was thought that generally the scheme was successful.

An outside industrial consultant was invited to review the scheme
and, while she admired its honesty and openness, in her opinion the main
fault with the system was the failure to differentiate between job appraisal
and career development. As a result of this examination of the system a
major review was undertaken and a new two-stage scheme was introduced.
It was made compulsory, since it was averred that those most in need of
appraisal would be the first to opt out, an observation this researcher would
uphold. In the first stage, appraisal of job performance would be carried out
by one's immediate superior, with the intention that during the process

'targets' would 'emerge’ which would be agreed and not imposed. It is
stressed that these targets have been of a professional rather than a strictly
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quantifiable nature.

The second stage of review is not concerned with whether the targets
agreed in the first stage have been attained but can concentrate on career and
professional development, or examine the contribution to the general life of
the school. As with the first review an agenda of two or three jointly-
selected areas for discussion is agreed in advance. These second stage
reviews were found to be most useful when they related directly to new
responsibilities and the professional support needed to ensure success, and
equally when they resulted in the determination of agreed personal

priorities, such as attending a course or forging links with primary schools.

In his reporting of Heathland’s developing scheme Samuel (1982, 1983,
1985, 1987) considered some of the questions and problems that beset the

introduction and running of an appraisal programme, such as

¥ Who is to appraise the Headteacher?

*

Should ancillary staff be appraised? and,
* What is the role of the local authority adviser?

This brief examination of these two well-established schemes reveals
that both advocate a clear job specification, both have developed a target-
setting approach, both use a 'line-manager' system and both are claimed to
have been successful in motivating and developing staff and in improving
communication and caring levels. Another aspect that both schemes
recognised as important was the need for training of appraisers and adequate
preparation of all concerned.

An analysis of the research findings of the surveys of appraisal schemes
and the published accounts of schemes in operation indicate the necessity
for an effective, supportive, performance-enhancing appraisal scheme,
which while providing a national framework would allow schools to tailor
their appraisal procedures to their own ethos and style of organisation The

Secretary of State for Education acknowledged this at the North of England
Conference in 1985:
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'An appraisal system is also needed for the professional
enhancement of the individual teacher. Other professions - and
some schools - have found that appraisal interviews provide an
opportunity for constructive self-evaluation of individual and
collective training needs. To be fully effective an appraisal system
would have to be complemented by better arrangements for the
individual teacher's career development - including induction,
in-service training, guidance on possible teaching posts and
promotion. When I refer to the management of the teaching force

I have this whole range of positive activity in mind’ (Joseph
1985a).

The premise that an appraisal scheme should and can be a positive
activity leading to greater self-evaluation and improvement of performance
has been tested in a pilot scheme (Montgomery 1984b), and extended into a
research project involving mainly probationary teachers (Montgomery &
Hadfield 1989a). The method of appraisal consists of classroom observation
followed by a review session wherein the positive aspects of the teacher's
performance are emphasised and a theoretical framework of strategies is
detailed. Using the guidelines the teacher is encouraged to assess his or her
performance and by engaging in a ‘Learning Conversation’ become a
Self-Organised Learner (Thomas and Harri-Augstein 1984). A detailed
account of this method and its modus operandi can be found in Appendix 1.

'Self-organisation in learning consists of the ability to
converse with oneself and others about the processes of
learning; and to review, search, analyse, formulate, reflect and

review on the basis of such encounters' (Thomas and Harri-
Augstein 1985).

Self-organisation in learning was and is a crucial element in all the
developmental work with students and teachers under the aegis of Diane
Montgomery at Kingston Polytechnic and later at Middlesex University. The
adaptation of the Learning Conversation as part of her philosophy arose
from an earlier joint project with the Centre for the Study of Human
Learning (CSHL) at Brunel University and Gypsy Hill College (as Kingston
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Polytechnic was then known). This had been convened by Diane
Montgomery, Laurie Thomas and Sheila Harri-Augstein in 1972 to explore
reading as a learning skill. The research involved trainee teachers from
Gypsy Hill College in learning to distinguish, self-evaluate and improve the
order and pattern of their reading habits into reading to learn (Harri-
Augstein et al 1982).
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1.v. A National Framework for Appraisal

In the 1986 Education Act (No.2) the Secretary of State took reserve
powers which would allow him to impose an appraisal process by requiring
local education authorities and others to ensure that the performance of
teachers would be regularly appraised in accordance with such requirements
as may be prescribed. These reserve powers had been included in the
Conditions of Service imposed in 1978 which were enforced on teachers so
there was already an uneasy agreement to comply with an appraisal process

‘within an agreed national framework’.

In the autumn of 1989 HMI issued a survey of developments in
appraisal in 69 authorities, including the six pilot authorities, which was
circulated with the National Steering Group's (NSG 1989) report on two
years' intensive work on the teacher appraisal pilot schemes School
Teacher Appraisal: A National Framework. In this report most of the aims
and purposes for appraisal put forward by the ACAS report were endorsed.
In particular the NSG defined the following aims as being appropriate for

any teacher appraisal scheme:

* improving the confidence and morale levels of teachers;

* improving communications and professional relations
within schools;

¥ improving the planning and delivery of the curriculum;

* increased participation in in-service training;

¥ improving the 'targeting' of in-service training;

¥ helping teachers with career planning;

¥ contributing to better informed references.

More generally, the NSG recognised that appraisal should become an
'integral part of the management and support of teachers and must not be
treated as an isolated exercise', thus underlining the need for the aims and

purposes of any appraisal scheme to be enmeshed into the overall aims and
purposes of the school.

There was a general consensus that although teachers were
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overloaded the introduction of an appraisal system could help professional
development, and that the NSG's model of appraisal was the best available.
However, in a covering letter to all Chief Education Officers, the DES
indicated that the new Secretary of State, John MacGregor, was proposing a
six-month consultation period, unlike his predecessor, Kenneth Baker,

whose consultation period was usually six weeks. Mr Macgregor had
decided that

'in view of the far reaching reforms on which schools are now
engaged it would not be right to make Regulations in the near
future which required all schools to introduce appraisal within the

next few years'.

This was interpreted as his 'going cold' on appraisal and strangely,
perversely perhaps, the reaction of many educationists was one of
disappointment. Despite having complained of fatigue from too many
innovations, there were several cogent reasons for this response:

1) this was the one innovation in which the teachers' local and
national representatives had been scrupulously involved;

2) appraisal had been skilfully steered away from a judgemental
process to a developmental one;

3) many LEA appraisal initiatives were well under way, and;

4) there was a growing realisation that appraisal could well be the
key to the successful management of these other innovations.

Indeed, far from seeing appraisal as an additional burden, John
Heywood of the Secondary Heads Association argued that

'A nationally agreed framework for appraisal provides the key to

the implementation of the Education Reform Act, and the
National Curriculum in particular.’

It is likely that the costs of adequately resourcing this innovation lay
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behind Mr Macgregor’s decision. The estimates for the cost of introducing
appraisal had ranged from £100 million by the NUT, to £70 million by the

Suffolk pilot team and, at the time of Mr Macgregor’s decision, were set at
£40 million.

The unions understandably refused to support any appraisal process
unless part of an agreed national scheme, and it was clear that, whilst
ostensibly relieving schools and LEAs of a major pressure, he had in fact
provoked much teacher opposition. This opposition had not lessened when
the draft national appraisal framework was issued in 1990. This appeared to
stipulate a line manager model and a biennial review, when, as HMI had
pointed out, most institutions considered that for the majority of teachers
the natural appraisal cycle is the academic year. Again it has been argued that
'the decision to have biennial appraisal has been made, not on educational
criteria but because of the cost' (Poster 1991).

In July 1991 Kenneth Clarke, the Secretary of State, established The
Appraisal (School Teacher) Regulations to introduce a National Teacher
Appraisal Scheme and a timetable for implementation, requiring all
teachers to have completed their first appraisal by the end of the school year
in 1995. The National Framework and the statutory instrument outlining
the legal requirement presented the managerial approach to staff appraisal.
The scheme, wherever possible, required appraisal by those who ‘already
have management responsibility for the school teacher’ (DES 1991). Targets
and development were to take account of institutional requirements and
‘meet the needs of the school as well as those of the individual appraisees’
and there should be individual support between appraisal and development

planning. In defining the duties and purposes for appraisal the Regulations
(1991) state:

'Appraising bodies shall secure that appraisal assists

a) school teachers in their professional development and career
planning; and

b) those responsible for taking decisions about the management
of school teachers (para 4 [1]).’
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The Regulations (1991) and the Guidelines issued with them provided
a framework for LEAs to develop their own appraisal schemes and required
them to introduce appraisal training programmes for all teachers. The
response to this legal requirement varied considerably, as some authorities
and schools had done little to set up any appraisal initiative and had to start
from scratch, whilst others had considerable expertise informing detailed
schemes and were progressing with implementation.

In the same year, the Teachers’ Pay and Conditions of Service
Document was altered to include the necessity for Headteachers to introduce
appraisal and for teachers to take part. Every teacher who worked for more
than 0.4 of a full-time post had to be appraised between 1992 and 1994; the
Headteacher was responsible for selecting an appropriate appraiser, who
should, normally, have line manager responsibility for the teacher; there
would also be observation of classroom teaching lasting an hour or more,

with at least two observation periods.

It was stated that central funding would be provided to enable LEAs to
introduce appraisal within the necessary time scale, but was intended only to
initiate the process. This funding was to be provided for four years, ceasing
in March 1995. It would allow a degree of preparatory training for all
teachers and pay for cover for the required two periods of classroom
observation to take place. Formal classroom or task observation was
considered by the DES to be the only aspect of the appraisal process that was
new to schools. All other aspects of the appraisal process, which in general
require a minimum of eight hours teacher time to carry out in the first year,

were not supported, but were to be regarded as ‘normal management
function’.

