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Abstract

This thesis challenges the way the concept of quality is understood, approached and
defined. The concept of quality has fascinated me for over a decade. Initially | was
shocked by the importance of the concept and the complete absence of any clear
understanding about what it means. In recent years | have become increasingly concerned
about the emphasis on simple outcome oriented definitions T the acceptance that quality
can be measured solely in terms of pupils test scores.

The literature depicts the concept of quality as complex and elusive in equal measure,
compounded by narrow interpretations that focus on pupil outcomes as an overly simplistic
(and problematic) definitional approach. It also suggests ways of approaching the concept
that offer broader more humanist interpretations but these do not feature in the dominant
definitions. Quality as a concept has received attention from the academic world but the
literature is complex and contradictory. | argue that quality is typically treated as abstract
but defined as concrete T it has become reified. The evidence would suggest that quality is
in fact contested, poorly defined and hard to debate. This has been associated with

problematic positioning of teachers and pupils T separately and in relation to each other

In my quest to challenge the concept of quality my intentions have been threefold: 1) to
explore the literature and reveal weaknesses or gaps in the current understandings; 2) then,
to reawaken interest in less prevalent ways of investigating or understanding the concept;

and finally, 3) to experiment with investigating quality through interaction in particular.

I have done this in four ways: 1) through exploring the way that the concept of quality has
been understood and defined in text (the academic literature) arriving at two conceptual
frameworks; 2) through exploring with staff and pupils in four English primary schools
how they understand the concept of quality (talk) by collating the views 45 staff members
and 97 pupils; 3) through observing and interpreting the interactions and enactments of
four teachers and four pupils (interaction); and through critical consideration of a
connection | think may exist between the work of research-engaged schools and an

alternative approach to defining quality that has been proposed but ignored in the literature.
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Inspired by post-structuralism and social constructionism, with influences from
interpretivism and discourse analysis the thesis combines an analysis and synthesis of
literature with two phases of empirical work that were conducted in four primary schools

in England.

The thesis contributes to knowledge theoretically and empirically. First, through the
development of two conceptual frameworks from a synthesis of literature; secondly, by
privileging in-school voices and exploring what quality means to staff and pupils; and
thirdly, by investigating the concept of quality through observation of teacher/pupil

interaction and enactment.
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Chapter 1 A Introduction

1.1 Introduction and background

This study is concerned with investigating the concept of quality in the context of primary
schools in England. Its aim is to challenge the ways in which quality can be understood by
reconsidering definitions that are already in the public domain alongside the voices of
people in schools (including school leaders, teachers and pupils) and by analysing their

actions as well as their words.

1.1.1 A personal comment

| became interested in quality as a concept while doing a Masters in Education and
Development about 12 years ago. At the time the équalityd of education was recognised as
a problematic issue in developing countries where the drive to get more children in school
was high and challenging (UNESCO, 2000; 2004) yet there was a dearth of literature and
research that explored what dqualityd actually meant. It seemed odd to me that so much
effort was invested in creating something that was not well understood or described. | was
struck by the absurdity that équalityd was such an explicitly central concept in the provision
of education in the developing world but remained so poorly debated. In the early 2000s
quality was predominantly measured by quantitative data about enrolment and retention
rates of pupils entering basic education (equivalent to primary level education in the UK).
This was used as a proxy judgment of quality T if pupils entered education and stayed on

then the education was good, if it was not good then the assumption was they would leave.

Over a decade later, and having worked as an educational researcher in an applied context
(at NFER and CfBT Education Trust) since on projects mainly concerning education in the
UK, my interest in the concept of quality remains but has shifted to focus on England and
particularly on primary education because this is where most of my research work has
focused. Despite the different socio-cultural, economic, political and educational context
of England compared to developing nations | have been struck by a similarly narrow focus
on measurability from the UK government and lack of questioning or dialogue about what

quality means.

11
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My own personal understanding of the concept of quality at the start of this thesis is that it
should refer to something great T it should be aspirational and almost unattainable in its
excellence. | have tried, despite my prejudicial viewpoint, to treat the concept of quality as
neutrally as possible. | have done this by not imposing any particular definition or
interpretation in what follows and instead seeking to map through analysis of literature (in
the first instance) how quality has been defined and interpreted by others. | will revisit my

understanding of the concept in the final chapter.

1.1.2 A challenge to narrow or weak definitions of quality

In my literature review | explore a range of different meanings and ways of approaching a
definition of quality arriving at two distinct conceptual frameworks. These two
frameworks play a key role in structuring my subsequent challenge to the concept of

quality®.

The literature shows that much of the attention given to the concept of quality has come
from scholars interested in the ongoing debate about quality in Higher Education (Harvey
and Green, 1993, Thomas and MacNab, 2007, Thomas and Gorard, 2007, Halliday, 1994,
Tobin, 2007), the ongoing quest for improved quality of education in developing countries
spurred on by the Dakar goals and Education for All (UNESCO, 2004, Hawes and
Stephens, 1990) and from within our own school system in the UK usually focused on
effectiveness, achievement and attainment (James et al., 2006) in part driven by the
standards agenda (Ofsted, 2012) and a political desire to compete educationally and

economically on a global stage (DfE, 2010).

The definitions that Chapter 2 presents and discusses are complicated by links to
contentious areas of debate such as the purpose, aims and values that underpin our
education system (Greyling, 2009, Alexander et al., 2009), all of which are difficult areas
of academic discussion existing uncomfortably in the same world as fiscal pressures and
performance commodification (Brown and Lauder, 2004). Some examinations of the
concept of quality reveal an implicit definition of adequacy T an understanding in

opposition to other more ambitious interpretations that hint at its association with almost

! At times | use the word quality alone but refer always to the concept of quality in education

12
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unattainable excellence (Harvey and Green, 1993, Grice, 1999). Yet, according to some,
such higher level meaning is easily compromised by influences from business, bringing a
focus on measurability and accountability (Hart, 1997, de Grauwe, 2005) that move away

from broader more humanistic interpretations of the term (Gewirtz, 2000, Biesta, 2009).

It is the combination of complexity, ambiguity and narrowing within definitions that has
implications within schools, re-casting teachers in roles where freedom and creativity are
reduced and accountability and managerialism are increased. This, it has been suggested,
negatively reshapes the roles and relationships of teachers, pupils (and parents) with
consequences for teaching and learning (Woods and Jeffrey, 2002, Thomas and Loxley,
2005, McNess, 2004, Pollard et al., 2000, Pollard with Filer, 1996, Bibby, 2009).

1.1.3 Finding another way

The literature also reveals evidence of new ideas, debate and direction which offer promise
for further study. Interestingly, with a strong foundation in Early Years education, scholars
such as New (2005) and Moss (2005) have considered the concept in a quite different way.
Independently, Burbules (2004) and New (2005) in their writing expressed the belief that a
new way of approaching the concept of quality in education is needed (by policy makers,
practitioners, researchers and possibly even parents) and one such way is to treat it as both
6quest and questiond (New, 2005). Instead of attempting to describe the inputs, outputs or
features of quality this alternative approach favours instead treating quality as a never
ending mission or quest T and as something unattainable that cannot actually be achieved.

These two ideas in particular (quality as a quest and quality as unachievable) suggest to me
similarities with the research-engaged school movement (Sharp et al., 2005) which,
without explicitly making links to the concept of quality, strives to embed a dquest and
questioningd approach in every aspect of school life with the purpose of driving school
improvement in an evidenced-based way. A dresearch-engaged school6 is one that places
evidence and research at the heart of school improvement T such a school might engage
many (or even all staff) in activities such as reading published research, using research
evidence (that they have accessed through published sources) to make decisions, and even
generating their own evidence where gaps exist in published research. There is an

assumption that staff in research-engaged schools have some degree of understanding
13
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about how to conduct educational research, how to use the results of externally published
research to inform the conduct of their own research and how to apply their own research
results to their pupilsé learning. The use of evidence in these ways drives activity linked to
core aspects of educational provision such as SLT decision making, school improvement,
professional development and teaching and learning. The assumption is not that teachers in
non-research-engaged schools do not have the capacity or skill to do this, they may have
the requisite expertise. The difference is that in a research-engaged school the use of such
an approach would be strategic and collective. > (The connections between a 6quest and
questiond approach, quality and school improvement are discussed in more detail in the
following chapter T see section 2.3.4). Elements of Newds thinking which are particularly
influential here include her issue with interpretations of quality that éinhibit critical
thinking about alternative possibilitiesd, (2005, p.446); her belief that learning is a socially
constructed activity (ibid.; Mallory and New, 1994); her interest in the differing forms that
quality can take in different contexts; and her recommendation that quality is underpinned
by ésustain[ed] critically reflective practiced and écollaborative enquiryd, (New, 2005,
p.447). Quality described as dassigning value to its role as a heuristic for insuring the
ongoing and active engagement of citizensd, (ibid. p.448). Anecdotally, much of this |
have seen reflected in the actions of those within research-engaged schools prior to
commencing this study. The similarity | perceive between Newds suggestion and the
intention of research-engaged schools raises questions as to whether (and if so, how)
quality is conceptualised differently by those in these school communities. This small but
unique element of the thesis is followed through methodologically in the inclusion of two
research-engaged schools in the sample and in analysis through comparison of data
between these schools and those that were not research-engaged (more details are given in
Chapter 3).

1.1.4 A desire to privilege particular voices

The literature also reveals weakness in the existing evidence base T in particular the views
of people within schools and their definitions of quality are rarely a key part of more

dominant or prevalent understandings of quality. Again, with the intention of challenging
how quality can be understood | have sought the views of school leaders, governors, staff

2 Research-engaged schools can apply for recognition through an award scheme operated jointly by NFER,
NUT, IfL, NCSL and Education Journal. .

14
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and pupils within four primary schools in England. The views of pupils have been
particularly interesting to me. At the time | completed my Masters was also coincidentally
at the start of the renewed interest in pupil voice in education (McCallum et al. 2000;
Johnson, 2004; Warwick, 2007) and the voices of pupils were a particularly key part of my
Masters research study. Although my interests have developed since then | retain a strong
interest in the way that children define the concept of quality. A small but impressive
collection of the literature analysed in this thesis also suggests that pupil views are both
important and relatively unheard in the debate about quality (Pollard, 1985; Pollard with
Filer, 1996; Pollard et al. 2000; Cullingford, 1997). Privileging the voices of pupils is
therefore an explicit intention of the research | have conducted for this thesis.

1.1.5 Defining quality through enactment

A fascinating element of the literature included in this review points to another element of
the work around quality as a concept in education T that of the pupil/teacher relationship,
or interaction between pupils and teachers. It is perhaps worth emphasising the point,
albeit briefly here, that looking at quality through éinteractiond is unusual. This approach
has been inspired by the work of Pollard (Pollard et al., 2000; Pollard with Filer, 1996),
and offers insights into the way that definitions of quality are dacted outd in the classroom.
Despite this relationship being identified by a number of scholars (Pollard, 1985; Wrigley,
2103) as vital in the delivery of a quality education or in the business of teaching and
learning | have not come across any research work which attempts to unpick this further.
In my thesis I have focused on pupil/teacher interaction and dedicated a phase of empirical
work to exploring how quality is enacted within the relationships of four teachers and four
pupils. This has added an emotive dimension to the findings and a strong thread of

originality.

15
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1.2 Research intention

The abridged discussion, based on both an overview of literature and reflection on the
interests and prejudices | bring to this thesis, serves to highlight the following points:

e there is no clear and/or universally accepted understanding of the concept of quality
e the extent to which different/opposing conceptualisations of quality impact on those
working in schools is thought to be problematic but not well understood
e there are areas within the current literature that are weak or absent T for example:
o in-school perspectives on what quality means
o definitions of quality based on pupil/teacher interaction
o further examination of alternative approaches to defining the concept) revealing
opportunity for development of current knowledge and for new research.

In this thesis | seek to challenge quality and by doing so provide an expanded
understanding of what itT a central but poorly defined and complex concept in education T

can mean.

In particular | focus on the academic and theoretical definitions that are available and
attempt to synthesis a complex and large literature. This generates two very different
conceptual frameworks which support data collection and analysis. The weaknesses in the
literature (mentioned above in the third bullet point) inspire the empirical work which
includes the collection of in-school voices (staff and pupils in four English primary
schools), exploration of quality and the way it can be understood in éinteractiond between
teachers and pupils and in the comparison of data from research-engaged and non-
research-engaged schools.