The level of funding was regarded as insufficient by many. Some LEAs
provided considerable extra funding to allow more favourable levels of
training and better allowances to schools; in others, there were considerable
delays in implementation while teacher union representatives fought over
the details of the local scheme, which they considered seriously
underfunded. These disparities have not lessened. One of the basic tenets of
appraisal, equality of opportunity, can not be said to have been upheld.

45



‘In the wake of all the political arguments, the pressures from the
introduction of the National Curriculum and other changes, and the
repeated threats of boycott from teacher unions, appraisal was introduced in
minimalist form. There was no national proforma, nor were grades
awarded. Dismissal and promotion were not accorded a high profile......
Appraisal had become a legal requirement for the first time in England’

(Wragg et al 1996).

Over leaf is a summary of the development of teacher appraisal up to
the present day (Figure 1).

In providing this account of the national development of Teacher
Appraisal I have been describing the wider context in which this thesis is
placed. In the next chapters I will introduce the more personal context and
rationale of my research activities, and then describe and evaluate those
activities before returning again, in Chapter 6, to a presentation of my

recommendations in that wider national context where I began.
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Figure 1
The Development of Teacher Appraisal up to the Present Day

1976 Callaghan’s speech ‘standards, costs, autonomy’.

1976 ‘The Great Debate’.

1983 Teaching Quality - DES.

1985-86 Teachers’ Pay dispute.

1985 Quality in Schools.

1986 Education Act
ACAS Report of the Appraisal & Training Working Group
National Steering Group (NSG) established.

1987 6 Pilot projects began.

1988 Education Reform Act.

1989 NSG report HMI report
Cambridge Institute Evaluation.

1989 Appraisal regulations postponed - consultation period.

1990 September: Secretary of State, John McGregor, decides
against the introduction of regulations for appraisal. He
proposes instead a National Framework based on NSG
recommendations, involvement in which would be
voluntary.

1990 December: Kenneth Clarke proposes Regulations for
compulsory teacher appraisal to be phased in by 1995.

1991 April: Draft regulations issued for consultation.

1991 October: Regulations and Circular issued to all schools.
Pump priming funding for implementation, training
and classroom observations.

1995 Funding ceased. National Evaluation Surveys show
appraisal is having a beneficial effect. National Conference
recommends continuance of funding and LEA management.

1996 Initial Teacher Training Agency and The Office for Standards

in Education undertake national survey.
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Chapter 2

The Research Project

This chapter describes the context of the research project and explains
the rationale. The intended format of the research, the proposed use of the
selected instruments and methods of working are described. The first
~ section, however, is a personal account of the genesis of the research. It
explains how I started on the research journey which proved to be longer
and more complex than I anticipated. Further sections introducing
statements of personal reflection will be interspersed throughout the thesis
as appropriate. To highlight these personal comments these sections will

appear in a different typeface.

2.1 My Research Journey: flrst Steps

This account of my research journey follows sequentially the
progressions and difficulties encountered during the course of
what evolved to become my action research and seeks to examine
the evolution of my owhn learning as well as the learning of the
teachers. | hope, in these sections, to examine what has bheen
called the ‘deeply personal roots of the research proéess’ and the
‘concern, directions and meanings which guide it (Salmon 1992),

At the start of this research | had taken time off from
teaching to become involved in a three-year research project,
funded by Kingston Polytechnic, as a research assistant. This
project, based on ah earlier successful pilot study, was to
research classroom interactions using a particular observation
method (Appendix 1). This pilot study had sufficiently convinced the
Kingston Researcnh Committee of the potential value of the
interactive method that a grant had been made. This was 10 extend
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the scope of the earlier research and to seek further validation of
the method. Although the research programme was set in d
scientific positivist research paradigm, a form acceptable 1o the
research committee, the intervention in the classroom was
developmental in ihtention so that the proposed research method
was a hybrid. My role was to organise the field work programme of
classroom observation. Part of my contract was to teach, and also
to undertake my own research project, but for a time | was so
busy with the main project that | hesitated to decide on an area of
research.

There were many factors affecting this indecision. | had but
recently entered a stimulating new world, that of higher education.
In this teacher-training establishment | was underfaking new
roles, learning every day, gaining in contidence, excited, interested,
but generally being guided and directed. | was assisting in a
research programme which was structured and purposeful, and
practically based. | wanted the same criteria to apply to anything
| did, but | did not have a particular method or intervention |
wanted to explore. Simply, | didn't know enhough 10 knhow what |
wanted to do. | didn’'t feel able to make informed decisions. While
interested in everything about me, | didn't have any strong
enthusiasm for a particular course of research action. "Action’ is
the crucial word here.

The kind of research | had undertaken previously had been of a
different kind. It was literary research on the works of Samuel
Richardson, a little-read but influential eighteentn-century
novelist. It was intense, private, solitary, inactive, and academic,
dealing with exploring ideas, comparing literary theories, and
analysing writing structures. This kind of ‘ivory tfower’ research
would decidedly not be acceptable in a Department engaged very
actively with the education of teachers, nor with the project ethic,
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practically geared towards action research.

To initiate my owh research, | needed to be able to imagine
myself doing it. | now had a changed image of a researcher ds
someone who went out into the world, a pionheer, who was sure of
the value of what they were doing, who probably knew what the
outcomes would be, but needed to provide evidence that would
convince others. | just didn't feel like that. As a relative beginner in
this kind of people-centred enterprise | was unsure about what
were the standards and expectations.

While observing and recording data during the Kihgston
Research Project, it was obvious that the sessions were of
practical benefit, not only to the teachers takihg part, but also
were confirming a theory and practice of positive intervention that
was of practical value generally to educators. So, inh accord with
my revised view of research, any programme | might design had to
be of use to the participants, and, ideally, deveiop theory and
practice of general value and application.

One of the virtues claimed for the Montgomery Method
(Appendix 1) was that it encouraged teachers to engage in ‘tearning
conversations’. In trying to discover the source of what this meant
| read about the technique of repertory grids (Thomas & Harri-
Augstein 1985). The apparent simplicity of the technique intrigued
me. Encouraged by the assertion that it was a valuable learning
tool, | experimented by eliciting a repertory grid for myself. Even in
this tentative trial it was clear that a repertory grid elicitation
could be a stimulating, if hot necessarily a comfortable, learning
experience. More practical application was needed, so | tried a few
simple repertory grids with friends. Despite my inexperience with
the technique their responses were remarkable; they talked,
thought, reflected and made connections in ways hot hormally

50



stimulated by our conversations. The process appeared 1o have «
strong effect, unlocking previously unrealised meanings of a very
personal nature.

Two instances, inh particular, seemed to have particularly
signhificant effects. One friend constructed a repertory grid based
on elements of ‘recent changes in her life'. She talked about how
she how hated to visit her parents who lived three hundred miles
away, whereas until quite recently she had enjoyed going every sixX
weeks. She also realised that she had not included any mention at
all of her husband in her repertory grid, which she found strange.
During the completion of the repertory grid she said she came 1o
realise that her degree of absorption in her new baby over the last
few months had radically changed her relationship with her
husband, her family and friends. Among the mahny insights about
her relationships that she gained, one in particular appeared 10
give her immense satisfaction. She told me that she how realised
why the thought of going to her parents had distressed ner. It was
because the travelling how involved the baby. She was tense in
case he was fretful on the journey. In future, she decided, she
would travel in the late evening when he slept, and recapture the
pleasure she had had in visiting her parents.

This was a simple example but it seemed to demonstrate that
a process of learning had been set in motion which was of deep
personal significance. Over the next few weeks whenever we meft,
she would refer back to her repertory grid and bring me up 1o date
onh her thinking and tell me of any thoughts or actions she
considered were a result of her continuing reflections.

Another close friend, in reviewing ner learning experiences,
included some of the difficult times she had had, a contested
divorce, financial hardship, illness and single parenthood, as well
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as some of her hard-won academic achievement. She described her
life as ‘lurching helplessly from crisis to crisis’, but as she defined
her constructs she said that she could see that, although she had
always felt that she had dealt weakly with a series of hammer

blows,” she had in fact coped well with all the situations, and, from
her own resources. 4 pattern of determined perseverance and
courage emerged which was acknowledged as beihg true but never
before openly recognised and accepted. This learnihg experience
gave rise to an apparently profoundly changed setf-perspective
which was examined in later discussions.

fn both cases | felt | had been involved in a conversation of
some importance to the individuat but the deeper levels of personatl
significance and the implications of the changed view point were
khowh only to my friends, in 'their unique position as observer of
their own experience’ (Thomas & Harri-Augstein 1989).

The repertory grids completed at this fime were all with
friends and colleagues. The experience appeared to have
signhificance for all of them. Although | had read that the technique
had originally been developed as a therapeutic tool (Kelly 19S5), |
was surprised at the tevel of involvement and attention that the
repertory grid process promoted, and the apparently beneficial,
almost cathartic, effect of some of the conversations. The process
appeared to clarify situations, aid problem-solving and prompt
decision-making to a degree that had not happened when we had
discussed concerns and dilemmas previously. The discussions were
much more closely focused and of direct relevance to those
involved, stimulating reflection of a different kind, at a deeper
evel.

An interesting phenomenon which arose from these
conversations was that, often, when | met these friends and
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colleagues later, there appeared to be an assumption that the

issues examined in their repertory grid conversation were in the
front of my mind, and that | was somehow involved in their thinking

processes and could immediately continue the conversation at the
point to which they had progressed. This continuity of shared
dialogue normally only occurred with some very close friends, so it
seemed that it was the intimacy and sharing of the repertory grid

dialogue that created a bond of trust and involvement on this
deeper level

As we have seeh, these early experimental conversations were
opeh and intimate exchanges, sometimes on very personal matters,
but all with people | knew personally or professionally. | ‘wondered
whether the open, trusting atmosphere arose from familiarity.
Would the same level of dialogue be generated with people | had
never met7 | fried some repertory grids with people | did not know
and found that they too were willing to talk openly. They seemed to
find the experience worthwhile and stimulating. This was
encouraging and exciting. | recognised that, even in the simple form
[ was using, repertory grid technique provided a useful method of
facilitating conversations with meaning and value. Thrilled to have
found” a way of talking to people that | enjoyed using, that { could
see was stimulating, dynamic and powerful, | decided that | would
ltke TO employ this technique in the research project. Had | found
sometning to spark the ‘touch of passion’ | would need to sustain
the effort to follow the work to the end (Bogdan & Biklen 1982)7

[ had also been holding another form of conversation in my
hewly-acquired role as teaching practice supervisor. When visiting
students in school | had been using a criterion rating scale,
designed to assist tutors in their assessment of students, as the
basis for what | considered to be useful conversations. | was
interested Iin using and comparing these two methods of
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stimulating conversations.

With the help of my then supervisor, Diane Montgomery, «
research proposal was prepared to go before the research
committee. We were both aware that the researcn proposal was
putting forward the use of conversational methods, procedures
difficult to assess and measure, to a committee in a climate which
favoured tight, scientific methods with clearly measurable
outcomes. Tendering the proposal was an intimidating process for
a variety of reasons:

% it was a very formal presentation to a committee,

* it was commonly accepted that the acceptance of a research
proposal by this committee was a major achievement,

* all the members of the committee were scientists, | am nof,

* atl the members of the committee were male, { am not,

* traditional scientific methods of research were favoured,

x they were not likely to weicome research which involved
‘conversations,

* none of the members was engaged in the education of
teachers,

x they held the purse strings.

The designh of the research proposal took account of these
prevailing conditions, and it was presented with trepidation. It was
not rejected outright, as were nearly all the others presented at
the same sitting, but some alterations were suggested to ‘firm up’
the programme. It was ‘suggested’ that the research desigh was
altered to indicate the humbers in each group and to include a third
group of teachers which would have nho intervention but serve as a
control. However, while the proposal was being re-drafted for re-

submission, permission to begin was granted. The first external
hurdle was nearly cleared!
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While recognising that the research committee no doubt had to
apply stringent criteria to ensure quality research projects, the
effect of this prevailing research climate on the proposers was d
dispiriting one. It gave rise to feelings of doubt and alienation. |
felt as though what | wanted to do, while supported in the
Education faculty, did not belong to the larger Kingston College
ethos. | did not feel full ownership of the ideas or image of the
activities. Later | identified my growing uhease as stemming from
the realisation that the research procedures | was intending to use
were hot congruent in the sense that there was a mis-match of
open-ended developmental activities, the ‘conversations’, which
were being held within a rigid framework of a "before and after’
scientific framework. At the time [ was carried alohg by my wish 10
investigate and compare different ways of working with teachers,

and just relieved to be able to start.

Fortunately, my supervisor was experienced in dealing with the
committee and very supportive at the representation meetings and
afterwards. After she had guided me through the research

application, she trusted me to get on with the research programme.
At the time | did not realise that this degree of freedom resulted in

my having 1o be responsibie for my decisions from the beginning.
Although | met regularly with my supervisor it felt more like | was
making progress reports rather than receiving direction. She
managed the change of my role from research assistant to
researcher expertly.

The proposed research format required me to have three
groups of ten teachers, so | started ringing neadteachers to dask
for permission to recruit volunteers, as | had been doing for the
Kingstonh Research Project. | was invited to approach the teachers
of a comprehensive school, Woodside School, onh one of their in-
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service days, and | was very fortunate to find all the teachers
needed at that one visit. (The reasons why this occurred are
discussed inh Chapter 3.i.)

So the research programme was launched, and after a great
deal of negotiation with the teachers, | set off with my lists,
timetables, notebook, tape recorder, video-camera, tripod,
microphone, video-monitor, cables, adaptors, and good intentions. |
wdas nervous but excited, and aware that intervening in teachers’
professional activities was a serious responsibility, particularly
when so many would be allowihg me into their classrooms.

The equipment | was using was not the most up-to-date. All of
it was cumbersome and had seen much use, but it was avaiiabie on
fong term loan from the college. There was much lighter, more
efficient equipment but it had to be returned each day before 4pm,
and often was needed by students. The school secretary saw me
struggling with the heavy camera case and the fripod and arranged
to borrow a super market trolley. This was a tremendous nelp, and
| became a familiar sight, pushing the laden trolley round school
and enlisting help to move it between floors. We jokingly titled the
research project ‘'The Waitrose Project’. Gradually, a signt that
was at first novel and slightly comic became a hormal occurrence.
| think the research project was heiped by this, in that all pupils
quickly became accustomed to the idea of their lessons being
video-recorded, often before it happened in their particular lesson.
After a very short time pupils took very little notice of the
presence of the camera.

Other work commitments meant | had to function on a tight

schedule of pre-arranged visits. This meant that, at first, | was
rushing between schools and college, supervising students on
teaching practice, continuing with the main research project, and
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attending and delivering courses. Some of these activities were nhew
to me, and although | was pleased to be developing new aspects of
my role, these were very tiring and time-consuming, and detracted
from the amount of time and energy | had for reflection about
what | was doing at Woodside. This difficulty of conflicting
demands is a common pressure and too often the research becomes
the victim. In the juggling act of keeping up work, home and
research commitments, it is the latter that is most often dropped.
| had not worked out a ‘personally viable mode of working' (Salmon
1992)

Two factors really did help me, one was the interest the
headteacher took and was seen to take, and the other was the
frequent conversations | had with one of the deputies, Nerys
James, who was really committed to the research and supported it
in every way she could. Describing how | had fared, sharing with her
those observations that were not confidential, answering her
questions, and asking my own, were all useful. They were useful to
me in clarifying my own responses and experiences, and useful to
Nerys in keeping the school up-to-date with progress.

As | began to visit the teachers in their classroom | gradually
realised that | was being given a tfremendous amount of frust, not
only by the management of the school but by the individual
teachers. from the start { was aware of how fortunate | was in
securing the involvement of so many of the teachers, but as the
visits and conversations continued the sense of responsibility grew,
and has never decreased. Teachers’ time is precious, so | felt that
my time with them had to be useful to them and to the school. This
led To discomfort and concern about my activities with one group,
as | describe later.

Despite the constraints | have outlined, anhd my owh feelings
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which fluctuated between optimism and wonder af my Owh
temerity, | began my research journey, hot really aware of the
baggage | was bringing along, but expectant and excited, wondering
what would happen.

Initially my research was registered at Kingston Polytechnic,
but after a few weeks of research activity at Woodside School, my
supervisor at Kingston suggested that | made a visit to the Centre
for the Study of Human Learning at Brunel University because she
thought that the philosophy of the Directors was more supportive
of the kind of research activity | was attempting than the
prevailing one at Kingston. Subsequently my researcn project
transferred to CSHL and | was fortunate to gain Sheila Harri-

Augstein as my supervisor.
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2.11 Context and Rationale for this Research.

As the interest in the wide context of the development of the national
system of teacher appraisal, traced in Chapter 1, grew from the emphasis
placed by James Callaghan on the relationship of cost, standards and teacher
autonomy to Education so the the more personal interest and context of this
research started from the experience of mentoring probationary teachers in
my role as Head of Department. When I was required to support, develop
and assess two probationary teachers I realised I had never formally
observed another teacher teaching, or really considered how to analyse the
interactions in the classroom. When one of the probationary teacher’s
highly individual methods of teaching less able pupils were more successful
than the established Departmental modes, I realised that observation of
what was actually taking place in our classrooms needed to be analysed and
the effective practices discussed and shared. It was a salutary experience to
realise that judgements could be made about a colleague’s teaching based on
prejudice or rigid adherence to accepted methods, rather than detailed
observation of what was actually being taught and learnt.

This interest in classroom interactions led me to apply, successfully, to
be a research assistant in a classroom observation research project based at
Kingston Polytechnic (now Kingston University). The Kingston Polytechnic
Research Project was concerned with applying a particular method of
evaluating and enhancing teaching performance pioneered by Diane
Montgomery which had been validated in an earlier successful pilot study at
Kingston Polytechnic (Montgomery 1984b).

After I had been trained to apply the method, a year of intensive
practical fieldwork confirmed the efficacy of this positive method. The
Montgomery Method, [Appendix 1] consists of a classroom observation
followed by a review session during which the positive aspects of a teacher's
performance are emphasised, and a theoretical framework of strategies is
introduced. Using these guidelines the teacher is encouraged to self-appraise
his or her performance and by engaging in a process of review, search,
analysis, formulation, reflection and review, that is, by undertaking a

'Learning Conversation’, to become, over time, a Self-Organised Learner
(Thomas & Harri-Augstein 1985).
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‘Self-organisation in learning consists of the ability to
converse with oneself and others about the processes of
learning; and to re-view, search, analyse, formulate, reflect

and review on the basis of such encounters.' (Thomas &
Harri-Augstein 1985)

Self-organisation in learning was and is a crucial element in all the
developmental work with teachers and students undertaken under the aegis
of Diane Montgomery at Kingston Polytechnic and later at Middlesex
University. The link with the Centre for the Study of Human Learning at
Brunel University had been established earlier with research into Reading
for Learning. This had involved students from Kingston learning to
distinguish, self-evaluate and improve the order and pattern of their
reading habits.

In the Kingston Research Project teachers were provided with a
structure with which to self-evaluate and improve their teaching. As a
research assistant part of my role was to arrange and take part in the field
work, which took place in a variety of volunteer schools in and around
Kingston. These visits involved observing and videoing a lesson which was
followed immediately by a detailed conversation based on the running
record of the lesson written by the researcher. During the conversation the
teacher was introduced to the principles of the Montgomery Method. A
second visit, following the same format, provided further support to

teachers and evidence of any improvement.