16
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1.3 Methodological approach

The assumptions and influences that have brought me to investigate the concept of quality
have shaped the methodology and its epistemological and ontological basis. As a result |
combine post-structuralism, social constructionism, interpretivism and some elements of
discourse and comparative analysis. These influences support the premise that quality can
be understood within structures, for example the communicative structure of language or
the organisational or social composition of a school or classroom setting. It is the multiple
frameworks that offer explanation that lie behind the complexity, ambiguity and confusion
that goes hand in hand with the concept of quality in education. However, in addition to
structuring the problem these influences also provide a framework for further exploration.
They do so by suggesting either participant discourses in which quality may be defined and
methods of data collection. A focus on 6talk, text and interactiond (Silverman, 1993)
provides a thread through the methods | have chosen to employ in the research conducted
for this thesis. For example, | have conducted interviews with school staff and pupils
(talk), analysis of academic literature, research reports, policy documents and national
guidance materials (text) and classroom observations of pupils and teachers (interaction).
What | add to this is a comparative element which allows a focus on the complex interplay
between structure and agency; for example the relationship between what teachers and
pupils say and do.  The outcome is both a direct challenge to conventional understandings
of quality and prioritises the need for an applied understanding or definition of the concept

of quality.
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1.4 The structure of the thesis

Chapter 2 follows this introduction and explores the academic literature on the topic of
quality in education. Chapter 3 explains the methodological underpinnings of the study,
the research design and sets out the methods. Chapters 4 and 5 present the findings from
the qualitative investigations in four English primary schools T Chapter 4 explores the
views of school staff and pupils on the topic of quality and what it means to them; Chapter
5 explores the concept of quality and the way it is enacted in the interactions of four pupils
and teacher relationships. The final two chapters, 6 and 7, examine the thesis in terms of
what it has offered in response to the research intentions and comments on the implications
of the findings more widely. Chapter 6 presents an introspective discussion pulling
together the evidence and addressing what the thesis has offered. The final chapter
concludes the thesis and offers comment on its originality and implications for further

research.
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Chapter 2 A Defining quality

2.1 Introduction

This review chapter presents a range of definitions of quality providing descriptions,
analysis and synthesis of their different (and similar) aspects. It offers a critical appraisal
of the strengths and weakness of the definitions that dominate and searches for alternatives
that offer broader yet pragmatic understandings. The review takes a definitional approach
for two reasons. Firstly, the majority of writings on the concept of quality take such an
approach and attempt (explicitly or implicitly) to set out what quality means. Secondly, a
synthesised understanding provides a map of the way quality is understood revealing
elements of definitions that abound or are alone T that dominate or are subjugated by
others T and elements of definitions that are accepted and those that are contested. Such a
map also shows who defines quality and who does not. Understanding the way that
quality is currently being defined in this way forms the basis for what follows in this thesis.
The result is two conceptual frameworks T one mapping prevailing or dominant definitions

and the second mapping an alternative model.

Quality as a concept has received attention from the academic and political world but the
literature is complex and contradictory. | argue that quality is typically treated as abstract
but defined as concrete T it has become reified. The evidence would suggest that quality is
in fact contested, poorly defined and hard to debate. This has been associated with
problematic positioning of teachers and pupils T separately and in relation to each other
(Pollard with Filer, 1996; Pollard et al. 2000). For this reason | take a critical view of the
narrowing interpretations and seek alternative models for conceptualising quality in
education T this can be found within a set of writing that attempts to look at the concept of
quality in a different way questioning what it can mean rather than seeking to provide my
own concrete, tangible definition. That said, as acknowledged in the introduction (p.12),
my starting viewpoint has been to err towards a definition of quality that describes quality
in education as superiority of kind.
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2.1.1 The structure of this chapter

This chapter has three sections, roughly these equate to description, analysis and synthesis.
Part 1 presents a broad descriptive look at how quality is conceptualised and defined in
academic literature, select policy papers and research reports. Part 2 revisits some of the
literature introduced in Part 1 in a more critical way adding in new literature to further
these lines of criticism. It culminates in an exposition and discussion of both weaknesses
and alternatives that have been suggested, setting the scene for the final section. Finally,
Part 3 pulls this together in two conceptual frameworks and explains the roles these play
throughout the thesis.

2.1.2 The literature included

This review has considered literature relevant to the primary phase but also beyond. Much
of the debate around the concept of quality has been generated within particular fields of
education study. Much can be learnt from looking in detail at ideas coming from literature
from Higher Education (HE), Early Years, Development Education as well as the way in
which quality as a concept has been framed in political dialogues for example.
Conceptualisations of quality and definitions of quality generated in these areas are
relevant to understanding quality in relation to primary education because they are or have
been influential in structuring a dominant conceptualisation of the word which is used to

shape the concept of quality more broadly.

Literature searches were conducted of online databases such as ERIC and Education
Research Complete, the university library system, and the British Library catalogue. The
searches relied on combinations of words and phrases like dqualityd AND éprimary
educationd, or éeducationd. This returned substantial numbers (in excess of 1000) of
potential references which were further refined by source types where relevant (peer

reviewed journals or publication by date for example).

Once initial searches were completed the abstracts or summaries were used to highlight
those sources which were most likely to be relevant and less germane materials were
removed. All sources were imported into Endnote Web and the LinkSource tool used to
keep a record of materials throughout the development of the thesis. The searches were

updated at the mid-point and end of the PhD course period. In the case of key pieces of
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literature reference lists were also studied for literature that was relevant and not picked up
through other searching activity.

Criteria for discounting materials from the final list of materials included subject specific
pieces (for example, materials that dealt with quality in science teaching only for
example). In the case of a particular aspect of quality (for example, Quality Assurance)
some literature was included but not all that the searches retrieved. The better pieces
(judged by date, provenance and comprehensiveness) were included to further reduce the
literature data set. The final number of literature items exceeded 650. Only those items
directly referenced in this text are listed at the end in the References section.
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2.2 Partl

This section describes the way in which quality is conceptualised in the literature. There
are four sub-sections, these are: 1) levels of quality; 2) the influence of business; 3) the
complex relationship of quality with values and debates about purpose, aims, and goals of
education; and 4) the related conceptualisations of good (and bad) schools, teachers/ing

and pupils.

2.2.1 Not all équalityd education is the same

Harvey and Greends (1993) article entitled ¢6Defining Quality6 takes the analysis of quality
as an educational concept in a number of directions presenting some positions and
problems in the quest to define it. They describe quality as relative in nature T suggesting
that it is not possible to reach agreement on what it is, and that stakeholders® in education
are all capable of holding and using different meanings of the word dependent on the
context in which the term is used. Importantly, they identify five categories: exception,
perfection, fitness for purpose, value for money and as a transformative force. This
categorisation, though not one | entirely agree with, has influenced the empirical element
of my study T described in Chapter 3 T and provides a useful starting point for a deeper

discussion about the influences on and approaches to defining quality.

Harvey and Green’s five categories of quality

Exception

0Exceptiond has three elements: quality as distinctive, quality as excellence and quality as
meeting a minimum set of requirements. Firstly Harvey and Green (1993) say quality can
be defined as distinctive and that it is possible to know instinctively that something is
exceptional (in this way it is similar to truth or beauty). Similar interpretations are

described in the work of Hawes and Stephens (1990).

Exceptional understandings of quality raise issues of inequality (ibid.). Harvey and Green
use the example of Oxbridge to illustrate quality as distinctive T due to a combination of

the best students, best teachers and best funding the result is exceptional. The problem

® For example, policy makers, academics, educationalists, leaders, teachers and parents.
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they identify is that education of this nature is for a lucky elite and not for everyone T it is,
for most, unattainable. They also state that understandings such as these are unhelpful in
education ébecause [they] provide no definable means of determining quality6 (p.4) adding
that this notion 6stickst and dobscuresé more meaningful, definable conceptualisations
(ibid.).

The next two elements are less intangible. Excellence and the meeting of a set of minimum
requirements Harvey and Green describe as exceptional because they are above and
beyond the expected (1993).

Their argument refutes the issues of equity because quality for the masses can still be
considered exceptional if it is excellent or meets a set of minimum requirements. It may
not be the same as distinctive but it can still be described as exceptional. The description
here of élevelsd of quality is interesting, something that Coffield and Edward (2009) also
touch upon in their work which focuses on the concept of excellence in relation to post-
compulsory education. Like Harvey and Green, they claim that excellence is in fact an
equitable term. They compare it to dbestd which they argue imposes a similar educational
elitism when used alongside words such as Gpracticed T best practice is something that only

a few could deliver or receive whereas excellence is not limited in the same way.

Perfection

Harvey and Green also describe quality as perfection or consistency, an idea that
supposedly overcomes the ethical implications and issues mentioned above. Quality as
perfection is for the masses and is about éconformance to [a predetermined and
measureable] specificationd. It is about 6zero defectsd and embodied by 6a cultured
whereby responsibility for quality is shared equally between and reflected at every stage in
a process. They use the example of car manufacturing to explain the relativity inherent in
this conceptualisation of quality: 0A quality Volkswagen car is one that on delivery from
the manufacturer exhibits no defects at all. This approach does not provide a basis for
comparison with the specification of a Ford or a Hondad. If applied to education or
schooling then it would mean that education conforming to a pre-agreed description could
be perfect but it says little about the quality of the description.
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Fitness for Purpose

Next Harvey and Green tackle quality as fitness for purpose. This is a functional and
inclusive definition of quality and at face value simple T quality means that a thing is
suitable for its purpose. If it meets these criteria then it is good quality. It is not that
simple when applied to education however. As a conceptualisation of quality it raises
questions about how fitness is measured, who decides the purpose and how it is known that
the purpose has been achieved. Harvey and Green describe the customer as having a key
role in deciding the latter. (It is also worth noting that defining who the customer is also
raises problems of definition as well as inclination.) Harvey and Green also describe the
usefulness of this interpretation within quality assurance procedures where 6the desired
quality, however defined and measured, is deliveredd. This, in practice, is about processes,
management and customer satisfaction. As a means of defining quality they argue it has
been popular because it offers a clear and defined mechanism for monitoring and tracking

quality.

Value for money

Another way of interpreting quality according to Harvey and Green is to view it as évalue
for moneyd. They argue that if quality is interpreted in this way accountability, market
forces, competition, efficiency and performance indicators become key pillars. The funder
and the customer have a role in holding the providers to account and the action taken in the
face of poor quality is not to address it and attempt to improve it but to move resources
away from it. The need to measure effectiveness and efficiency are necessary to ensure the
market has the information it needs to act. The tendency has been to measure both
effectiveness and efficiency in quantifiable ways T staff/student ratios, inputs and outputs,
performance indicators for example. Harvey and Green suggest that, in fact, such
measures are better at measuring efficiency than they are at measuring effectiveness (ibid.
p.16).

Transformation

Harvey and Green state that the transformational potential of education is rooted within
Western philosophy T the better the education the greater the potential to transform the
lives of those who received it. This interpretation of the concept is problematic in the
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context of more dproduct-centred notionsd included in the four categories already
mentioned.

‘Education is not a service for a customer but an ongoing process of
transformation of the participant, be it student or researcher. This leads to two
notions of transformative quality in education, enhancing the consumer and
empowering the consumer’ (ibid. p.17).

According to Harvey and Green, value added becomes a key idea T and that value can take
two forms T enhancing the individual and empowering the individual. Again, Harvey and
Green emphasise the need (presumably the need of policy makers/advisors and educational
leaders, though this is not clear) to seek quantifiable measures in order to know that value
is being added. Such measures they admit mask the qualitative nature of transformation
which is embedded within the philosophical stance behind this interpretation of quality.
This they say can be accessed through feedback from learners in the form of student
evaluations which shares the responsibility for monitoring quality and control over content
of learning with the consumers. However, they also say, that in HE sector, there are
barriers that prevent meaningful student empowerment. For example, education rarely
challenges learners dprejudices and habits of mindd, and they say, perhaps controversially,
it does not explicitly teach criticality. Without that challenge and without the necessary
critical skills learners are unlikely to be able to act in an empowered way that has any
impact on the underpinning foundational definition of quality that affects what they
receive. They say also, that in HE empowered students are not necessarily what

institutions want anyway T this is in fact perceived as a threat (ibid. p.19).

Hawes and Stephens (1990) like Harvey and Green (1993), make explicit a connection
between education quality understood in terms of its transformational power and quality
understood as excellence T Hawes and Stephens (1990) phrase this as éhuman bettermentd
and ésomething speciald. This encompasses concern for others, inventiveness, stimulation,
excitement and happiness. This was their attempt to embrace some of the softer and more
slippery aspects of quality but their text does little more than acknowledge the presence of

such difficulties in defining a pragmatic approach to quality.
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2.2.2 The influence of business on conceptualisations of quality

The word dqualityd has a history of use in a production and commerce sense and is evident
in Harvey and Greengs five categories of quality indicating a transposition of these
influences onto education. A more overt connection was made by others (Sayed, 1993,
1997; Hoy et al., 2000) and some literature maps the introduction of quality into the
discourse of education back to the 19706s, inspired by Ford and Deming, amongst others,
(Holt, 2000; Yoshida, 1994). Brundrett and Rhodes (2011) offered a view of quality
similar to that set forth by Deming. Their focus was on Total Quality Management (TQM)
T quality as a management strategy T quality control and quality assurance, also
emphasised by the definition given by Hoy et al. (2000). All have their roots in the
discourse of commercial production T quality control refers to finding and eradicating poor
quality outputs and quality assurance is more process driven and about avoiding poor
quality outputs by overseeing the process of production. Brundrett and Rhodes (2011)
believed that quality assurance was suited to educational transposition because it was
closely in line morally with the work of schools. However, despite quality assurance
having made its presence felt in educational management (Brown and Lauder, 2004;
Gewirtz, 2000; Navaratnam, 1997) it has not always been seen as a way to ensure quality.
For example Anderson, based on research involving academics from Australian
Universities, argued that academics see quality assurance as a game or set of boxes to be
ticked and not necessarily representative of their personal beliefs about what quality means
(Anderson, 2006).

Arguments against the business influence on definitions of quality

Whilst the influence from business may help to clarify what quality means and how it can
be put into operation (Blatter et al., 2010; Loukkola and Zhang, 2010; Association for
Quality Assurance in Higher Education, 2005) the association is something that others are
deeply unhappy about (New, 2005; Halliday, 1994; Courtney, 2008; Hart, 1997). Halliday
stated that business influences encourage views of education as a service (1994), the
connotations being negative. This has been fuelled by the perceived link between
education and economic contribution to society. The concept of quality, as a result, then
relates primarily to the monitoring of the service which has been criticised as an
oversimplification of the full meaning of the concept of quality (Hart, 1997). To Moss

(quoted in New, 2005), the ramifications of the connection between business and
26



Anna Riggall A PhD Thesis

interpretations of quality reach deeper with broader interpretations of quality becoming
invisible in a system which uses standards to view values and assumptions. Such an
approach also offers greater confidence in accountability measures than is merited (Hart
1997). Hart suggests that a wider group of stakeholders in education need to 6join others in
judgementd which cannot be done éscientificallyd or étechnicallyd, (ibid. p.302). What he
calls for is a conceptualisation of quality that requires engagement in the difficult and
uncomfortable discussions about specifics, including the need to engage with the purpose
of education which can be a contentious area. The warning Hart offers is that narrow
frames of quality based primarily on what is measurable make it is easier to avoid
disagreement and conflict. What Hart criticises is the production line, business influenced
conceptualisations of quality because they are reductionist and (overly) simplistic. Whilst

appealing for these reasons the result is a definition or interpretation of quality that is

abstracted from the practical reality of the system, of schools and of values.

The idea that quality can be interpreted as provision of what is necessary Hart argues, has
been directly transposed onto education by the dqualitymongerso (ibid. title). He proposed
that the ways of measuring quality or the standards that reflect quality in education are
hard to agree on and tend to be those most easily converted into measurements, which
further facilitate the connection to fitness for purpose definitions T a point that Courtney
agrees with (Courtney, 2008). Hart (1997) proposes that couching quality in terms of
customer satisfaction reduces value judgements to a 6Which Reportf, reduces man (sic) to a
paying customer and the meaning of life to consumption. This has resulted in a move from
a world where the understanding of quality was considered tied up with the concept of
craftsmanship to one where competitive mass production means quality has come to
signify precision and predictability. The concept must also now take account of cost which
ultimately results in ¢[...] not providing more or better of something than is strictly

necessaryo, (ibid. p.299).

Others have agreed that the problem lies not in the above but in what is valued as an
output. If the standard expected is defined in limiting terms (in others words only pupil
outcomes) then the impact on quality is narrow. This is suggested by Griffith (2008) who
describes the opposite suggesting that if in fact the standard expected is broad rather than

narrow then the impact on quality as a concept is similarly broad. For example, Griffith
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stated that standards are vitally important to quality, to have good quality one must first
have good standards (2008). His understanding of standards was broad, encompassing
much more than 6test performanced. He asserted that in the wider international community
standards encompassed all the learning outcomes and the expectations of students. Such a
definition stretched understanding of the term to include some other aspects of quality
including values and behaviours. His view is summed up in the following quote:

‘Standards at every level of the education system, must reflect not only the
knowledge and skills that should be acquired, but also the values and attitudes that
are increasingly important considerations in the world in which students will live
and work’, (ibid. p.101).

2.2.3 Effectiveness and quality

Effectiveness as a concept was introduced in relation to the dvalue for moneyo
interpretations on p.22. Now it is expanded upon in relation to education. Effectiveness
has been directly linked to the concept of quality in the school effectiveness literature
(Sammons et al., 2014) and has dominated the quality discussion since the late 1980s
(Wrigley, 2013). Often used synonymously or instead of the word quality, typically those
working in the field of effectiveness research have maintained strong associations with the
business influences T particularly concepts such as efficiency and quantifiably measureable
impact (Sammons et al., 2014; Wrigley, 2013). Wrigley wrote about effectiveness as a
model of school evaluation (p.31) that places undue emphasis on exam results, is unable to
explain complex interconnections and is undermined by questionable validity which comes
about from quantifying characteristics of effectiveness which are not quantifiable (Wrigley

cites the example dclear and continuing focus on teaching and learningb), (2013, p.36).

In response to narrow interpretations of effectiveness and the concerns summarised in the
previous paragraph, some authors have attempted to broaden the definition of effectiveness
(for example James, 2006). James et al. wrote about quality in their book on very effective
primary schools: schools that achieve excellence despite starting with a much weaker or
poorer set of inputs and circumstances (ibid.). The research was based on a large empirical
study involving 18 outstanding schools in challenging circumstances. Data was collected
via individual and group interviews with school leaders, teachers, teaching assistants

(TAs), parents and community stakeholders. The views of pupils were sought too through
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group interviews. In this sense there are similarities with the research conducted in this
thesis T inspired in part by James and colleagues my own work has involved schools,
teachers and pupils. The implicit statement in his work was that quality means exceptional
T more specifically exceptionally effective and measured in terms of pupil achievement and

attainment.

Jamests team concluded that there were seven elements which impacted on the
achievement and attainment of pupils and therefore underpinned school effectiveness.
These were the teaching team, efficient and effective organisation and management,
mutual support, validation and valuing of community, mindset , pupils and their parents,
leadership and a central characteristic (which was largely about the culture and ethos of the

school). The resulting report was a detailed and comprehensive view of effectiveness.

The dominance of effectiveness as a concept in education has received criticism from those
who argue that there is a tendency to interpret effectiveness in a way that narrows what
education is for, emphasising assessment and testing. The result over time is that these two
sources of data become dprivilegedd and representative of the definition of effectiveness
(Gorard, 2010, p.759, emphasis added). Others such as Scott of course also consider it
flawed methodologically (Scott, 1997). The work of Ko and colleagues looked at more
than just assessment data (2013) widening the net to include a range of more complex
factors. In areview of research and evidence on teacher effectiveness they summed up
approaches to conceptualising effectiveness. The list included definitions based on
observable behaviours, definitions based on value-added interpretations, definitions based
on the impact of a range of classroom practice on pupils (there are narrow and broader
versions of this they argue), definitions based on the consistency of teacher behaviour and

then a 6totald definition which included much of the above (Ko et al. 2013, p. 7).

Despite attempts to broaden the net of effectiveness (James, 2006; Ko et al., 2013;
Sammons et al. 2014) criticism of effectiveness-inspired definitions of quality continued to
be levied because of a narrow focus on measurable and quantifiable outputs. Wrigley
(2013) made a similar point to that made by Gorard (2010). He summarised that issues
with effectiveness included a reliance on assessment data and highlight the inability of the

data to describe any connections between the complex aspects of broader definitions of
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effectiveness. This throws into question the validity of the data collected and analysed in
the name of effectiveness research (Gorard, 2010, p.36). Wrigley went on to argue that the
paradigmatic description of effectiveness presented a éreductionistd picture of context

(schools do not operate in isolation), history and the social impact of schools (2013).

A relation between school improvement research and school effectiveness research is
apparent. Like Ko et al. (2013) Wrigleyos article dealt with both effectiveness and school
improvement T the latter he treated as if it was the paradigmatic opposite to effectiveness,
in theory at least. In reality it is not he says (Wrigley, 2013, p. 38/9). School improvement
he argued, promised to be qualitative, concerned with édynamics of organisations
processes and to treat educational outcomes as éproblematicd. Despite this theoretical
difference effectiveness and school improvement have been interpreted in similarly
quantifiable ways due to a lack of challenge and debate. What he suggested is needed to
drive 6school developmentd is analysis of interactions within schools (ibid. p.44).

Finding out what works

A popularist approach to conceiving quality in recent years is characterised by a desire to
know how to spend limited funds to maximum effect. 6What workso is common parlance
in recent educational research (including James et al., 2006) and influential publications
(Hattie, 2008; 2011) and organisations such as the Alliance for Useful Evidence and the

Education Endowment Foundation.

The éwhat worksé movement is similar to effectiveness in its philosophical roots and its
favouring of positivist methods. Resources created in recent years such as Hattieds meta-
analyses results (Hattie, 2008) and the Education Endowment Foundationds Toolkit have
relied on a positivist style of research that results in knowledge about the effect size and
cost of a range of educational intervention (Goldacre, 2103; EEF, 2013a; 2013b). The
results have been largely welcomed in the educational community in a climate of limited
resourcing, changing educational structures and increasing accountability and inspection
pressures. These also encourage a focus on quantitative and measurable outputs in implicit

definitions of quality.
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2.2.4 Values in conceptualisations of educational quality

This next section looks at the role of values in understanding the concept of quality in
education. Values are often considered to be made visible through aims, purpose and goals
(Moss and Pence, 1994) (all three of which are used synonymously across different texts)
but also sometimes assumed visible through standards, benchmarks and measurement tools
too (Griffith, 2008).

One obvious, but far from simple, relationship between quality and purpose in education is
the creation of an end result T knowing the purpose of education gives you an explicit end
goal or aim. That end result also captures what is most valued in education T hence the
close link between values and purpose (or aims or goals). What the values should be as
well as what the explicit purposes, aims and goals are that represent these values remains
deeply contested.

Shuayb and OdDonnell (2008) take a pragmatic approach in their contribution to the
Cambridge Primary Review (Alexander, 2009). Their research review looked at the way
in which England, Scotland, Germany, New Zealand, Sweden and the Netherlands had
stated their aims, purpose, and values in education between 1965 and 2006. In summary
Shuayb and OéDonnell found two guiding philosophies; one which favoured a éflexible
and autonomous systemd advocated by those who place the child at the heart of primary
education and another which éemphasise[d] centralisation and standardisationt encouraged
by economic and political intent (2008, p.2). These rather dissimilar camps are seen as

opposite, irreconcilably so according to the authors.

There is also debate about whether the purpose of education is simply functional (like
learning to read) or about something far more profound (like becoming a better person).
Campbell (2008) says that the purpose of education is almost synonymous with édesirable
outcomeso (ibid. p.254), but there is a difference between this as a function and as a higher
purpose, the dissimilarity being that the former relates to specifics such as the ability to
read and write and the latter concerns dexplaining how a person benefits from education in
a deeper wayob (ibid. p.254). The better the quality of education a person receives, the
better the benefits that accrue to them T something Sammonsos study on the impact of
school effectiveness on disadvantaged primary pupilsé academic outcomes found to be

evident (Sammons et al. 2014). Although because the study is not longitudinal in the
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sense of extending into mature adulthood the issue of whether a reduction in disadvantage
has sustained benefit remains unanswered. According to Campbell, such benefits would
include economic prosperity and productiveness and full and active citizenship and
participation in social life (2008). Gow et al. (1989) echo, to some extent, the idea that
there is a difference between functional outcomes and a higher purpose in education.
Their article asserted that the purpose of education remains, as it has throughout history, to
be about the teaching of wisdom and virtue. This translates as intellectual skills (including
criticality), knowledge, character, ethics and morals (ibid. p.546). Some of this resonates
with Harvey and Greensgs (1993) fifth categorisation of quality where quality in education

is defined as a transformative force.

Individual, sociological and market driven purposes

There is a range of different perspectives and philosophies about the central purpose in
education. These include education and learning as a human need; part of what it is to be
human (as an individual) (Wilson, 2010); an idealist or utopian philosophy akin to the
discipline of Sociology (what it is to be part of a community) (Sayed, 1997; Ball, 2004)
and market driven approaches which are inspired by the drive for economic prosperity in a

capitalist system. These three categorisations are discussed in more detail below.

Education for the individual

An individual model of understanding purpose in education suggests that it is about the
development of everything it is to be human and positions learning as a human need (Riley
et al., 2004). Shields and Mohan (2008) suggested the primary aim or purpose of
education should be to address social inequality and empowerment of the individual. They
wrote about the direct link between learning, academic performance and social justice:

‘Creating learning environments and developing curricula which are responsive to
the disparate lived experiences of children is a practical way to help students
connect to, make sense of, and actually learn what is required to succeed, not only
on tests, but in life’,(ibid. p.290).

Relevance becomes an important aspect of such conceptualisations and indeed Shields and
Mohands belief in social justice was partly about making education and learning relevant

and related to the studentos lived experiences. The idea links with ideals reflected in the
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Early Yearbs philosophy of learning through play and following the interests of the child
which make learning relevant and meaningful to the child (Sanders, 2005).

Sociological and democratic purposes

A sociological model suggests that purpose in education is about ensuring and challenging
inequalities in social class, justice and equality of access (Ball, 2004; Kantor and Lowe,
2004); providing opportunity and empowerment to enable social mobility; exercising
social control (Ball, 2004); providing social welfare (Brown and Lauder, 2004); and
ensuring relevance and functionalism (Hawes and Stephens, 1990) and democratic health
and participation (Kershaw, 2008; Pirrie and Lowden, 2004; Nussbaum, 2006).

Much has been written about democracy as an educational purpose (Kershaw, 2008;
Nussbaum, 2006; Riley et al., 2004; Pirrie and Lowden, 2004). Kershaw says 6the
fundamental purpose of education in a democracy is democracy: to create citizens who are
capable of self-governanced, (2008, p.304). He argued that in order to improve educational
policy and outcomes students need to be put back at the heart of the action and debate,
empowering them to participate in the process of improving education alongside schooling

them in the process of democratic contribution.

Gerwirtz (2000) talked about the need to re-engage with purpose in education at a political
level. Her article suggested that politics have been avoided in educational debate and she
calls for this to be addressed. She said that what is needed is for those within the system to
face head on questions of purpose and the process of developing shared understandings of
key concepts like quality. She also criticised the way internal school politics and decision
making operate to create an environment incompatible with the ideals of citizenship and
democratic participation. This direct critique of the undemocratic functioning of formal
schooling is something that Nussbaum has written more on. Nussbaum says (in an article
specifically about education challenges in India and largely inspired by the work of Dewey
and Tagore) education is a fundamental part of a healthy democracy, (Nussbaum, 2006).
Education with the purpose of serving democracy needs to foster freedom of mind (ibid.
p.387) and value the humanities and arts alongside more economically productive subjects
like science and technology (ibid. p.388). This should be done through curriculum subjects
and pedagogical styles T for example, topic based teaching using drama and music as a
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medium for delivering a wider subject curriculum. Education should also foster a sense of
connectedness to as well as understanding of the similarities and differences within the
human race (ibid. p.389).