As well as the visits to schools for the research project purposes, many
visits to schools were made to assist teachers who were experiencing
difficulties. The same method was used successfully with them. While these
two kinds of visits were continuing, a school in a nearby LEA requested
assistance with setting up an appraisal system including introducing
classroom observation. In all these situations, the use of the observation
method followed by a conversation had positive outcomes and sometimes
remarkable improvements were gained. As the various activities continued
it became apparent that the method was effective in improving teachers'
self-esteem and individual performance. When introduced to all members
of staff in a school, the method assisted in determining whole school
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development needs as well as improving communication and the overall
direction and ethos of the school. A very wide range of schools was visited
and thus the classroom observation method of appraisal was used with
many different levels and styles of teaching, and proved to be generally
successful, regardless of the subject content or style of teaching.

The teachers appraised by this method certainly appeared to make
gains in self-awareness which beneficially affected their perception of their
performance and also improved their effectiveness in the classroom, as later
visits demonstrated. In general, those appraised appeared to gain in
confidence, self-esteem and motivation. Any apprehension they may have

previously felt about being observed appeared to diminish or disappear.

Apart from the immediate pleased and interested response to the
experience of being appraised, the conversations, structured around the
principles of the method, provided a language which not only facilitated
further exchanges between the teachers and the appraisers, but also gave the
teachers a framework and language for examining and reflecting on their
own performance. It was obvious that the classroom performance review
interviews were very powerful, enabling conversations which had
beneficial effects generally, and profoundly re-motivating and re-energising
effects on some teachers. All the teachers appeared to enjoy and value the
conversations, which generated an atmosphere of trust and sharing between
the appraiser and teacher and had the effect of improving communication

when the teachers discussed the experience afterwards.

Although this recent experience of appraising teachers was so positive,
my own memories of the negative experiences of being appraised during
teacher training, and similar accounts of destructive appraisals, both past
and recent, recounted by colleagues, teachers and students had made me
aware that many so-called appraisal experiences were threatening and
detrimental assessments. Conversations about appraisal with teachers and
advisers on in-service training sessions indicated that, although there had
been recently much more information and debate about appraisal, there
were many teachers for whom appraisal was an experience to be viewed
with alarm. Their apprehensions were exacerbated by negative press
reportage representing appraisal as judgemental assessment.

61



Despite sharing the general concern among teachers about the
imposition of a national appraisal scheme, the recent experience of the
potentially affective power of the appraisal process deepened my interest in
observing the fluctuations in the progress of appraisal during the last fifteen
to twenty years. I also became interested in the kinds of appraisal schemes
and methods currently in use and interested in evaluating their relative
effectiveness, particularly in the light of the Government's stated intention

to legislate for the introduction of national appraisal procedures.

The experience, offered by my involvement in the Kingston Research
Project, of applying one specific method of appraisal of classroom
performance led me to a consideration of those factors which appeared to
generate positive reactions in the teachers involved. Analysis of this
particular method of appraisal led to the conviction that its success derived
from its conversational, negotiative nature and the positive supportive
exchanges, based upon close joint observation of a lesson record. It was
obvious from the amount of interest and time willingly given by these
voluntary participants that this particular process of assisted self-evaluation

was rewarding and valued.

Another important factor which facilitated the application of the
method was that it was content free, and had been successfully applied in
every subject and age range in schools. Further, the principles of the method
were apparently easily assimilated and could be claimed to provide a
framework and stimulus for further development, either with researcher
and teacher working together or for individual teachers progressing alone.
When we returned to visit some of the schools where we had introduced
the method, it was apparent that some teachers had continued to self-
evaluate and were indeed continuing to hold Learning Conversations about
their teaching, as had originally been claimed for the method, or, at least,
had adopted some aspect of the structure.

So, set against the broad context of the growing national interest in
appraisal and classroom observation, in the narrower context of personal,
reported and professional experience of appraisal, I began to analyse the

particular features of this positive reflexive method and to consider other
questions;
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* Would this be a suitable method for adoption nationally?

* Were there other specific forms of appraisal which could have similar

enhancing effects, and would similar levels of learning conversation
be generated?

* To what extent does any positive intervention affect teachers’
perceptions of their performance and the performance itself?

* Does the form of the appraisal matter as long as it is concerned with

positive evaluation of performance?

* Is the detailed conversational analysis essential to bring about a change,
either in perception or performance?

* How is an appraisee's attitude to appraisal affected by the process of
being appraised?

It was with these questions in mind that I began to consider what form
the research proposal I was about to tender would take. I decided to look for
other forms of appraising classroom performance that might have the
potential for bringing about equally positive outcomes in terms of raising

teachers’ self-esteem and generating learning conversations.

There were constraints I had to consider. First was the amount of time
I could afford to give to the research project, since I was involved in so
many other activities, as a research assistant, teaching practice supervisor,
student tutor and fledgling lecturer. Second was the difficulty of designing a
research proposal acceptable to the Research Committee, who had agreed
funding for the project on which I was already working and who expected a

similar positivist research design.

My recent experiences and experiments had introduced me to two

methods of generating analytical conversations which I believed might
stimulate learning and provide positive experiences all round. The next
sections introduce these methods and describe how I proposed to use them.
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2.111 Research Instruments.

Given the limited amount of time available for the research project,
and the research format dictated by the institution supporting it, I decided to
limit the research area to a comparison of two methods of examining
performance I had recently been trying. I sought methods which would
involve some of those conditions which applied to the Montgomery
Method i.e. detailed classroom observation and structured, negotiated

review dialogues. I chose to use repertory grid technique and a rating scale
procedure.

The two conversational procedures proposed were;

1) ‘Repertory Grid’ conversations based on the selection of
incidents from an observed lesson to serve as ‘elements’ for the
elicitation of a repertory grid, and later analysis of any changes,

2) ‘Rating scale’ conversations based on comparisons of levels on
a criteria rating scale as the basis for a discussion of observed lessons,

and any changes.

The choice of these instruments, which I believed would facilitate the
necessary conditions, was prompted by two activities, both fairly new to me,
but both offering opportunities for extended conversations. Firstly, recent
experiments with repertory grids had convinced me that this was a
successful way of generating useful repertory grid conversations (Chapter
2.1). I believed that this technique, in conjunction with video-recordings of
lessons, would enable teachers to closely examine their teaching, and allow
me to structure detailed, reflexive conversations. Secondly, as a recently-
appointed supervisor of students on teaching practice I had been issued by -
Kingston Polytechnic Education Faculty with a criteria rating scale by which
to assess teaching performance. I intended to use this is to stimulate
conversations based on the examination and comparison of the teachers’
ratings of their performance with my ratings.

The following sections deal in turn with the two methods adopted, and
provide a fuller explanation of how I proposed to use them.
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2.iv  Repertory Grids

This conversational method was originally designed as a therapeutic
tool by Kelly (1955) for examining complex changes in individuals. A
repertory grid is so called because it springs from Kelly's original theory that
each of us has our own construction of the world, our own repertoire of
personal constructions of experience. Personal construct theory rests on the
assumption that we are actively engaged in making sense of and extending
our experience. Understanding each other, for Kelly, depends upon the
extent to which we know how the other goes about making sense of his or
her world. The personal construct system we each develop is our own
model or set of representations of the world. This model is both shared with
others to some degree and unique to the individual.

The process of completing a repertory grid enables us to tap into our
construction of the world and to examine our thoughts and feelings in our
own terms (Thomas 1976). It is usually completed on a one-to-one basis,
between a practitioner (teacher, trainer, tutor, therapist, coach, counsellor,
custodian, researcher) - and a subject (student, client, patient, pupil, teacher),
but it is possible to apply the technique to any size of group, or to undertake
the process individually, so that one is both practitioner and subject, using
an interactive computer program if desired. It provides, in a two-
dimensional matrix form, a systematic representation of personal meaning.
The technique has great flexibility, both in design and application.

Pioneering experimentation and research carried out at The Centre for
the Study of Human Learning (CSHL) at Brunel University by Laurie
Thomas and Sheila Harri-Augstein and others has elaborated and
imaginatively developed Kelly’s original methods to provide creative
techniques for revealing more of the deeper and significant personal
meaning within the conversational exchange of a repertory grid elicitation.
These techniques have been developed for application in many situations,
with or without the use of computer programs. The work of the Centre has
transformed the repertory grid technique as a tool and applied this
conversational methodology to an extensive range of topics, varying in size
from a seven-year action research study of the appraisal and enhancement
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of the performance of the work force of a national service industry (Harri-
Augstein & Thomas 1995), monitoring the changing attitudes of Olympic
athletes (Groves 1992), to defining teacher competencies (Johnson 1994).

The Centre has also pioneered and developed many specialised
interactive computer programs which facilitate the use of repertory grids as
‘conversational tools’ for increasing self-awareness, exchanging or sharing
experience and prompting Learning Conversations (Reid 1975, Mendoza &
Thomas 1972, Harri-Augstein 1979, Thomas & Shaw 1978, Thomas & Harri-
Augstein 1985).

The first step in eliciting repertory grids is to decide on the specific
purpose for doing so. In this project the intention was to use repertory grids
as a way of negotiating the meaning of the teachers' perceptions of their
classroom performance and monitor any changes in their perceptions and
performance. However, the purpose of completing a repertory grid can
relate to any situation or topic where the exploration of personal meaning
and learning is desired. During the last thirty years the repertory grid has
been used to explore personal meaning in an ever-widening range of
situations. As well as retaining its original clinical application it is being
applied to the encouragement of personal learning in all levels of
educational establishment (Pope & Keen 1981, Crosby 1982, Fransella &
Dalton 1990, Salmon 1988, Johnson 1994). Once the purpose has been
decided upon it should be kept in mind during the completion of the
repertory grid, so as to keep the conversation on course.

The next stage is to identify the 'elements’, those items of personal
experience relevant to the purpose. There are four main methods of
establishing elements:

1) They can be provided, in the form of role or situation descriptions
where a number of types of people or specific experiences are provided,
as in the classic Kelly repertory grid where twenty-four role titles, such
as ‘A person with whom you have worked who was easy to get along
with, Your sister, brother, husband, mother, employer, a teacher you
liked, a teacher you disliked,” etc. are presented. The subject then
provides his or her own specific examples to fit these general
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descriptions.