Nussbaum argued that it is through these activities and experiences that a person develops
the skills for democratic participation: skills such as critical thinking, rational thought and
argument, reflexivity and empathy. In terms of the implications for understanding quality
Nussbaumds work suggests the need to privilege a broad curriculum and a range of

pedagogies that collectively prepare students for full democratic participation.

A large part of the underlying messages of Nussbaumods article is bound up with a notion of
the wider purpose in life being about problem and conflict resolution. This is probably in
part a result of the geographical context of the article (rural areas of India characterised by
low economic opportunity, political instability, poverty and challenged educational
provision). Similar arguments have been put forth in relation to other geographical
contexts suggesting that the geography, or more specifically the political, economic and
cultural climate, is influential. In his article about quality in South African schooling
Greyling (2009) said: ¢[...] attempts to improve quality raise questions about the aims of
society and the purpose of schoolingd, (p.426). For Greyling the values of Gequity,
entitlement, community, participation and respect for diversityd, (ibid. p.427) were
important. His point also introduces the idea that context (geographical, economic, social
etc.) matters when defining purpose or aims in education and therefore what lies behind

conceptualisations of quality in education.

Market-oriented purpose

An economics inspired explanation of the purpose of education places at its heart theories
of social, cultural and economic capital, the influence and importance of competition
within a global economy as well as national economic production and growth (Brown and
Lauder, 2004; Halsey et al., 1997).

Brown and Lauder discuss the implications for education of neo- and post-Fordism (Brown
and Lauder, 2004). Neo-Fordist aims of education would value market competition,

privatisation and competitive individualism whereas post-Fordism would value customised
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production, services and multi-skilled workers. Although both tie the aims of education to
economics and the production of workers for the market, post-Fordism places value in
education on realising ohuman potential6 (ibid. p.57) and a highly skilled workforce T
connecting market orientated and individualistic purposes of education. However, Brown
and Lauder went on to say that the post-Fordist ideals are rather romantic, based on
imperialist notions and blinkered to the reality of globalised economic markets. They
suggested that post-Fordists wrongly assume a ohigh-skill = high-wagef link (in other
words the better your education the more highly paid an individual will be) as this requires
a supply of jobs for those coming out of education T not a given in todayds economic

climate.

Dahlberg and j s@n (1994) also wrote about an economic purpose which they describe
within a market-oriented goal-governing model which is about achieving a system of
consumer choice. Such a system relies on evaluation which measures productivity,
efficiency and user or consumer satisfaction. They distinguished between goals within this
goal-governing model specifically highlighting political, professional and associative
goals. The political goal is decided by politicians and evaluation assesses the extent to
which the goals set at national level are achieved. Professional goals translate these
political goals into pedagogical goals T the processes needed to achieve the end result.
Different strands of evaluative activity are needed to assess these. However, these are less
measurable than other goals and éaccomplished by relating practice to specific criteria or
standards of what is high pedagogical qualityd (ibid. p.162). What constitutes ohigh
qualityd pedagogy has to be decided which presents its own set of challenges. According
to the authors, good pedagogic practice is adaptive and necessitates reflective approaches
to education supported by processes of documentation which underpin reflection and
discussion (ibid. p.169). They asserted that inspection systems and scales are a common
manifestation of professional goal evaluation. The associative goals (p.166) were
conceived by Dahlberg and j s@n to make space for the political and professional visions of
quality to act together alongside a participatory, democratic ideal. A key feature of this is
the creation of space for reflective dialogue and practice which attributes importance to
pupil voice. Despite offering a complex but broad array of goals suggesting a broad

foundation of values, Dahlberg and j s@nds models remain largely measurable and
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quantifiable. That said, I think the associative model is different and will be discussed
later in Part 2.

Good ‘aims’

To add to the complex nature of relying or attempting to understand quality through values
are arguments from scholars who have explored the notion that there can be good aims
(and therefore bad aims).

Alexander et al. (2009) recognised the changing nature of educational values over time and
critiqued the tendency to refer to values with reference to a point in time, suggesting the
need to look to the past, present and the future when thinking about such things. They also
pointed out that aims have a complicated track record; too often they have been overly
politicised, vague, or narrow in their coverage and they complained that the linkage
between the aims and the reality of education are often far apart (Alexander et al., 2009).
A 6goodd set of educational aims or purposes should include elements from across the three
categories introduced on p.32: individual, sociological and market oriented purposes
(ibid.). When looking at texts which tackle purpose in education it is possible to see how
these broad philosophies are represented. For example the aims set forth by Alexander
and his colleagues in the Cambridge Primary Review (ibid.) covered more than one of the
three categories referred to earlier, as did those discussed by Shuayb and OdDonnell (2008)
on p.30.

Alexander et al. (2009) set out 12 aims that schools could adopt as their own. These
include (ibid. p.197-199):

e the individual: well-being; engagement; empowerment; autonomy

o self, others and the wider world: encouraging respect and reciprocity; promoting
interdependence and sustainability; empowering local, national and global
citizenship; celebrating culture and community

e learning, knowing and doing: exploring, knowing, understanding and making

sense; fostering skill; exciting the imagination; enacting dialogue.
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Alexander expressed preference for a set of aims that span compulsory education with
specific sets developed for each phase (ibid. p.183) recognising in subsequent pages the
difficulties associated with agreeing such a set of aims. Later the report talked of the
oprinciplesd that should be applied (these include: entitlement, equity, quality, standards
and accountability; responsiveness to national need; balancing national, local and
individual; balancing preparation and development; guidance not prescription; continuity
and consistency; respect for human rights; sustainability; democratic engagement; respect
of evidence and resource and support), (ibid. p.195-197). Alexander and colleagues
concluded: dwithin a broad statutory framework of aims and principles [...] detailed aims
are best determined at the level of the community and school or group of schoolso, (ibid.
p.200).

Something addressed throughout this section has been the tension and conflict that can
exist in understandings of quality that are based upon the desired end result. Nikel and
Loweds definition of quality reflected this well (2010). They drew upon an analogy of
quality as a fabric stretched and held in tension between different and competing ideals and
outcomes, when this fabric was stretched in every direction evenly it was most strong,
(ibid.).

They separate 6seven conceptual dimensionsd (ibid. p.594) which combined a cocktail of
elements discussed thus far in this review, most of which are also framed in terms of the

desired outcome:

o effectiveness T the degree to which stated aims are met at national, local, school or
individual levels

o efficiency T the ratio of inputs to outputs (rates of return) and economic and non-
economic judgements made by people about whether the education is worth their
while

e equity T émobilising potential for education to address economic, political and
social inequalities, to expand opportunities available [...]6, (p.597)

e responsiveness T within education systems and classrooms alike, taking into

consideration the diversity of individuals and learning environments
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e relevance T to user needs (individuals, families, communities, nations, global
communities) as well as to the future and the present

o reflectiveness T within the education system and fostering greater ability for
reflective thinking within the individual

e sustainability T the knowledge and skills required for change, acceptance of

responsibility and uncertainty.

Nikel and Lowe claimed their ideas got away from the oversimplified models of quality
which were based on input-process-output models T the great strength of their model of
quality is not the dimensions but its ability to reflect the conflict and tensions inherent

within the concept.

2.2.5 Good (and bad) schools, teachers and pupils
Another characteristic of the concept of quality in the literature is based on a simple
polarity T that quality can be described as good and conversely as bad, poor or absent.

In the mid-1990s, Gray and Wilcox published a book entitled 60Good School, Bad Schoold
(1995). Like James and his colleagues did a decade or so later (James et al., 2006) they
regarded effectiveness as a synonym for quality. In the early chapters they address
6frameworks for judgingb quality (ibid.). The two key words in the text are evaluation and
improvement and they are the basis of the definition of quality put forward within the text.
The frameworks for evaluating or judging quality in education are built upon measurable
outcomes like exam results, staying on rates and truancy rates but also consider elements
such as punctuality, environment/buildings, toilets, school management, pupil/teacher
relationships and behaviour as critical aspects of quality. (It is interesting to note that these

are some of the frameworks discussed in the empirical research by the pupils themselves.)

Good judgments (or bad judgments)

The most interesting point that Gray and Wilcox (1995) raised was about the quality of the
evidence upon which many of the judgements are made. In a study of how schools were
deemed to be good or not, Gray and Wilcox wrote that about three out of ten schools who

did not score well on the judgement criteria factors achieved 6goodd results anyway. This
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casts questions about the legitimacy and validity of judgments of quality based on outcome
and process dmeasuresd. Gray and Wilcox argued that when using criteria to judge quality
there was a tendency to rely on descriptive factors and not enough on searching for
evidence supporting causal links between the determining factors and school quality. They
wanted a move away from focusing on what schools ¢6dob to be good to what they could
dachievel to be good (ibid. p.21/22).

A key point about any definition of dqualityd is that it is a term that has been captured in
accountability regimes as mechanisms of managerial and political control over education.
Kleiger and Oster (2008) discussed who can legitimately judge quality and how.
According to Gray and Wilcox (1995), performance indicators were introduced to England
by the Audit Commission in early 1980s and by the time of the 1988 Education Act which
brought in wide ranging changes there was much uncertainty about what performance
indicators should be and debate as to whether they measured what was actually important
(ibid.). Gray and Wilcox went as far as to say there were only three really important
performance indicators: academic progress, pupil satisfaction and pupil-teacher
relationship (a point very relevant to this thesis and revisited later in this chapter). They
accepted that this was not going to capture excellence necessarily but believed that these
three are enough to judge a school 6goodd. They added in a fourth dimension which was
less easy to see or assess T they did not give it a specific name but referred to it as
omoments of excellenced, émissing dimensiond, or 6highsd. These refer to moments when
some significant learning has taken place; these are inspirational moments and perhaps in
line with the immeasurable/uncertain dimensions of quality referred to by Harvey and
Green (1993) and Hawes and Stephens (1990).

Ofsted, in England, is the institutional body responsible for judging and monitoring quality
in schools. In relation to primary school education (the topic of this thesis) its role
involves the inspection and regulation of maintained schools, academies and other
educational institutions, initial teacher training providers, ensuring organisations are safe
for vulnerable children, publishing reports on the findings and reporting to policy makers
on the effectiveness of services (Ofsted, 2015) In its inspection of schools it functions to
offer judgement and guidance via a written report and verbal feedback in a broad range of

areas including teaching and learning, curriculum delivery, pastoral care, the well-being,

39



Anna Riggall A PhD Thesis

safety and happiness of learners. It also engages with parents via an online platform called
Parent View which invites parents to share their views about the quality of teaching, school

leadership and issues of safety and behaviour in their childés school.

Ofstedds current priorities (Ofsted, 2014) include achieving improved outcomes, improved
inspection and regulation, improved public involvement and better ways of working. In
recent years there have been a number of changes which have affected the way that Ofsted
appears to implicitly define quality emphasising a move towards more ambitious targets
for schools to aspire to and less tolerance of poor quality provision for pupils. Since the
end of the academic year 2011/12 there have been changes in the language used to describe
schools. Schools were judged to be either inadequate, requiring improvement, good or
outstanding. At the same time the criteria for judgments changed too; schools that had
previously been judged good or outstanding might not still achieve the equivalent grading.
Ofsted report on the overall effectiveness, achievement of pupils, the quality of teaching,
behaviour and safety of pupils and leadership and management (Ofsted, 2012a). Ina
recent annual report (Ofsted, 2012a) Ofsted wrote that leadership was central to improving
education in this country and competing on a global stage (ibid. p.9), it highlighted the
need to continue to address inequality through deployment of the pupil premium (Ofsted,
2012a; 2012b) and the role of partnerships and collaboration (including the role of
teaching-schools and academy chains). Some scholars recognise the influence that Ofsted
holds over the system indicating to schools and those within them what is valued most and
subsequently encouraging greater focus on these issues, privileging them above others
(Gorard, 2010).

Despite the influence that powerful accountability regimes may exert on the interpretation
of quality in education, some evidence from the early 2000s was critical of their impact
and, empirically, these questions remain unanswered. The following examples are taken
from a number of studies (conducted in the UK and Europe) on the role of inspection in
school improvement and teaching quality. Rosenthal (2004) investigated the impact of
Ofsted inspections on the quality of secondary examination results and found that they had
a negative effect. Case and colleagues (2000) reached a similarly damning conclusion in
their study looking at the legacy of inspection. Their article concluded that after one year

there had been no lasting impact on teachers as a result of Ofsted inspections (Case et al.,
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2000). Conversely, there is also evidence to suggest that inspection can support school
improvement. In a study of Dutch schools Luginbuhl and colleagues found that inspection
had no detrimental effect on results but did not appear to have a positive impact
(Luginbuhl and Webbink, 2009) and in another study of Dutch schools Ehren and Visscher
(2008) reached slightly more positive conclusions suggesting that there were elements of
the inspection process that may impact positively on school improvement. Ehren also led
an investigation for the European Commission (2014) and found some connections
between inspection systems and school improvement but also questioned the sustainability

of this beyond two years and the impact of it on student outcomes.

The discussion serves to highlight that while there seems to be a connecting line drawn
between inspection systems and quality, there is no firm evidence to support these claims
either on the basis that inspection measures quality accurately or on the basis that they

encourage quality improvements (Jones and Tymms, 2014).