They can be supplied: a list of poems studied, incidents on a video-tape
are pinpointed, a named list of individuals, samples of sculptures,
paintings, objects, chapters in a book, course elements, etc.

They can be defined by asking the subject to name a group, such as
‘name five subordinates’, ‘list three people who have influenced you’,
‘name several leisure activities you are involved in’, etc.

They can also be elicited in the course of a conversation between the
teacher/subject and the researcher/appraiser where the topic of interest
is discussed, the purpose of completing a repertory grid is agreed and a
list of specific elements jointly drawn up.

The next stage is to generate the personal meaning the elements hold

for the subject, that is, his or her personal construct system. Each individual

construct is concerned with discriminating between elements, which have

already been selected as being within the same class, or what Kelly terms the

‘range of convenience’.

Easterby-Smith (1981) has summarised the four main ways of

generating constructs:

1)

The quickest way is to supply them, so that a member of a group may
be asked to rate the other members of a group (the elements) on given
dimensions that are accepted as representative of the ones that would
have been produced spontaneously and are readily understood; for
example, a group of managers on a personal skills course may be asked
to place the other participants on constructs such as ‘listens
well/doesn't seem to hear’, ‘supports new ideas/inhibits new ideas’.

‘The classical approach is to elicit them from triads. Those elements

defined earlier are presented, usually on cards, to the subject, who sorts
them into order of significance, and chooses ten to fifteen as being the
most representative. These elements are then offered in series of threes
(triads) to the subject, who is asked to consider carefully the three
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3)

elements presented, and to find a way of expressing how any two are
alike and the other different. The two ‘like’ elements are recorded on
one side of a matrix, and are called the ‘emergent’ pole, while the third
is called the ‘implicit’ pole. The procedure is intended to produce two
contrasting poles, not logical opposites. Thus, in a repertory grid
recently completed by a student-teacher about some of her pupils,
although the logical opposite of ‘bright’ would be ‘dull’, she put
‘biddable’, which had more meaning for her.

This process of reflection, discrimination and alignment is repeated
with successive triads and the results recorded on the repertory grid.
The triads are chosen on a genuinely random basis or selected by the
elicitor to bring out the greatest contrast in the available elements.
Distortion of a repertory grid is prevented by arranging that elements
are given a roughly even chance of appearing in triads, and are not

repeated in near succession.

It is also possible to use only two elements (dyads) to construct a
repertory grid, particularly with children, who find this method easier.

The third method is based on a card sort. The elements are written on
cards and the subject is asked to sort them into piles of similar cards.
The position of the cards is noted, and the subject is asked to sort them
again using some other basis for sorting. In this way a matrix is built up
which allows the relationships between elements to be examined. This
method can be usefully applied for discriminating consideration of
objects, such as pieces of art work, objects d'art and manufactured
products which are being subject to quality control inspection.

The fourth method generally used is known as 'laddering’ and is
normally used with one of the other methods. When a few constructs
have been elicited the subject is then asked to reconnsider the firs
construct. He or she is asked which end of the construct is preferable
and why this is so. To use the example given by Easterby-Smith, in a
repertory grid based on people, the construct ‘extrovert - introvert’
might have been elicited. The subject has indicated that 'extrovert’ is
preferred. The conversation might then proceed as follows:
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Why would you prefer to be extrovert?
Because people respect extroverts; introverts are disregarded.
Why is it important to be respected?

Sl i

Because it indicates that you are a valuable person; people
who are disregarded are worthless...

In this way new constructs can be elicited from any of the original
constructs and they are likely to be increasingly fundamental to the subject's
personal construct system. A little practice in repertory grid elicitation
reveals that some general constructs, such as man/woman, tall/short are
not useful in generating useful repertory grid conversations, unless they are
seen as important indicators of people’s natures ( Easterby-Smith 1981).

There are many ways of recording the decisions made by the subject.
Figure 2 is an example of the simplest method. It is a particularly useful one
for conversations and for hand analysis which uses ticks and crosses or
some other simple symbols - ticks for the left-hand 'emergent’ pole and
crosses for the 'implicit', right-hand pole. This layout and methods of
analysing the contents were developed at CSHL.

% El E2 E3 E4 E5 E6 X

tense - VIV X easy
organised 4 t\/ chaotic

HADD

Lucy
Ed

Peter

Joyce
Graham

Figure 2 Simple Example of Repertory Grid
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Where quantifiable measures are required, a rating procedure is
usually used. Here the elements are rated on a 1-5 or 1-7 scale. Ranking is
another method where the elements are put in order on each construct.
Both these latter methods provide greater discrimination and it is important
to allow the opportunity for making these finer discriminations. However,
the tendency is to relate the rankings to the emergent pole, thus

unbalancing the repertory grid.

An examination of the completed repertory grid can immediately
display how the subject attributes meaning to the areas of experience
selected for the repertory grid, whether these are people, events, articles,
poems, etc. Lines of similarity of construing can be explored if these are
evident, but whilst this 'raw' repertory grid, as it is called, shows the client’s
repertoire of personal constructs, and it also shows how each element is
assigned to the poles of each construct, it does not display the total pattern of

personal meaning that lies within it.

The 'raw’ repertory grid, described above, can be subjected to the
process of being re-sorted. This sorting process, called FOCUS, is based on a
numerical cluster analysis procedure (Thomas 1978). This process directs
attention to the clusters of meaning which may have been hidden in the
raw repertory grid. The process re-orders the constructs and elements in
terms of similarity, and emphasises the personal meaning within it, and by
providing a visual display, can reveal to the subject more of the ways in
which he or she construes the world. It is particularly helpful if, in a ‘ticks
and crosses’ repertory grid, two colours are used to highlight the clusterings.

The FOCUSIng process can be done manually, as described in Chapter 4
of Self-Organised Learning (Thomas & Harri-Augstein 1985) and with the
aid of ‘The Hand sorting Grid Method and Kit" (CSHL 1978). The speedier
alternative is to use FOCUS, a computer analysis program specially designed
to carry out the two-way cluster analysis and present the raw repertory grid
in a form specifically engineered for giving feedback (Thomas & Shaw 1976).
A further refinement is a SPACEd FOCUSed repertory grid which
emphasises the clusterings of the elements and the constructs and the
relationships between them.

Figure 3 is an algorithm of the process of FOCUSing a repertory grid.
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Figure 3 FOCUSing a repertory grid

Compare element Caiculate difference
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Repertory Grid
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From: Self-Organised Learning ( Thomas &Harri-Augstein 1985)
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If these FOCUSed repertory grids are examined again after a length of
time and the subject re-considers and re-negotiates the alignment of the
elements and constructs, then further conversation can reveal the kind and
degree of any changes in perception, and provide a record of the measure of
change.

The FOCUSed repertory grid is presented to the client and he or she is
encouraged to read the element descriptions slowly and carefully and helped
to recapture the original significance of each ‘item of experience’ that the
elements represent.

The same process is repeated with the construct pole descriptions
encouraging the client to recall exactly what he or she had in mind
originally and also to explore how this had changed or consolidated as the

elements were assigned to one or other pole.

The major areas of similar response highlighted by the groupings are
re-examined and discussed first, then smaller and smaller groupings, until
all the responses have been surveyed. The client is encouraged to consider
whether all the elements might be subsumed under one ‘verbal label’. The
tight clusters of elements and constructs are next inspected and any
additional ‘items of experience’, or ‘construct poles’ are noted with the
intention of determining any unifying principles. The FOCUSed repertory
grid is reviewed in the light of the original purpose. It is this sharing and
developing of a refining, reviewing, reconstructing, and reflecting

experience that gives repertory grid conversations their power (Thomas &
Harri-Augstein 1985).

The conversational process of completing a repertory grid is usually
deeply interesting and appears to be a valuable experience, particularly for
those who are reflective by nature and can see the benefits to be gained from
close appraisal of some aspect of their life. Although completing a repertory
grid by oneself can be useful, the repertory grid conversation is much more
stimulating and focused in the hands of a skilled practitioner. Although
many people rightly think that repertory grids can be concerned with
gaining quantifiable statistical evidence needing computer processing, this is
not the main purpose for which they were initially designed. It is the process
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- the conversation during the elicitation and completion, the discrimination
and the reflection afterwards that provides the clarification of the personal

construction the subject places on events.
2. v Proposed Use of Repertory Grids

In this project it was proposed to use repertory grid technique with one
group to discover teachers' perceptions about their teaching performance,
and by analysing and re-constructing the emergent patterns of meaning
enable the subjects to become more aware of their perceptions concerning
their teaching performance. It was hypothesised that this increase in self-
awareness would give rise to changes in perception and performance as the

subjects carried their increased self-knowledge into everyday life (Pope 1977).

It was proposed that the elements for the repertory grids would not be
offered by the researcher but would be generated by the teachers while
watching, with the researcher, a video-recording of their lesson. The
purpose of watching the video-recording together would be to allow a
teacher to see her or himself in action by re-creating the lesson from an
observer’s point of view. The teachers would, by being encouraged to
identify and examine incidents and interactions, gain greater understanding
of their classroom performance and the factors affecting it. It was suggested
that the conversational process of explaining their intentions, seeing the
cause and effect of their actions and those of their pupils would enable
teachers to make explicit their tacit understanding of the teaching and
learning activities in their classroom.

Those identified interactions, incidents or examples of teaching
strategies in their lessons would be written on small cards. The teachers
would then be asked to choose those they thought were most significant to
be the elements in their repertory grid conversation. It was proposed that
this further refining of the selection process would clarify and emphasise for
the individual teacher the fundamental concerns and issues relating to their
performance, and facilitate focused learning conversations.