Quality — the realm of leaders and leadership

Leadership is a substantial area within quality debates, one that is considered to be
amongst, if not the most important within some academic literature. | have not given its
consideration pronounced attention here because it has not been a key focus of my
empirical work. What I have included is acknowledgement of the connection that has been
made between school leadership and quality - the assumption being that the focus on
quality can be shifted instead onto leadership (as it was before onto values) T instead it is
not quality that needs to be understood but leadership (Leithwood and Riehl, 2003;
Leithwood et al., 2006).

Similarly, Brundrett and Rhodes (2011) grouped quality, leadership and accountability,
historically rather than ideologically, describing the way that these three ideas have been
knitted together in recent social, economic and educational developments. Their book
described the ways in which these three things work together but did not challenge their
conceptual compatibility T perhaps the main weakness of the work. Three ideas (quality,
leadership and accountability) formed the points on a triangle T the combination of
effective leadership and the right framework of accountability will result in quality in
education. By connecting the three in this way they shifted the focus away from the need
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to define quality towards the need to define what effective leadership and accountability
structures look like. This resonates with much of what was written in section 2.3 of this

chapter.

The impact of narrow interpretations of quality on teachers

The work of scholars who believe that there is a relationship between language and reality
have contributed interesting ideas to the notion of dgood6 and ébadb in relation to
understanding quality as a concept in education. For example Thomas and Loxley (2005)
and Woods and Jeffrey (2002) have written about the way in which discourse constructs

reality and connected this with a changing epistemology of practitioners.

Thomas and Loxley (2005) would consider it plausible that parts of the discourse
surrounding quality detailed earlier, the narrowing of values for example, or the political
environments that encourage market pressures (Gewirtz, 2000) could reconstruct teacheros
epistemological views on what teaching and learning is, subsequently altering the modes of
relational behaviour they have with children or coming into conflict with what children
want and view as quality. The result is the creation of ébad childrend, or children in
schools who are deemed bad because they do not fit into what practitioners are encouraged

to believe that 6teachersd do or that 6 teachingd is about.

Osgood (2009) would agree. In her article about childcare workforce reform and raising
the status of Early Years professionals she talked about how Early Years work was
constructed in official discourses. She argued that the discourse surrounding and
constructing the Early Years work served to justify neo-liberal politics, constructing reality
in such a way that the education is politically justifiable, do-able and measurable.

Teachers are encouraged to conform to such ideas.

Similarly, to Larsen a focus on teaching as central to understanding quality caused
problems (Larsen, 2010). In Larsends paper about the centrality of teachers it was argued
that there are some unintended and negative consequences that come from market-oriented
discourses about the work that teachers do. Larsen made a connection between the
importance afforded to teachers in the educating of pupils T pupil success depends on the
teachers 1 and the rise in prescription over what teachers do alongside greater
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accountability measures and greater study of effectiveness. Larsen saw these as two
incompatible elements 1 this clash was unintended and arose from a desire from policy
makers to ensure that teachers are good and doing what they must to ensure that pupils are
achieving combined with the belief that teachers are absolutely crucial to the outcome of
pupils almost at the exclusion of other factors. This is something that others have
described as obsession with apportioning credit for pupil progress to teacher quality
(Sammons et al., 2008).

In the last ten years there have been a number of official, policy and independent reviews
which have, purposely or otherwise, made a statement about how quality is to be defined

and have positioned teachers in a central role in relation to the concept (see HMSO, 2011;
Rose, 2009; Alexander et al., 2009).

The Importance of Teaching, published in November 2010 by what was then a relatively
new coalition government, (DfE, 2010) and subsequently passed in the Education Act
(HMSO, 2011) succeeded in implementing a number of key changes including changes to
arrangements for setting up 6Free Schoolsé and Academies (also discussed in Alexander et
al., 2009) and the cancellation (or subsuming under government control) of a number of
fairly high profile organisations including the Qualifications and Curriculum Authority
(QCA) and General Teaching Council of England (GTCE), changes to the inspection
system, changes to the governance of schools and changes of a financial nature. The
content of the white paper seemed in part to make a statement that the new coalition
government believed education to be a problem (in addition to perhaps wanting to make a
political statement, distancing themselves from the previous government and defining a
new political direction) in a time of great economic challenge and alongside radical fiscal

review and spending cuts.

Highlighted in the White Paper was the need to give teachers and leaders more power to
control poor pupil behaviour along with a focus on the poorest pupils through interventions

such as the pupil premium®*. Teachers were among those credited as both the saviours of

* Other documents add emphasis on closing the gap in attainment of pupils from poorer background and
those from wealthier families echoed by Cordingley (2010), NCTL (2011) and Wilson (2014).
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educational quality as well as among the causes of poor educational quality”. The Rose
review of the curriculum also painted a similarly conflicted account of teachers (Rose,
2009). The role and responsibility of teachers for quality becomes an interesting element

of quality definitions.

Pupils’ experience of school and the teacher/pupil relationship

Pupils have not featured in the literature on quality thus far but are an important participant
group in my work. This section moves towards literature that does consider the pupil
within the concept of quality pointing to an alternative way to view the concept, one much
more aligned to an experiential rather than an outcome based view®. The introduction of
pupils at this stage also raises questions about the match between the definitions expressed
thus far and those of children and young people in schools. This question will be picked

up in Chapters 4, 5 and 6.

Rhetoric in government papers (HMSO, 2011; Rose, 2009) also depicted pupils in
conflicting ways T as both deserving and problematic. Pupilsé experience of school may
be key to understanding quality T the idea that school is a social setting with which pupils
cope (not enjoy), the notion that understanding the social side of schooling (including the
pupil/teacher interaction) and the role of pedagogy as important to understanding quality
come largely from Pollardos early work (Pollard with Filer, 1996; Pollard et al., 2000). To
Pollard children and their relationships with people in schools was a crucial part of
learning and essentially where the quality of their educational experience and attainment
rested. In addition, Pollard and Filerds work (1996) suggested that the relationship
between children and teachers was central to a definition of quality. Much of his work was
concerned with school as a place of experience, the interface between three groups of

people (teachers, pupils and parents) and a site where complex sociological dimensions

> Interestingly teaching assistants were not recognised as equally credited or blamed despite some
consideration of the role as important T the literature about TAs and quality is split between those writings
that see them as a valued part of the teaching team and an enhancement to quality (Hancock and Eyres, 2004)
and those who conclude the opposite (Christine et al., 2010; Hammersley-Fletcher and Lowe, 2011).

® By outcome based view | refer to definitions of quality that focus predominantly on what a learner has
gained by the end of education. Such an approach emphasises the end rather than the process or experience
of learning. This focus on the end result subsequently impacts on how the concept of quality is understood.
Although not solely measured in quantifiably ways (for example through tests) it is often the case that an
outcome focused approach to defining quality does favour tangible, measurable or testable gains.
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such as social class were forced together. This interface was the point where policy, expert
opinion, curriculum, pedagogy, personality, social class, background, ideas about
education all coincided and were played out. For Pollard, the three central people
(teachers, pupils and parents) were involved at the interface of the created context of the
school. This context dictated and shaped their behaviour. Teachers occupied a special
position between the concerns of the outside context and the concerns of the teacherso
context. This interface is one of the key elements of this thesis and the empirical work in

particular, described in more detail later.

Pollard (1985) drew on the sociological approaches of symbolic interactions,
phenomenology and ethnographic methods as well as his personal experience of teaching
in primary schools. He concluded that from the perspective of a child school is a place
where they must manage the conflicting demands placed on them by adults (including
teachers) and a place where they occupy a structural position in the classroom finding they
are part of a crowd, constantly under evaluation, without power and subject to the

curriculum as imposed from above.

He also touched on the égood and evil ideas about children that he claimed most teachers
harbour about pupils T feeling that pupils can be both good and evil at the same time
(ibid.). Pollard also considered child culture in his work and in this book. Drawing on the
work of others he identified groups of children T éthe goodies, jokers and gangst (1985,
p.57). These he described as the identities that children employ to help them navigate their
way through a complex and highly structured social organisation T both the formal

structured school and the socially constructed experience of schools and peers.

Given the difficulties and complexities that pupils and teachers have to deal with, Pollard
and others argued that school is something that pupils cope with rather than enjoy (Pollard
with Filer, 1996; Cullingford, 1997). How pupils cope with the difficulties or complexities
of formal education and social structures that operate both in the classroom and in the
playground are central to their experience of school. (Coping also relates to how the
teachers cope with having to deal with the demands of the children, themselves and their
sense of identity and the demands made on them by the education system.) Pollard used

the word 6coped on purpose to stress the difficultness of the situation for everyone
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concerned; to emphasise the point that school is something that people have to find a way
of surviving rather than something they automatically enjoy. The interaction between
pupil and teachers considered the strategies and processes pupils and teachers adopt to
enable them to cope with school and schooling. Two basic ideas are paramount T firstly
teacher and pupil interests are in opposition and therefore schools/classrooms are sites of
conflict, and secondly, that in order to deal with this both teachers and pupils develop

mechanisms to navigate their way through the experience.

Cullingford agreed with Pollard and said that schools are difficult places for children to
navigate (1997). Children are controlled by the teacher, however nicely they have to do
what they are told or guided to do and they try to please the teacher. Schools are highly
social environments where children have to manage a whole host of social relationships
with their peers and others. Friendships, fallings out, bullying, naughtiness and being in
trouble, popularity and unpopularity are everyday experiences for children and school can
be a frightening place for pupils because of this. Children are aware of social behaviours
and attitudes and hierarchies within schools T the official ones like headteachers, teachers
and teaching assistants but also the unofficial ones like who the teacher likes and does not
like within a class. Pupils also know their own place and they have to contend with trying
not to be the worst or slowest at anything but also not be the best and be labelled a show
off T a point echoed elsewhere (Breggin, 2000). Cullingford (1997) also argued that
children experience schools as individuals; by themselves. Cullingford questioned whether
the focus was on the right things for children T ¢[...] the legislation that has affected
schools over the years still concentrates on the way the curriculum is delivered rather than
the way it is received and on the governance of schools rather than the effects on pupils6
(1997, p.50). An even more extreme example is evident in the work of Harber who wrote
about schools as prisons and sites of violence (Harber, 2004). In terms of understanding
quality this presents an alternative way to view the concept, one much more aligned to the
experiential view rather than an outcome based view. It also begs the question; do current,
dominant and relatively uncontested definitions of quality reflect what is important to

children?

There has been some reaction to the idea that schooling is not enjoyable. For example,

enjoyment is (or has become) a more central element of the way that quality is understood
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in education exemplified in documents such as Excellence and Enjoyment (DfES, 2003).
Gorard and See wrote a report based on a study which included nearly 800 Year 11
students (2011). Their study indicated that enjoyment was a key element of the experience
of schooling and played an important role in achievement and attainment. According to
their findings enjoyment was affected most by friendships, relationships with teachers,
varied and imaginative lesson delivery and good support for learning. The three factors
most often cited as reasons for disengagement with learning included disruptive behaviour
from other pupils, lack of teacher rapport and unimaginative lesson delivery. They also
observed that there was no connection between factors such as free school meals, school
type and levels of enjoyment. This, they suggested, meant that enjoyment was something
that could be tackled cheaply and easily because it appeared not to be connected to
complex social systems, deprivation and other structural limitations. Therefore, there may
be potential practical gains to be realised in the battle to close the achievement gap by
placing enjoyment more centrally within definitions of quality.

The relationship and interaction between pupil and teacher

The importance of the pupil teacher relationship was raised first on p.18. Although not a
topic often linked to quality directly the relationship between teacher and pupil still
features in the views of significant authors. Alexander and colleagues considered that one
of the most central époints of convergenced was dthe character and quality of interaction
that takes place in schools and classroomsd, (Alexander et al., 2009, p.301). Pollard
described it as the interface (1996). Gewirtz (2000) asserted that éthere is also evidence to
suggest that a narrow quality agenda alters relations between students and teachers, [...]
conspiring to undermine intimate and complicated relationships between teachers and
students and make them tend towards an instrumental form of fiproduction lineo relationsd,
(p.361).

To Pollard, this relationship encapsulated everything that happens during the formal school
day and underpinned how owellb both teacher and pupil were able to cope with the school
day, the assumption being that the better the pupils copes the better they learn and the
better the teacher copes the better they teach (Pollard with Filer, 1996; Osborn et al.,
2000). Pollard detailed some coping strategies adopted within classrooms, mainly
necessitated by having large numbers of children supervised by few adults. He talked
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about the classroom as a theatre within which each individualos personal interests are
protected and negotiated amongst the interests of all the others. This picture reflects the
view that Cullingford took which explained that each child experienced schooling alone

even though there are many children in each class (Cullingford, 1997).

What Pollardds work does not do is explore the link between the central relationship of
pupil and teacher and learning, achievement and attainment but others have taken these
ideas further. In an article exploring what is needed to move towards a child-centred
pedagogy, Bibby drew on data from two research studies in which children and young
people were interviewed about maths as a subject (2009). During these interviews the
children and young people found it impossible to separate the subject from the teacher.
Bibby, used this data to illustrate how learners cannot separate learning from the
relationships with the people doing the teaching. She developed a tentative learner centred
idea of pedagogy which challenges the traditional idea of pedagogy which characterises
participants as teachers/learners’ and ‘doers/done tod (ibid. p.42). Teachers can be open to
having relationships with their students which facilitate learning or they can choose to
block those relationships, hindering or even reversing learning. She put forward some
explanations as to why it might be hard for teachers to foster and choose to involve
themselves in positive learning relationships. These reasons included the need or desire to
preserve a sense of professional efficacy (distance from success or failure of the student), a
response to cultural and policy idealisations of what knowledge, learning and teaching are,
the difficulty of being involved in emotional work every day and the challenge and hard

work involved in sustaining an emotional relationship.

She went on to talk about the kinds of teachers that such a learner-centred pedagogy would
require (ibid. p.51) and criticised the English policy context for not welcoming or inviting
teacher engagement in thinking about the unconscious aspects of pedagogic relationships.
There is evidence that such learning relationships are highly complex in practice and easy
to get wrong (Bennet et al. 1984). Bibby concluded that childrends pedagogic
requirements need to be a part of what informs professional thinking by teachers (Bibby,
2009, p.53). There needs to be a language that makes the nature and qualities of
relationships visible and enables them to become objects for consideration. It should not

become just another thing that teachersd performance is judged on.
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2.3 Part 2: Analysis of the literature

This part of the review revisits and extends many of the ideas introduced in Part 1,
reflecting on the literature presented and adding new literature where relevant to further the
analysis and moves the argument towards the presentation of two conceptual frameworks
described in part 3. In it | build a narrative that is in opposition to influences that narrow
the concept of quality. In the final section I look to a different literature for an alternative
approach to defining quality for an approach that might promise a broader but still

pragmatic understanding of the term

2.3.1 Narrowing influence of business

The connection between business influences and quality interpretations makes a bold
statement about how quality is defined and as well as perhaps a more unintentional
statement about how it is reified through learning processes/outcomes and enacted
pedagogically by teachers in schools (Ball, 1997). The results have been an increasing
focus on measurement, standards, functionalism, learnification, performativity, education
as a service, customers and consumption. Most of Harvey and Greends categorisations of
quality are based on these ideas as is quality as effectiveness. | acknowledge that scholars
in the latter field have accepted criticism of this nature and there have been research
studies carried out which take a broader view of effectiveness T for example Ko et al.
(2013) and James et al. (2006). In fact, the breadth of stakeholder involvement that the
James et al. study included has been influential in the development of my empirical work.
Whilst I reject the application of any single interpretation of quality (for example,
effectiveness) and seek instead to explore multiple conceptualisations within schools | do

choose to include a broad range of stakeholder as James et al. (2006), did.

Issues with measurement and monitoring
Measurement and monitoring require frameworks for practical application but the evidence
would suggest that these result in mediocrity in a climate of stagnated debate about the

very frameworks in use and the comment they make (implicitly) about how quality is being
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defined. Support for such a viewpoint comes from authors such as Thomas and Macnab
(2007) and Tobin (2005).

A common approach to assessing and monitoring quality in academic terms is to set out a
definition or develop a framework for practical application (for example TQM). Thomas
and Macnab (2007) suggested that imposing an understanding of quality or a framework
for assessing it fosters mediocrity. This happens because it is only possible to lay out
essential criteria for something satisfactory and not for something exceptional. The
example given in their article is about peer reviewed journals fostering cronyism, a lack of
creativity and favouring projects with expected outcomes because these all adhere to the
normal, accepted framework of what is judged to be good (Thomas and MacNab, 2007).
Such authors have suggested that the tendency to preference similar, non-challenging
methods and methodologies and safe choices could be applied to frameworks of quality in

primary education, for example the framework applied by Ofsted (2012a).

While Thomas and Macnab suggested frameworks and criteria of quality foster mediocrity,
Tobin (2007) criticised the influence of scientific empiricism for narrowing the boundaries
of what passes as quality, essentially redefining the concept. He argued that if science-
based ideas about what constitutes quality in research are allowed to dictate what is good
and not good then the result is very narrow research. The link between educational
research and scientific empiricism is clear T they exist within the field of research more
generally. The link between scientific empiricism and primary education I think can be
seen in the preference for quantitative, positivist markers of quality. Tobings argument
raises questions about the extent to which dominant ideas (scientific empiricism or others)

impact on conceptualisation of quality in schools.

The idea that conceptualisations of quality have been (unintentionally) restricted by the
approaches adopted to ensure that children and young people have access to a good
education is one I find compelling. The suggestion that these positivist and narrow
approaches to understanding quality dominate at the expense of what some describe as
6humanisto interpretations (Tobin, 2005) | find uncomfortable and intriguing. Questions
about the way this might play out in the classroom are important T how do teachers and
pupils navigate this? Do they subscribe to the same production-line mentality? If not how

do they rationalise this with their preferred way of conceptualising quality? In a system
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that was described earlier as one which discourages engagement and debate about just this
sort of thing do they even understand it? Does everyone in a school value the same
elements of education that quantitative, positivist influences privilege T in particular

pupils? These are among the concerns this thesis wishes to address.

Epistemological and semantic complexity

The idea that quality suffers from epistemological and semantic complexity is an important
one. Hallidaybs article (1994) questioning the meaning and future of quality in education
defined the concept as those aspects of HE that are éconsidered desirable or under threato,
(p-33). At the root of his argument was the belief that association between the concept of
quality and the world of business is inappropriate. When such influences permeate
understandings of quality in educational settings it leads to ésemantic and epistemological
difficulties which have undesirable practical applicationsd, (ibid. p.34). For example, this
manifests as a tendency to rely on interpretations sympathetic to economic origins which
highlight an dindividual and [é ] private ethicd (ibid. p.47). This sits in opposition to
broader interpretations which might include social justice, equality and democratic
participation (ibid.).

It is also evident from reading texts about quality that there is a level of complexity created
by inconsistent terminology, as well as confusing and unclear arguments. This makes it a
hard area to read or write about with any clarity. Harvey and Greends (1993) article does
well in unpacking quality in relation to HE but the ideas within it lack clarity at times
because of the confusing and sometimes overlapping words that are used to talk about and
describe different forms of quality. Very little reference is made to explain or even
acknowledge this issue. One of the most confusing problems is the use of words like
ébenchmarkd and éstandardso which have, to use Hallidayds words, their own semantic and
epistemological difficulties (1994). This is part of the nature of debating quality; it cannot
be done without addressing and facing complex issues of discourse.

The idea that the language surrounding équality6 as a concept in education is structured and
defined by the language used to talk about it is important (Thomas and Loxley, 2005;
Jaworski and Coupland, 1999; Wetherell et al., 2001). These issues have influenced my
study encouraging the need to acknowledge issues of semantics and epistemology, and
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influences from discourse and discourse analysis that can support the way in which the

concept of quality can be approached.

Multiple discourses

Harvey and Greends (1993) work also highlights the way in which quality as a concept can
be interpreted or defined differently by different people T and even that it can be
interpreted by the same person in different ways at different times and in different
contexts. Hawes and Stephens (1990) agree, a personds definition of quality can change
and may depend not only on who they are and what they do but also on who is asking.

Different aspects of quality may be highlighted for different audiences.

According to Thomas and MacNab, it is necessary to ask équality for whom?d To different
stakeholders, quality might be a very different thing, which means that legitimately
different versions of quality can co-exist (2007). Their article also questions the levels of
awareness people have in relation to the concept of quality, not everyone will have the
same level of understanding or questioning of the concept creating an uneven starting point
from which discussions or debates around quality are started from. So what it might look
like in practice or mean to each individual could be very different and be further
complicated by the very different starting points they are working from in terms of the

level of understanding they might possess about the concept.

Harvey and Green might add to this the point that conceptualising quality as an absolute is
helpful in education because such approaches do not easily translate into measurable and
monitorable elements. Despite this they believe that quality defined in such a way is
always present in critiques, debates about the meaning and interpretation of quality, they
would argue unhelpfully so (Harvey and Green, 1993). Indeed, it is present in my work T
one intention of this thesis is to seek and explore interpretations of quality that offer an
alternative approach to defining quality and one that does not have to ignore those

elements which are not easily quantifiable.

As | move towards developing a framework for empirical data collection the notion that

there can be legitimately different conceptualisations of quality in different discourses is

influential as is the idea that individuals can also move between discourses dependent on

the context, the audience or the asker. Such arguments suggest to me that any acceptance
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of a prevailing definition must be flawed T if the meaning of quality can be so different it is
wrong that one definition or interpretation of quality be applied. Another intention of this
thesis is to gain some clarity on whether multiple discourses might exist in schools T the
different discourses of groups such as teachers and pupils but also the different discourses
that individuals might apply to the way they understand the concept (for example,
influences that might shape peopleds definitions of quality).

2.3.2 Aims, values, purpose and goals

Considering what the concept of quality means in education by exploring the values
inherent within an education system provides a different outlook but is not without its own
set of complicating factors. For example the interchangeable nature of words used by
scholars is unhelpful T values, purpose, aims and goals are used without care or thought.
These terms have been treated synonymously because of their future oriented, outcome
focused meaning. Understanding quality through values promises (in theory) a broader
interpretation of quality because of links to words such as purpose, aims and goals which

do not have to be measurable or quantifiable in nature.

Shuayb and OéDonnell (2008) pointed out two different philosophical approaches T one
based upon centralisation and standardisation and the other being more flexible,
autonomous and child centred. The literature also highlighted debate around functional
and profound purposes in education and the complex interplay of individual,
sociological/political and market oriented purposes (see p.30). The acceptance that there
can be dgoodd aims too (Alexander, 2009) is an interesting one that highlighting the
multiplicity in values associated with education and the difficult nature of reconciling these

to the satisfaction of all (see p.36).

Some important and recurrent trends are also apparent T for example issues to do with
narrowing of what in education is valued as well as questions about the transferability of
quality raised by looking at the concept from a values viewpoint (Tobin, 2005) . The issue
highlighted concerns whether one definition or enactment of quality can be transferred
elsewhere (geographically) and still be considered to deliver quality if the values of the

new location are different.
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Functionalism

Although it promises potential of a broader outlook, understanding the concept of quality
from the angle of values does not always provide a broader interpretation. The influence
of business, economics and commerce shows through in the guise of functionalism T that
education has a function to provide manpower and human resources to drive the economy
of the country (Wilson, 2010). The preoccupation with measuring the outcomes and
outputs of education also means little attention is given to questioning whether what is
measured is also what is valued, (Biesta, 2009; Tobin, 2007). Biesta also argued that the
functionalist beliefs frame quality as effectiveness and frame effectiveness as 6an
instrumental value concerned with quality of processesd and not outcomes, (2009, p.35).
This he surmised neglects value judgements about the end results or outcomes of
education, what he called oultimate valuesd, (ibid. p.35). Like Hart (1997), Biesta
concluded that the solution is to continue to discuss the aims and ends of education that are

valued, however difficult this is.

Like Hart and Biesta, Burbules (2004) linked education quality to results or outcomes T he
talked about Gteleological® views and these could be both social/societal, individual or
knowledge based in nature were very much linked to desired outcomes. He suggested that
there was an alternative position which he explained was captured by a polar argument and
reflected the sentiment that a focus solely on definable and measurable outcomes in
education is objectionable. What he described as ¢anti-teleologicalt were the views of
those who believe that it would be constraining to have a framework imposed on quality
such as would be the case if the ultimate aims of education were written and attached to an
education system or experience. This represents a point of tension T where on the one
hand there is the desire to see quality described and on the other there are those who
believe that quality cannot be described without compromising the thing itself. He argued
that these polar positions are rationalised through a move in focus from the ends to the

means (what he called activities) (ibid. p.7).

Interestingly what he concluded was that the approach to aims should be orelentlessly self-
critical, about the function and effects of aims themselvesd, (p.8) T this should be
accompanied by the recognition that there can be a virtuous (or vicious) cycle whereby

aims define quality conceptualisations which leads to definitions that support the aims. To
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ensure that any unintended impact on the learner is negated requires this criticality that he
refers to. He stressed that to the learner the impact, intentional or otherwise, matters.
Burbules suggested that built in to the way that aims are thought about is an ability to
appraise the impact on different groups and react in a morally correct manner. He said at

the end of the article:

‘I am suggesting that one “aim” of education should be to develop an ongoing
capacity to reflect upon and questions the sort of education one is receiving, or that
one is providing to others — an aim that involves subjecting our educational aims to
a relentless scepticism’, (p.§).

This critical reflection is a key dimension of one of the conceptual frameworks that are

presented in Part 3.

Purpose and relevance

The connection and elevation of relevance as a concept in education needs also to be
considered in the context of a key question: relevance for whom? Shields and Mohands
(2008) belief in social justice as a purpose of education connects with ideas from Pirrieds
research (Pirrie and Lowden 2004; Pirrie et al., 2002) which raised questions about who
decides what the purpose of education should be, who decides what is relevant for people
to learn and subsequently who is in command of issues of power, who has social control,
what the political motivations are and so on. Their work revealed how education had
failed marginalised groups and remained the domain of the more privileged in life and how
the purpose of education as conceived by this group was, in fact, irrelevant to others.

This suggests to me echoes of the multiplicity discussed earlier T further complicating
understandings of quality as it becomes evident that the things that make quality so
complex and conflicted also apply to the various elements of quality too.