The repertory grid procedure to be adopted was a simple one, using a
basic repertory grid format and identifying the poles by using ticks and
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crosses (Thomas & Harri-Augstein 1985). This procedure was selected
because it was considered effective, was practicable and non-threatening in
use. Initially the intention was to analyse the ‘raw’ repertory grids obtained
by using a hand focusing method, called FOCUS, where, by a two-way cluster
analysis (systematically comparing and re-ordering each element and
construct strip with each other), areas of similarity are identified (Thomas &
Harri-Augstein 1985). This emphasises the pattern of personal meaning

within the repertory grid and facilitates giving feedback.

When I transferred the registration and supervision of my Woodside
Research Project from Kingston Polytechnic to CSHL at Brunel University,
the opportunity to use FOCUS, a computer program specifically designed to
be used in the interpretation of repertory grids (Thomas & Shaw 1976) arose
and this was adopted. This program can, from the raw repertory grid,
produce a matrix of elements and construct matching scores, which, when
subjected to cluster analysis, reveal and highlight the patterns of personal
meaning which are implicit in the raw repertory grid. This FOCUSed
repertory grid is particularly suited for talk back and reflection since it
provides a readily understandable display.

It was surmised that a subsequent re-examination of the initial raw
repertory grid in a FOCUSed presentation would reveal any changes in

perception that had occurred since the initial dialogue.

Over leaf is an algorithm of the process of talk back through a
FOCUSed repertory grid (Figure 4).
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Figure = : Talkback through a FOCUSed grid: an algorithm (Thomas & Harmi-Augstein 1985)
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2. vi Rating Scales

One of the attractions of using rating scales is that it is a relatively easy
procedure. It can be a simple pen and pencil exercise which arbitrarily places
judgements about performance on a scale of 1-5, for example, from strong to
weak (Figure 5).

Attribute | Scale |  Comment
o h P B W B | 00O
Preparaton | | | | [ [ 0

Organisaton | | | [ | | =~ |
Disciptine___ { | 1 [ Y |

Figure 5 Simple Example of Rating Scale

The simplest may only require a decision between satisfactory or
unsatisfactory, such as the one used in Ontario, Canada where teacher
performance is measured against published criteria, available to those being
evaluated. The following example of a more detailed rating scale (Figure 6)
was collected from the German Teacher Evaluation Documentation during

the Suffolk investigation into appraisal methods in industry and education
(Graham 1985).

1. has met the requirements to an outstanding level.

2. has met the requirements comprehensively

3. has met the requirements satisfactorily

4. deficiencies are discernible but on the whole has met the requirements
5. has not satisfactorily met the requirements but it is clear that the

deficiencies can be made good within a foreseeable period

6. does not meet the requirements and it is clear that there will be no
marked improvement in the foreseeable future.

Figure 6 Example from German Teacher Evaluation Documentation

The dangers of using rating scales are that the decisions required from
the rater are highly subjective and there is often no shared meaning written
into the script. There is also the drawback that the scores can be altered or
completed later, as happened recently when the high scores achieved by all

the staff in a bank section were downgraded because it was decided that all
the high scores were unacceptable, there had to be a range. This decision not
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only angered the employees who had been striving to improve, but also
devalued the whole system.

Behaviourally-anchored rating scales (BARS) are more sophisticated
versions of rating scales and are used in performance observations. The
factors chosen for rating isolate what are considered to be key behaviours.
These criteria are usually defined by the evaluators and rarely are the
evaluated asked to present their criteria for good performance.

Rating and check sheets that are used in the observation and
evaluation of teachers can lead the evaluators and teachers away from
improvement of instruction or quality of teaching and learning. An
American survey (Awea 1978) of evaluation instruments found the criteria
used most frequently are related to conditions within the teacher and do not
refer to pupil growth and learning or the conditions necessary for learning.
Indeed the criterion ‘produces satisfactory student academic achievement’
was placed as low as seventeenth in rank of the most frequently found
criteria, lower than ‘fulfils responsibility punctually” and ‘is well-groomed
and appropriately dressed’. Reyes (1982) echoing Gagne (1965) argues that the
criteria for teacher evaluation should be written either in terms of pupil
outcomes or in terms of specific teacher behaviours which have been found
by research to be associated with learning. There is no suggestion, however,
that research offers general and continuing criteria to structure teacher
observation, or supports the notion of a single best method of teaching. As
Reyes points out out, Popham’s earlier research (1971), outlining an
approach to teacher evaluation which was based directly on the teacher’s
ability to promote students’ attainment of pre-established specific objectives,
made the disturbing discovery that teachers could not demonstrate higher
instructional effectiveness, when measured by pupil achievement than a
group of people brought in off the street for purposes of comparison.

It could be surmised that Reyes’ plea for more considered attention to
be paid to criteria appropriate to improvement of teaching and learning has
been heard when we examine the Office for Standards in Education
(OFSTED) criteria currently being applied by the teams of inspectors carrying
out school inspections. The criteria make clear what OFSTED inspectors are
assessing in terms of quality of teaching and learning. Unfortunately these
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criteria are applied with no consultation, negotiation or explanation. It is
interesting to note that while originally the OFSTED rating scale was 1-4, it
has now been extended to 1-7 (1996a). Could it be that the first scale was
inadequate or inappropriate?

Teachers are often wary of the word ‘criteria’, as Hopkins (1992)
discovered when he asked an appraiser head what criteria she used when
observing her colleagues. She replied angrily, ‘We don’t use check lists in
this school’. Yet when asked what she was looking for in the classroom, she
gave a fairly sophisticated description of ‘good primary practice’. Hopkins
points out that criteria are nothing to be frightened of, particularly if they are
negotiated and agreed before the start of an observation, and subject to
continued review as those involved refine their definitions of good practice.
‘When viewed this way the discussion of criteria can act as a ‘road map’ for
development as well as providing standards by which to discuss the

outcomes of an observation’ (Hopkins 1992).

That a rating process can be developmental is propounded by Phillida
Salmon who, influenced by Kelly’s personal construct psychology, has
developed a simpler approach than his repertory grid technique which can
be used to identify and compare meanings. In the example given, children
were asked to make a mark on a line, ‘The Salmon Line’, which represented
where they stood at the moment in general competence in Design and
Technology (Figure 7).

really bad brilliant in

at D &T D &T
1 2 3 4 5 6 7

Figure 7 “The Salmon Line’

In conversations with the children these ratings were ‘fleshed out’ as
they were asked to identify someone who was very competent, and someone
who was incompetent. The teacher was also asked to rate his pupils along
this line. ‘Out of this material emerged some profound differences in the
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ways in which this particular teacher and his classroom group perceived the
meaning of their D&T lessons’ (Salmon 1988). The opportunities for
learning and increasing mutual comprehension offered by this approach are
obvious.

Generally the use of rating scales is not thought of in this way, as
providing a route for development, although the intention in adopting one
for this research was to examine its potential as a developmental tool.

2. vii Proposed Use of Rating Scales

It was proposed to use a criteria-rating scale with the second group of
treachers, Group 2. This method was chosen for three reasons;

1) its general relevance to appraisal in that it was a form which appeared

to be growing in favour as more versions were published (Cowan 1984,
Metcalfe 1986, Graham 1987, Trethowan 1987).

2) it was an appraising method with which I was becoming familiar,
3) it appeared to be capable of adaptation to developmental practice.

The rating scale initially selected is shown overleaf, (Figure 8).
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Figure 8

Kingston Polytechnic Criteria for School Experience

The criteria have been compiled to provide guidance for school staff, college
staff and students who are involved in teaching practice. It is recognised that
the 7 dimensions are by no means independent of each other but
nevertheless provide a check list of the main skills involved in teaching.
The levels described for each dimension are cumulative and represent stages
in progression along that dimension; they require further interpretation in
the light of that particular school circumstances.

1. Personal and Professional Qualities

Level

0 Avoids personal interactions with pupils and adults by withdrawn
or ego-centric behaviour. Behaviour is rigid. Shows inability to act
on cues from the social environment (particularly teachers and

“pupils).
1 Adjusts to social cues e.g. in content of conversation, tone of voice.
Shows interest, involvement and commitment to teaching. Is co-
operative. Accepts and applies professional advice.

2 Demonstrates the ability to become a member of a professional team.
3 Is able to share in a range of professional tasks within the school.

4 Is able to adopt a variety of roles (including some as an initiator)
within the school.

2 Verbal and Non-Verbal skills

These comprise a very wide range of behaviour, appearance, classroom
presence, use of voice, gesture, facial expression.

Level
0 Speech articulation is poor. Uses inappropriate vocabulary and
syntax.

1 Uses vocabulary and syntax appropriate for the pupils. Speech is firm
and clear.

2 Communication uses both verbal and non-verbal techniques. Shows
skill in conveying and interpreting expression and attitudes.

3 Uses social skills to promote improved responses and participation
by pupils.
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4

Shows ease in using a variety of social skills as appropriate in the
classroom situation.

3 Planning and Preparation

Level

0

Plans set-piece schemes of work unrelated to the learning
environment of the school or to its curriculum. Has inadequate
knowledge of the content required. Is unable to meet the
requirements of the school curriculum in literacy or numeracy.

Shows awareness of the work in which the pupils have been
involved. Has adequate knowledge of the content required. Makes
clear statements of short term objectives.

Chooses content closely related to stated objectives. Shows evidence
that the range of performance of the class has been taken into

account. Provides evidence of strategies for a progression of work.

Provides evidence of detailed sequential planning with reference to
the points above for a programme of work over three or more weeks.

Demonstrates understanding of the contribution which a planned
programme of work is making to the whole curriculum.

4 Relationships with pupils (including class control and organisation)

Level

0 Withdraws from formal interaction with pupils. Lacks ability to
secure attention from the class as a whole.

1 Shows some ability to secure attention. Shows appropriate
interaction with individual pupils and groups/the whole class.

2 Secures attention sufficiently to allow effective learning. Changes
class organisation smoothly to suit changing activities e.g. at the
beginning or end of a lesson.