Questions about transferability

One reason for the need for measurable performance data is comparability to fuel global
competition. In relation to the concept of quality this presents questions about whether
quality can be understood as something general (a definition for all contexts) or whether it

is only possible to understand it in one context. This was touched on by Hoey (2001).
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Government interest in international comparisons (like the OECDds Programme for
International Student Assessment known more commonly as PISA T OECD, 2014) in
education and the focus of these in setting out what is valued and/or desirable in education
puts at the heart of quality issues of context T both local and global. Tobin wrote about
quality in early childhood education in America, Japan and France and suggested that
quality was not something that moved easily across cultural boarders but rather is linked to
particular cultures and therefore different everywhere (Tobin, 2005). He talked also about
cultural relativism T the idea that we cannot judge another culture by the standards and
criteria of our own and therefore cannot judge another cultureds quality by the criteria of
our own system. Progressivism is key to his ideas T each new era brings with it new
scientific knowledge breakthroughs and each one is hailed as the new truth and adopted
and plastered over documents to sell it to the masses as correct. Wrongly or rightly this
means that quality standards are constantly changing in response to the latest trends. To
exemplify some of these notions he talked about how decontextualised ideas and theories

travel better across cultures and peoples and places using the example of religion:

‘A religion featuring gods that belong to particular valleys, such as many of the
deities of the Hawaiians, could not become a world religion as could a religion like
Christianity, which featured a god who is omniscient, who belongs to no one place,
and has wisdom for people, in all times, in all places. The argument | am making
here is that a cost of decontextualized quality standards in early childhood
education will be that local approaches that are well adapted to their local context
will be driven into extinction by ideas and programs that are less context-
dependent.’, (Tobin, 2005, p.427)

He also drew on the example of Reggio Emilio in a similar vein suggesting that it has
been decontextualised: separated from the local context that it was conceived within.
Reggio Emilio, a popular and widely respected approach to Early Years Education
received much attention in the first decade of this century (Zhang et al., 2009). There are
those who voice concern for the international interest in it over and above other systems
of pre-school. Other areas of Italy have great pre-schools too and they are great because
they reflect the locale they come from, serve and are situated within. In other words, they

are context dependent:
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‘[...] the spread of universal standards of quality has the negative effects of
replacing local standards, which may be a better fit to local conditions, with
national ones and of thereby depleting the diversity of educational approaches to
be found in the nation. (Tobin, 2005, p.428)

The importance of localism is interestingly an element of school-based management and
often associated with quality because of the local nature of the decision making which is
said to increase the likelihood of relevance and democratic involvement of the population

rather than centralised policy makers for example (de Grauwe, 2005).

Colonialism, linked to globalisation is a problem for Tobin (2005) also. Countries, for
example Turkey, have been encouraged to adopt western styles of pre-school education in
order to be allowed into the European Union. Such measures involved western/American
experts in advising the process and sharing their knowledge of great pre-school
approaches (ibid.). The dangers that Tobin thought were inherent included damage to
national modes of childhood education, ideas about childhood, parenting and purpose of

education and even economic production and globalisation.

Local context can also be a barrier to quality education. Mirroring some of Nikel and
Lowebs dimensions and building on the ideas suggested by Tobin above, Greyling talked
about quality, equality and inclusion as issues within the quality debate, (Greyling, 2009).
His article was about the quest for and issues preventing the provision of quality
education in South Africa. In South Africa access to and provision of a good schooling
system is not equitably spread across the country; it is not equally available to all ethnic
groups or geographic regions and there are great differences in available resources in rural
and urban areas. On top of this there is a history of political and social segregation and
ongoing economic, health and development challenges. All of this places issues such as
equality and inclusion at the centre of the quest for quality in education. The points that
Greyling and Tobin raise centralise the notion that context is an important factor in
shaping what quality does and does not mean or should and should not mean.
Interestingly, this is something that features in my own analysis of data from schools
(described in greater detail in Chapter 4).
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2.3.3 Stakeholders and their role in conceptualising or defining quality
Political definitions of quality exert influence on the prevailing conceptualisation and
highlight movement and instability in the way the concept is understood and interpreted.
Gewirtz wrote, 6[...] official versions of quality characterised by a narrow, economist
instrumentality are being promoted in school by various forms of quality control and are
squeezing out broader, more humanistic conceptions of qualityd, (Gewirtz, 2000, p.353/4).
In light of the dominance of official discourses in educational quality I find it interesting to
compare this with other discourses particularly those of people in schools (pupils, teachers
and leaders in particular).

In the 2010 White Paper two groups were depicted as particularly problematic and
conflicted; teachers and pupils (DfE, 2010b). Teachers were described as inadequate, of
low quality, under-qualified and ineffective and also as under-valued, impotent to control
behaviour, restricted or limited by centralised direction. The paper hinted at two types of
pupil: there was the ideal child/pupil portrayed as deserving and as an innocent victim of
time, history or chance and opposite was the disengaged, disruptive pupil who was already
posing problems not just in school but in society too. This idea that there can be a good
teachers and pupil is an interesting idea and one that as the thesis develops becomes
increasingly central (and controversial). The good pupil is not alien to some who have
written about quality. MacLure et al. studied what it was to be a good pupil in Early Years
education (2012). They summarised that being a good pupil required the possession and
application of a range of demanding social skills:

‘Children needed to be able to identify the ‘category bound activities’ that
characterise the good student—such as ‘being kind’, ‘being helpful’, ‘joining in’,
keeping quiet, ‘being sensible’, ‘sitting properly’, ‘good listening’, ‘sharing’ and
making the teacher ‘happy '—and display them through their participation in
classroom interaction. They also needed to display the emotional registers that are
judged appropriate for their age and status. They had to be able to negotiate
conflicting expectations—for instance between competition and sharing; taking
part and keeping quiet; self-reliance and compliance to authority—and know which
to mobilise in a given situation, through competent participation in the turn-taking
systems of classroom talk. Moreover children were required not only to accomplish
these complex tasks, but crucially, to secure public recognition for having done
so—an outcome that was never solely within the compass of the individual child’
(p. 453).
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What teachers do: pedagogy

In the final report that came from the Cambridge Review, Alexander talked about
pedagogy in some depth as it was a key area of interest within the Review and has been an
area of interest to Alexander for many years (Alexander, 2004, Alexander et al., 2009). In
putting forward a challenge to pedagogical thinking they asked for a reaction against
thinking of pedagogy in terms of the national strategies or effectiveness research and
instead to focus on alternative frameworks which encouraged a more comprehensive
approach, a point echoed by Husbands and Pearce (2012). This way of considering
pedagogy is opposite to the approach taken by both Hattie and the EEF, described earlier
(see p.30). Alexander and colleagues argued against such compartmentalised approaches
to pedagogy suggesting they are unhelpful. Not specifically referring to either the Hattie
or EEF accounts they wrote: 6Such models fragment teaching into its constituent parts but
convey no sense of how these might be reconstitutedd adding that frameworks like
effectiveness 6provide only some [parts of the puzzle], mislay the rest but still expect
teachers to see the full pictured, (Alexander et al., 2009, p.300/1).

In their article Nikel and Lowe (2010) distinguished between the équality movementd and
the dquality debated within education. The former is the influence of neo-liberal ideas,
accountability, measuring outcomes T essentially the idea that quality is a management
issue. The latter, the quality debate, is more about teaching and learning processes where
quality is a matter of pedagogy and accountability and relates quite closely to the concept
of effectiveness (p.592). (Although not mirroring Nikel and Loweds ideas exactly, such a
distinction has been used in this chapter to separate the content of Part 1 and Part 2.) This
distinction between management issues and pedagogical enactments of quality is an
interesting separation, hinting at a deeper questioning of what quality is and how it is

played out in schools.

The idea that quality within education would benefit from greater freedom from central
control is also extended to teachers and teaching and the ability to be a professional and
make professional decisions about teaching and learning (Whitty, 2006). In fact, part of
the idea of freedom is closely associated with other ideas like trust and accountability. For
example there has already been some suggestion that teachers and other school staff,

including headteachers, are not trusted to do their job well, their sense of identity as
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professionals has been eroded and limited by outside bodies and yet they are held
accountable more so than ever for their actions (actions they are no longer trusted to do).
The results of which, according to some, include demoralisation, de-skilling of the
workforce, and driving out of creativity from teaching (and subsequently learning)
(Odhiambo, 2008). Woods and Jeffrey (2002) reporting on their research with 90 teachers
interviewed before and after an inspection, wrote a moving article about teacherds identity
and how changes in education, particularly the introduction of Ofsted inspections, have
negatively affected how teachers see themselves. Such changes have resulted in feelings
of not being trusted, not being professional, being tested, measured and diminished.
Teachers also reported that changes had ruined child-centeredness in teaching T teachers
no longer had the space to concern themselves with the whole-child as they were busy

ensuring they themselves would pass the tests imposed on them from outside.

McNess extends these ideas to the freedom teachers are given to participate in education in
a meaningful way outside the classroom, for example the freedom and trust in teachers to
take on roles in policy formation (McNess, 2004). This becomes a central concern of the

thesis in the latter chapters.

2.3.4 An alternative to narrow definitions

This section is an attempt to reawaken a counter position to the narrow and limited
definitions espoused, intentionally or otherwise, by prevailing and dominant ways of
conceptualising quality in education. It does this by putting together three key elements
for which there is limited but intriguing evidence that, to me, suggests new avenues for
exploration. What it offers is the promise of a different way of thinking about quality that
encapsulates the following ideas:

e adesire to focus on defining quality through activities rather than outcomes

e achallenge to think harder about how to deal with the conflict between descriptions
like Harvey and Greends (1993) distinctive version of excellence (which is
marginalised in quality conceptualisations in education because of the difficulties
associated with reducing it to a catalogue of measurable criteria) alongside the
myriad of definitions that share a production line philosophy with quantitative
monitoring at their core

e arequest that critical reflection be placed at the heart of an approach to
understanding and achieving quality
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There is a small literature that connects with these ideas and helps to provide a framework
for exploring quality in a less narrowing way. Three themes are important: enactment and
interaction; professional reflective practice and critical reflection; and treating quality as a

quest and question. These are discussed below.

Enactment and interaction

Enactment and interaction are key ideas as the alternative framework emerges because it is
influenced by a desire to add to the way in which quality can be understood by looking at
the concept of quality within the relationships and actions in schools. For my study the
enactment of quality becomes more central as the means of interpreting how quality is
defined. Resonant points have been made by Pollard and colleagues whose work studied
relationships and socio-emotional aspects of the experience of school (Pollard with Filer,
1996; Pollard et al., 2000). The work of Ko et al. (2013) and James et al. (2006) who
placed relationships in a more central position within effectiveness research is also
influential as is Wrigleyds (2013) argument for greater focus on interaction in relation to
understanding quality. Coffield and Edward state that based on their research in the post-
compulsory teaching and learning sector that: dunequivocally [...] the relationship between
tutor and student is, or should be, at the heart of the sectord, (2009, p.373). Such
arguments collectively suggest that pupil/teacher interaction is a vital component of quality
discussions and supports the development of research which places this among the focal

points of quality investigations.

Professional reflective practice and critical reflection

Burbulesos (2004) call for critical reflection speaks to other writings included in this
review that have called for or highlighted either the need for more reflective practice or
included this as one descriptive element of quality. In research work that | conducted for
NFER in the mid-2000s | worked with research-engaged schools. These schools had
embedded professional reflective practice, critical reflection and research activity in all

aspects of school. As referenced in the opening chapter (p.13-14) the research-engaged

school is one which places research activity 6at the heart of the school, its outlook, systems
and activity (Handscomb and MacBeath, 2003).
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Handscomb and MacBeathos early work stated that a research-engaged school had four
main features: a research orientation; research-rich pedagogy; research communities and
research at the heart of school policy and practice (taken from Sharp, 2005). The idea was
built upon Stenhouseds definition of research as 6systematic inquiry, made publicd
(Stenhouse, 1980, p.1). The work | was involved in coincided with the requirement that
schools complete a Self Evaluation Form (commonly known as a SEF) for Ofsted
(Plowright, 2007). The idea advocated by NFER was that research activity conducted
within and by school communities would provide a sound evidential basis that could
support the SEF and a robust foundation upon which to base school improvement activity
(Sharp et al., 2005). The 15 schools that took part in that first project made a direct
connection between engaging with research in a pan-school way and quality stating that
their reason for doing this was to 6improve the quality of teaching and learningg, (ibid. p.4).
In the five main outputs from this work it is evident that the benefits were twofold (Sharp
et al., 2005; Sharp et al., 2006a; Sharp et al. (2006b; Eames, et al., 2006; Sanders et al.,
2006)’. First, schools learnt about the particular topic they had chosen to investigate and
secondly (and more importantly to this study), their research-engagement had changed the
roles and relationships within the school. As research and evidence had become a
fundamental mechanism in the business of school improvement it had required them to
engage with each other and their collective mission in a thoughtful, structured and

objective way.

The idea that features of reflective practice are an important part of conceptualisations of
quality has already been discussed. Dhalberg and j s@nds (1994) associative goal model
(first featured on p.35) shares similarities with the philosophy of the research-engaged
school, particularly in the description of the éplazaé as a place for reflective dialogue and
practice, a vision of documentation as a means of sharing reflections and the importance of

meaningful pupil voice and participation.

This idea of pupil voice was echoed also in the work of Pollard (1985) and Bibby (2009) as
an important aspect of both the research-engaged approach and a weak spot in the
prevailing, dominant conceptualisations of quality presented in Part 1. In the final chapter

of their book, Moss and Pence argue that approaches and processes that dominate the

" All of which I authored or co-authored under my maiden name 6Eames.
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defining of quality have been exclusionary either in whose opinion counts or what aspects
of quality are valued (1994). They pose an alternative framework which they call the
inclusionary approach. This is characterised by wide participation in the process of
definition, representation of many voices, recognition of the importance of and wide
variety of values beliefs and interests. They argue that in order to create this inclusionary
approach it is necessary to develop cultures, practices and systems of research and
evaluation that support it. Those who dictate how quality is defined (researchers, policy
makers and official bodies for example) need to stop imposing their own models of quality
on research and evaluation and start to search for 6perspectivest T a move away from

universals and towards a respect for écultural, environmental and social diversityd (p.177).