3 Interaction with pupils shows that encouragement and reception of
ideas are more frequent than direction. Is responsive to individuals
as well as to the class as a whole.

4 Is able to sustain class cohesion and also a high level of motivation

in individual pupils.

5 Presentation of materials

Level
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4

Does not provide sufficient material. Presents material which is
unsuited to the attainment of the pupils. Uses material
unselectively.

Presents material (including display and apparatus) which is
appropriate in quantity and suited to the attainment of the pupils.

Uses a variety of methods in presentation as appropriate.

The presentation of the material is closely integrated with verbal
discussion e.g. analysis, synthesis.

The material takes account of both product and process objectives.

Achievement by the Pupils

Level

0

4

Does not give the pupils an opportunity to make a response, requires
them to undertake tasks which are not adapted to their ability.

Prescribes tasks which are generally appropriate for the rate of
progression of class. Allows sufficient time for them.

Prescribes tasks which are adjusted to the range of performance
among pupils in the class. Provides for feedback.

Uses individual work, group work and resource-based teaching
effectively.

Meets the needs of a mixed ability class.

Recording and Evaluation

Level

0 Fails to provide statements of behaviour which are relevant to the
teaching/learning situation.

1 Makes statements related to specified objectives and keeps
appropriate records, with attention to the range of performance and
to individual problems.

2 Evaluates the extent to which objectives have been attained and uses
evaluation as a spring board for future planning.

3 Records and evaluations show a recognition of both process and
product dimensions.

4 Employs a variety of techniques for self-appraisal.
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This detailed rating scale was the one provided by Kingston Polytechnic
for the guidance of staff, students and teachers in assessing teaching
performance. It had recently been revised and was intended to assist
supervisors in evaluating and grading the performance of students on
teaching practice. Unless the students reached certain specified levels in
several criteria they were deemed to have failed. The students were not
aware of the criteria by which they were being judged, unless their particular
supervisor chose to show them.

As well as using the rating scale as a prompt for observing my
students in the classroom, I also used it as a means of discussing their
performance and together identifying where they were on each level, as a
means of identifying strengths and discussing strategies for improving those
areas that needed attention. I considered that this approach could be used as

a basis of a Learning Conversation.

The teachers would be observed teaching a lesson which would be
video-recorded. Together we would view the recorded lesson and then
engage in a discussion of the lesson using the Kingston document. We
would have before us the visual evidence to substantiate our decisions and
the chance to re-examine any part of the lesson. I proposed that by
discussion, and negotiation of any discrepancies in our ratings, we would
reach an agreed joint placing on each scale.

2.viii Control Group

Although the aim of the research was a developmental one, desirous
of stimulating conversation and reflection, it appeared that, in order to fulfil
conditions relating to the research ethos of the establishment, and to the
research project to which it was linked, it would be necessary to have a
control group to provide a measure of comparability. This third group of
teachers, Group 3, would simply be observed and video-recorded, at the
beginning of the project, and at the end, but would receive no other
intervention from the researcher. In theory, therefore, there would be no

demonstrable change in their teaching performance when extracts of video-
recordings from their lessons were compared.
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2.ix Video-recording and Equipment

During the course of the Kingston Research Project, video-recordings
of the appraised lessons had been made before and after intervention. These
had successfully provided the means for both internal and external
validation. I decided to adopt the use of the video-recordings, using them
not only to facilitate the visual assessment of any changes, but also as a
means of recreating the lesson with the teacher. Watching the video-
recordings together would provide the stimulus for conversation and an
opportunity for the teachers to choose incidents which appeared significant
to them, rather than for me to impose my choice of topics or criteria. With
Group 1 these incidents would then be used as the elements for an initial
repertory grid. With Group 2, the video-recordings would be used to jointly
examine the levels achieved on a rating scale. Group 3, the control group,
would also be video-recorded but would not have any conversation about
their lessons.

The equipment I used was borrowed from Kingston Audio-Visual Aids
Department and was not the most modern. In-college drama projects by
students had priority, and the only equipment that could be allowed off the
premises, for as long a period of time as I wanted, was old, cumbersome and
shaky. As I needed the camera to be as placed high up to catch as wide a view
of a classroom as possible, the camera needed a tall tripod. Unlike later
versions, it also needed a separate microphone and a cassette recorder. So I
could watch without standing behind the camera, I had a small monitor.
Fortunately, I did not realise just how outdated the equipment was until
towards the end of the project when I had the chance to use a state of the art
video-recorder. This was light, had an in-built microphone and cassette and
produced much better quality recordings. However, it is a poor worker who
blames her tools. I mention the equipment for several reasons;

a) It indicates the status afforded to research projects in the Education
Department at that time. Research activities were fought for and seen
as ‘added on’ rather than an integral part of the education process.

b) I accepted that it would have to do and felt glad to be able to borrow it.
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As a teacher I was accustomed to making the most of whatever
equipment was available, almost without question. This reflects a

common attitude in schools whereby teachers often have to accept
second best and to make do.

c) It had to be physically manoeuvered from room to room, constantly
being dismantled and re-set.

2.x Proposed Use of Video-recording

In the Kingston Research Project (Montgomery 1984b), the use of the
video-recorder was intended solely as an instrument to assist validation. It
was used pre- and post-intervention, to record lessons. The teachers had a
structured conversation based around a written record of their lesson, but
did not see the recorded lesson. That was not the intention. However, one
day, after we had finished recording an art lesson and the following
discussion, the teacher asked if she could see herself on film and, as
unusually, we did have time, she was able to watch herself teaching, in this
case, for the first time. She was fascinated, moving quickly from nervous
giggling to serious concentration on what had taken place as she had moved
around the art room. She noted the effect of her passage round the room,
who was working and who was not, and made comments such as ‘You were

right. I did manage to get them all started quite quickly, ‘ or “Yes, Paul did
stop working as soon as I passed to the next group.’

While we were watching with her it was obvious that actually seeing
the recording of the lesson, in allowing her to re-experience the lesson, was
positively reinforcing the points that had been examined during the detailed
discussion, but there was also another dimension. We were all watching the
fine details of the myriad interactions in the lesson and broadly attaching the
same interpretation to them, but for the teacher these had a significance that
was intensely personal, and revealing. Although at the time I would
probably not have thought of the situation in this way, I think that during
the negotiation of the written record of the lesson she had been involved in
a joint construing of the meaning of the interactions in the lesson, and
during the viewing of the recorded lesson, she was going through a process
of examining the validity of those constructs and relating them to a new
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construing of the same events, as well as recognising the personal
significance of other incidents. A real Learning Conversation experience, in
fact.

At the time I recognised that having the time to watch the lesson again
after the dialogue had added another dimension to the experience for all of
us, but particularly for the teacher. It was a positive experience in that the
lesson had been generally successful and many instances of her good
teaching had been highlighted in the discussion. She could then see that this
was so, which was affirming and re-assuring and, at the same time,
confirmed the expertise of the observer and validated the comments
previously made. I thought of it as a useful extra, but I did not believe that
viewing the recording would have been as valuable to the teacher if there

had not already been a detailed recreation of the lesson during the dialogue.

After this incident the Kingston Research Programme was not altered
to allow other teachers to view their performance, because we were
validating the conversational process. We continued to record lessons for
that purpose only. However, as I look back, I realise that this incident was
crucial in affecting how I chose to use video-recording in my own research

project.

When I started the Woodside Research I envisaged the video-
recordings as being useful in two main ways; firstly, as a tool for validation
by comparing extracts from lessons for all groups, as in the Kingston project,
and secondly, to enable me to hold conversations with the teachers in
Groups 1 and 2 based on their teaching as seen in the video-recordings. By
the end of the research project I was much more aware of the potential of
video-recording as a tool for learning, and had become a fervent advocate of

its controlled and focused use.

With Group 1 my preconception was that the potential for identifying
teachers’” perceptions of their teaching and for affecting their learning lay

mainly in the detailed conversational analysis of the interactions in the
classroom. Viewing a recording of a lesson I believed would allow the most

typical and significant incidents to be selected as elements to form the basis
of a repertory grid Learning Conversation. I expected the most significant
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learning to take place in the repertory grid Learning Conversation. I had not
tully realised that potential for learning also lay in those processes of
viewing and selection.

With Group 2 teachers I intended to view the recorded lesson with

them and then together discuss where we would place them on the rating
scale given the evidence of the lesson.

With Group 3 teachers, as a control group, the intention was just to
record their lesson without any discussion.
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2.x1 Validation

This research project, the Woodside Project, would be concerned with
comparing and evaluating the two kinds of intervention, and also the
results, as revealed in changes in teachers' perceptions of their performance
and changes in the performance itself. It was intended that this research
project would inter-relate with the research project on appraisal and
enhancement of teacher performance already being undertaken at Kingston
Polytechnic, and that a comparison of the two research programmes
(Chapter 4.x) would reveal wuseful information from which
recommendations concerning the design and implementation of appraisal
systems would arise (Chapter 6).

Progress reports would be made to the headteacher once the project was
underway and regular contact would be maintained with a Deputy
Headteacher. Comments made during the course of the project by anyone
involved would be noted. It was proposed that verification of any change in
the pre- and post-intervention video-recordings would be externally
assessed by presenting random samples of video extracts of teaching
performance to groups of professional judges e.g. experienced, trained
teachers who would judge whether extract A was better than extract B with

randomised order of presentation, as in the Kingston Research Project. (See
Appendix 2 for a summary of the Kingston Research Project Validation and
Chapter 4. vii for Validation of this Woodside Project)

2.x11 Questionnaires

As a way of gathering contextual and validating information two
questionnaires would be used ;

1) A short questionnaire at the beginning.
All the teachers would be individually asked the same three questions by

the researcher at the beginning of their interview if they were in Groups 1
and 2 and after the second visit for Group 3.
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Question1l Why did you agree to take part in the project?

The responses to Question 1 can be found in Appendix 4 and analysis of the
responses in Chapter 4

Question 2 What kind of teacher do you think you are?
The responses to Question 2 can be found in Appendix 5.

Question 3 How do you see yourself in the future?

The responses to Question 3 and further comments about what had
happened a year later can be found in Appendix 6. Discussion of the effects
of asking these questions can be found in Chapter 4.

2) A fuller questionnaire at the end of the research project.

All those who took part in the research project would be asked to
complete a questionnaire circulated at the completion of the research project
(Appendix 3). This was designed to discover to what degree, and in what
way, they thought they and their pupils had been affected by the presence of
the video-camera and the researcher. They would be asked about what
learning they thought had taken place as a result of watching the video or
talking with the researcher, and whether they had made any changes. They
were also asked if their attitude to being appraised had altered.

The collated responses to the final questionnaire can be found in
Appendix 7. Analysis of the responses to the final questionnaire can be
found in Chapter 4.viii.

Figure 9, overleaf is a summary of my proposed research programme.
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Figure 9

Summary of Proposed Research Programme
in Physical Science Paradigm

Group1 Group?2 Group 3
10 subjects 10 subjects 10 subjects

video-recording of video-recording of video-recording of
observed lesson observed lesson observed lesson

only
Initial short Initial short

questionnaire questionnaire

grid conversation rating conversation no conversation
based on lesson based on lesson

video-recording of video-recording of video-recording of
second observed second observed second cobserved
lesson lesson lesson

re-examination of re-examination of initial short
focused grid ratings qguestionnaire

Final questionnaire issued to all participants
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Chapter 3
Account of Research Action

This chapter presents the form the research project actually took, taking
into account the changes in circumstances and my thinking as I came to try

to put into practice my proposed research programme, as defined in Chapter
2.

3.1 Recruitment of Teacher Volunteers

Having clarified the area of research and determined a plan of action,
all I needed to begin the research was at least thirty volunteer teachers. All of
these volunteers had to be willing to allow a researcher, with video-
recording equipment, into the classroom to observe and record a lesson.
Two thirds of them had also to agree to give up precious free time for a

conversation about their teaching and then, a few weeks later, repeat the
whole experience.

My experience of recruiting volunteers from many schools to take part
in the Kingston Research Project led me to believe I would be able to recruit
enough teachers for my own separate research project, but I expected to
recruit them from different schools, as I had been doing. However, during
the Autumn term of 1986, the Head of a local comprehensive school,

Woodside, invited me to talk to him about my own proposed research
project. (Since my research project took place at Woodside School I have
called my research project The Woodside Research Project to differentiate it

from the Kingston Research Project, which was still operational at the start
of my research.)

Mr Crauley, the Headteacher of Woodside, suggested that I approach

his staff during their forthcoming In-set days when they would all be

gathered in Departmental meetings. The format and requirements of the
project were outlined to all forty of the teaching staff, visiting each
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department in turn. The positive approach was emphasised and
confidentiality was guaranteed. Those concerned about the effect of the
camera on pupils’' behaviour were assured that past experience has shown
that this is usually minimal. Thirty of the forty teachers volunteered
immediately. Of the other teachers, five said straight away that they did not
want to have any involvement, the rest wanted to think about it. The degree
of response was unexpected and heartening, and required analysis, I felt,
particularly since so many teachers were 'working to rule' because of the pay
dispute and therefore were taking on nothing extra to their stated duties.

The following brief description provides a snapshot of the school.
Woodside is situated in pleasant surroundings, with its own nearby playing
fields just on the edge of a small, prosperous town in Surrey in a very largely
middle-class area. The school building was an undistinguished, long, two-
storey building softened by the surrounding trees and bushes. The display
areas around the school were generally not well-used, although some
individual rooms had excellent showings of pupils’ work. Apparently the
school was used in the evenings by local groups so it was not felt appropriate
to mount displays. The behaviour of the pupils appeared well-ordered, with
almost all wearing school uniform.

The staff seemed relaxed and friendly. The staff room was a cheerful,
busy place, and almost all staff appeared at break, and used it in non-contact
time. Compared to some other secondary schools visited, the atmosphere
was noticeably easy, the staff were confident, caring and co-operative.

The Head was a very powerful influence. He appeared to be almost a
father figure for many of the teachers. He was an astute manager. While in
school he was available and approachable. His managerial skills and
experience had been recognised externally in that he was invited to stand on
many committees, representing headteachers. These extra external activities
had two important effects on the school;

1) In his absences the Senior Management Team gained confidence and

valuable experience by running the school. The responsibilities were
delegated according to their strengths.

92



2) The Head was very well-informed on all educational issues, and passed
on his knowledge and experience to the staff. His forward planning was
enhanced by his external activities. The staff appeared to appreciate that
they were kept up to date and respected his judgement.

The procedures in the school were well-established and ran smoothly,
with the day-to-day running of the school in the hands of the Senior
Management Team. Communication systems appeared to work well and
there was a sense of relaxed efficiency, with time for jokes and banter. The
Head and two of the three members of the Senior Management Team had
all been in post, working together, for some seven or eight years. This good
working relationship was one of the great assets of the school, and provided
a stable base. This then was the school context in which the research was to
take place, and the ethos that promoted the factors that affected the
successful recruitment.

The culture of the school was a mixed one. The head was definitely at
the centre, but there was also a changing hierarchical structure. A task
culture was developing in some areas, such as the recently set-up working
group for the introduction of a Personal and Social Education course. One of
the most important factors was that the Head and Senior Management of
Woodside were very welcoming and supportive. The Head had given his
permission and his backing and had prepared his staff for the exploratory
visit. He also gave up a great deal of his time to discuss the concerns and
responsibilities of his job and completed his own repertory grid Learning
Conversations. This leading action not only demonstrated to the staff that
the Headteacher felt the research was beneficial but was typical of the
forward-looking attitude he adopted to all the current initiatives. The
Headteacher and his Deputies gave a high degree of trust and the freedom to
organise and implement the research programme without interference but
with genuine and continued interest. This was a very important and valued
aspect of the Head's and Deputies' support, since it gave encouragement and
validity to the exercise.

The school had some time earlier been involved in the Kingston Pilot
Teacher Appraisal Research Programme and two of the present staff had
been directly involved, one as an appraisee and one, a Deputy Head, had
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undergone training in the Montgomery method of classroom observation
(Montgomery 1984a). This meant that some of the staff were already aware
of the potential benefits of this kind of research work. Another important
factor was that the research was presented as being related to staff
development and research rather than appraisal. Appraisal at that time was
a very contentious issue because the press had emphasised the idea that the
Government were anxious to introduce appraisal schemes with the purpose
of 'weeding out incompetent teachers' and implementing payment by
results.

The successful work carried out previously by Diane Montgomery with
some of the staff meant that the researcher was provided with a degree of
credibility as a colleague of hers, as well as a degree of status from being
employed by Kingston Polytechnic. These status factors were important in
making the research project acceptable to the staff and greatly facilitated the
daily interactions with the staff and pupils. It also helped that it was known
that I had been, until recently, a class teacher and a head of department in a
very large comprehensive school. As has been shown, the credibility of the
appraiser is crucial (Montgomery 1985a, Gane 1986, Bennett 1992).

These factors - the commitment of the head, the enthusiasm of the
senior staff, their earlier research experience, the open ethos of the school,
the voluntary nature of the participation and the credibility of the appraiser -
are interestingly similar to those identified as being necessary for the
introduction of a successful appraisal system in the surveys examined earlier
in Chapter 1 (Graham 1985, James & Newman 1985b, Montgomery 1985a,
AMMA 1985, Turner 1985). I was aware that I was very fortunate to receive
this level of involvement, since not all schools would have felt able to take
part, particularly in view of the constraining effects of the then current pay
dispute. I recognised that, although in many ways the willingness of the
majority of the staff to take part would be very helpful, it raised other issues
about the sample I would be using. This was obviously a very special school
in its open and trusting response to the request to take part, especially when
they had had only a brief outline of what was required of them from
someone they had never seen before. (My experience on the earlier research
project of recruiting volunteers had been varied, ranging from enthusiastic
participation to brusque refusal, with some schools not interested at all.) I
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decided to ask them all why they had joined in the project and to try to
discover the reasons why some had not. (Their collated responses to the
question, ‘Why did you join in the research project?” and an analysis of
them can be found in Appendix 4). '

The result of this willingness to participate meant that the whole
research project could take place in one school. All the implications of this
did not strike me immediately, but the effects of having such a large
proportion of the staff experiencing some form of directed self-evaluation
had the effect of widening the scope of the research project, since it would, in
effect, be almost a whole school appraisal.

Basing the research in one school also meant that the practical aspects
of the research - the transport and storage of the recording equipment -
would be easier. Less travelling time would be needed and the general
running of the project would be facilitated, but the opportunity to compare
different schools would be lost. So, almost before starting the research
programme, the recruitment process had affected the kind of information
that might be forthcoming. Instead of being based in several schools, the
project would be centred in one and so I had to take into account that these
factors could affect the degree of generalisation of any outcomes.

I enquired of those who had not volunteered why they had felt unable
to take part. Some said they wanted more time to think about it but five did
not want to join in at all. One, the Head of the English Department, felt that
the pressures of introducing new courses and preparing new syllabuses were
already burdensome, and that visits from a researcher would be an added
strain. The rest of this department, however, did not share her feelings.

Two teachers making up a small History Department said they
regarded the research as an unwelcome intrusion, and were not prepared to
be involved in any discussion of their teaching, particularly since they felt
aggrieved at the current status of teachers as presented in the press.

Another two teachers from the large Art, Design and Technology
Faculty gave no reason other than they were just not interested, and despite
being urged by colleagues, both at the beginning and during the project,
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never showed the slightest interest. Interestingly, later discussions with
their Head of Faculty revealed he was concerned about the performance of
both these teachers and had hoped that they would gain some benefit from
having an unbiased observer in their classrooms, but had been unsuccessful
in persuading them to follow his lead in joining in.
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