In terms of exploring the concept of quality these ideas point towards a research
methodology that is compatible with multiple perspectives, multiple voices and accepting
of different frameworks for understanding quality T one that is not predetermined

exclusively by the dominant and accepted wisdom.

Quest and question
Drawing on the work of Bodrobva and Leong (2005), Moss (2005), Tobin (2005; 2007)
and New (2005) comes a questioning of the very approach that is taken to addressing
quality, one which requires a radically different way of thinking about the concept. Like
Burbules (2004) (see p.54), New (2005) accepts an alternative approach to conceptualising
quality. For New, quality should be an 6ongoing quest and questiond, an idea echoed in the
writings of Leonardo who stated that one of the aspects of quality in education agreed upon
by some scholars who had contributed to a special issue journal on the topic was that
oquality education [was] as much a search as it was a goal, (Leonardo, 2004). For
Burbules a similar idea was expressed in his description of an anti-teleological approach
(2004). The phrase 6quest and questiond was central to Newds article representing the need
for the concept of quality to demand immediate and constant work on the part of those
involved (everyone from academics and policy makers, through to teachers, school staff,
students and parents). Everyone in the system must tackle difficult and testing questions
like the purpose and aims of education, politics and the like. All must change their
approach to questioning what quality is and stop doing objective, removed research
followed by the implementation of changes. Instead what a quest and question approach
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requires is the need to combine educating and researching with strategies for improvement
in a continuous process of questioning and goal setting. Her ideas place teachers and
educators at the heart of conceptualising quality T they are the ones that drive the quest and

questioning by asking: 6Are we doing the best we can?0.

Newds ideas are both interesting and important because they offer an alternative approach
to defining quality that circumvents some of the restrictions and challenges that have been
described in this chapter. More specifically, it does not limit how quality can be

understood because it is a definition based on action rather than description.

In addition to this, and as briefly introduced in the opening chapter, the ideas put forward
by New suggest to me similarities between the quest and question approach and the
research-engaged schoolds philosophical foundations. Having worked with several
research-engaged schools | suspect a similarity in the behaviour and attitudes of teachers
and staff in these schools and Newds description of a 6quest and questiond approach to
defining quality (2005). Elements of her thinking which are particularly influential here
include her issue with interpretations of quality that éinhibit critical thinking about
alternative possibilities, (2005, p.446); her belief that learning is a socially constructed
activity (ibid.; Mallory and New, 1994); her interest in the differing forms that quality can
take in different contexts; and her recommendation that quality is underpinned by
osustain[ed] critically reflective practiced and dcollaborative enquiryd, (New, 2005, p.447).
Her interpretation of quality she says: 6assign[s] value to its role as a heuristic for insuring
the ongoing and active engagement of citizensd, (ibid. p.448). Much of this | have seen
reflected in the actions of those within research-engaged schools. The similarity | see
between Newds suggestion and the intention of research-engaged schools raises questions
as to whether and how quality is conceptualised differently by those within these school
communities. | am interested in examining in a more critical way whether these schools do
approach the concept of quality in a different way, and if so, how? If they do, what
challenge to quality does this present? These questions are included as one of a number of

research intentions that have guided my work.
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2.4 Part 3: Conceptual frameworks

This final part of the literature review synthesises the various elements creating two
separate and distinct conceptual frameworks. Both are central to the development of the
thesis and underpin the empirical work, subsequent analysis and interpretation. In Part 3
these conceptual frameworks are explained alongside their application and influence over

the work.

2.4.1 The dominant conceptual framework

This conceptual frame work is based on the idea that quality is definable; in this way it
reflects what Burbules described as teleological and weak-teleological explanations of
approaches to conceptualising quality (2004) (see p.54). There are four central branches

that reflect, in a crude form, the presentation of literature in Partl.

Figure 1: Four branches of the dominant framework

Dominant
conceptual
framework

Business Respons-

ibility

influence

Values
(aims,
purpose,
goals)

Each of these is explained in more detail in Figures 2 to 5 and the accompanying text.
I group together these four elements because they are commonly associated with quality T
despite that I think there is still a hierarchy evident among the four branches with business

influence at the top followed by values, levels and responsibility respectively. This is
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suggested by a combination of factors including the level of attention they receive in the
literature, the reach of their influence and their representation in official discourses (such

as that of government and official government bodies such as Ofsted).

Figure 2: Business influences

Business
influences

Outcome focused
Quantitative

<

The business influence is entirely outcome focused and mainly evidenced in quantifiable
ways. In other words, quality is defined and measured by the educational outcome T for
example, pupils test scores and/or the proportion of pupil test scores above a certain
threshold deemed appropriate as a quality indicator. It values uniformity and provision of

consistency for large numbers.
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Figure 3: Values (aims, purpose, goals)

Outcome focused
Quantitative and/or qualitative

Values (aims,
purpose, goals)

<
<

The values branch reflects the reasons for providing education T these were categorised in
Part 1 as individual, sociological and market oriented in their intentions. Factors such as
independence, economic participation, democratic membership, knowledge gain, moral
character, social cohesion, system-level economic health and global market access were
linked with such aims and purposes. Some of these elements also dovetail with the

business influence branch.

Tensions and difficulties are also implicitly represented. For example, debate and
disagreement about good aims are implied as are questions about who has the right to
decide and whose opinions are more worthy, better and deserving of greater privilege.

The values branch is still outcome focused and concerned with demonstrable results that
are intended effects of the education system. For example knowledge gain, independence,
morality and democratic behaviours are considered as a consequence indicative of quality
education. Perhaps, however, the emphasis in the values category is not so

paradigmatically quantitative in nature.
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Figure 4: Levels of quality

Levels

Outcome focused
Niiantitative

The levels branch largely reflects the desire to conceive quality in terms that can be
monitored and measured in quantifiable ways, with a strong influence from the world of
business T again reflecting the dominance of that branch. Quality is typically defined by
criteria, standards laid out in a way that reflect the desire to achieve aspects of consistency
and uniformity. Elements of a less definable nature are also present too, causing more
problems than they solve but reflecting a philosophical and semantic complexity. Issues
not shown include multiplicity, conflict and equity. Again, those aspects which can be
measured and quantified are privileged by the need to do so. Those aspects which are

harder to measure and impossible to quantify are marginalised.
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Figure 5: Responsibility for quality

Responsiblity

Predominantly outcome focused
Niiantitative

Responsibility for quality reflects the role of many (but not all) the stakeholders in the
system shared mainly between official regulators and school leaders. However, schools,
teachers and pupils are also represented as both the solution and the problem and are given

a responsibility for creating the conditions for quality at a more grass roots level. Again

the emphasis is predominantly outcomes focused and measured in quantifiable ways.

Questions about the validity of judgments, criteria and performance indicators abound but
are implicit. What the diagram does not show is that this is not static T there is
considerable movement created by political direction, fashion and rhetoric which impacts

on accountability regimes, and the discourse surrounding schools, teacher and pupils.

2.4.2 The alternative framework

The second conceptual framework is reflective of two central ideas: firstly the approach to

defining quality captured in Burbulesis (2004) anti-teleological view point and secondly

Newos quest and question approach (2005). It is also a reaction to the discussion presented
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in Parts 1 and 2 which suggested that there are weaknesses in current definitions and

approaches to understanding quality as a concept. These include:

e the in-school perspectives on what quality means
e definitions of quality based on pupil/teacher interaction
e alternative approaches to defining the concept

Figure 6: Pillars of the alternative framework

The alternative conceptual framework

md  Adult/child relationship central

Activity more important than outcome

md Learning happens in social educational settings

md  Accepting of unintentional consequences

md  Requires unconventional view of aims

md Relentlessly critical

This alternative model for defining or approaching quality is evident within the literature
but has not received wide recognition within the mainstream. It may offer a more
dynamic conceptualisation or understanding of quality that rejects the established norms of
inputs, outputs and processes that have long been part of the dominant model. It also
offers a potentially highly pragmatic approach, as opposed to the rather theoretical,
business or politically driven models that are described in the dominant model. This is
because of the reliance on action rather than description, the focus on the classroom as the

site where quality is acted out and the spotlight clearly on the teacher/learner relationship.
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This model recognises the suggestions that teaching and learning is a social activity guided
and influenced in fundamental ways by the relationship, interaction and pedagogical
activity that takes place within classrooms between pupil and teachers. This has been
given little consideration in the prevailing approach to defining quality. The model also
accepts that learning takes place within these social settings and may be influenced by
them.

The activity is more central to understanding quality than the outcomes T although this
focus does not necessarily mean that more quantifiable outcomes are totally sidelined; both
could co-exist. The aims considered are likely to be quite different encompassing elements

such as ongoing critical reflection about quality for example.

The model is also accepting of unintentional consequences T these are typically not of
interest in the prevailing model because they are not within the scope of monitoring
activity. Within this alternative framework they are explicitly part of the ongoing

reflective work.

2.4.3 The role of these conceptual frameworks in this thesis

Both these conceptual frameworks are used to structure the design of empirical work,

analysis and comparison of data.

The dominant and alternative conceptual frameworks both play an integral role in shaping
the aims and intentions of this research and in the development of compatible
methodological and theoretical frameworks (which are described in the next chapter).
Their value is both in what they do recognise and reflect as important aspects of quality as
well as what they hide or ignore.

The dominant conceptual framework plays an important role in the design of research
instruments. A set of methods are used heavily inspired by this framework, these are
employed to collect the views of a range of stakeholders in primary schools investigating
what they think quality means.
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The alternative conceptual framework has influenced the research intention to explore
quality in interaction between pupils and teachers, the research intention to explore quality
as it may (or may not) be applied in research-engaged schools. It also structures the
methods used to do these two things which in the latter case involve it being used as a
comparative framework to address issues of difference between the conceptualisations of
quality provided from within non-research-engaged and research-engaged schools.

A comment on the quest and question approach

There are a number of areas where a quest and question approach to defining quality would
be expected to differ from the dominant framework. One aspect of the analysis of
empirical work is the exploration of research-engaged schools as sites where such an
approach may already be in operation. The same research methods have been applied to
all the schools that took part but one component of the analysis was a comparison between
those schools that were research-engaged with those that were not. The next chapter
introduces and explains this element of the thesis. In anticipation of this discussion and
later presentation of findings in Chapter 4, an analytical framework is set out below
describing the areas where differences might occur. Elements where conflict might occur

include:

e epistemological or philosophical clashes between questions strongly associated
with the dominant conceptual framework because participant views are more
aligned to the alternative framework T a quest and question approach is less
tangible; quality cannot be defined because it is not a thing; the quest is quality and
everything is questioned; quality is not the output but the process; the focus is on
the quest and the questioning that guides the quest.

e an unconventional view of aims and purpose in education T outcome focused aims
are not the priority of a quest and question approach; the outcome is not the quest,
rather the quest is quality (doing the best that can be done) and the question is how
to achieve that. There may be greater emphasis placed on the experiential aspects
of education and schooling.

e abroader view of knowledge and the content of learning T compared to the narrow
view espoused by the current accepted wisdom/rhetoric. This may involve greater
breadth in content of learning and perhaps less emphasis on measurable outputs
such as student attainment or quantitative measures of pupilbs achievement.

e more outward looking approach to defining quality and greater engagement in
philosophical critique of what quality means. A quest and question approach
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implies a need to address directly what quality means which in turn suggests
engagement with an underlying framework that supports understanding quality in a
way that is not fixed, tangible or accepted. Newds ideas encapsulate a high level of
uncertainty that is not the case in the more dominant approach.

e teacher as learner is also implied by Newds quest and question approach T her ideas
portray the professional as not in possession of the answer but instead as the seeker,

a learner alongside the pupil.
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2.5 Towards methodology and design

This chapter has criticised much of the literature on quality as narrowing or limiting and
synthesised this into a conceptual framework that encapsulates the dominant views. The
framework describes a definition of quality consisting of four branches - levels, business
influences, values and responsibility. In response to this I have also emphasised and

brought together a number of ideas to create an alternative conceptual framework which

can challenge the dominant framework.

Both frameworks play an important role in the development of the thesis underpinning the
theoretical and methodological influences, the development of a method for empirical
work; inspiring the research tools and approaches used to gather and analyse data and used

finally to reflect upon the findings of this thesis.

The next chapter explains the research intentions, methodological and theoretical
frameworks and gives details about the methods employed in the empirical work as well as

the approach to analysis taken.
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Chapter 3 A Methodology and research design

3.1 Introduction and aims

Chapter 2 made the case that quality is a complex concept dominated by definitions that
narrow and limit its meaning. It arrived at two different conceptual frameworks and, as
stated at the end of the preceding chapter, both these frameworks are used throughout the
thesis. The literature review has also provided evidence of weaknesses in the knowledge
base T these include: 1) the in-school perspectives on what quality means; 2) definitions of
quality based on pupil/teacher interaction; and 3) alternative approaches to defining the
concept (revealing opportunity for development of current knowledge and opportunity for
new research). These three points indicate areas where research could further enhance
understanding of the term in relation to primary education. This chapter builds on the
conceptual frameworks summarised at the end of Chapter 2. Before elaborating on this it

is useful to revisit my research intentions:

e To challenge how the concept of quality is defined and understood in relation to
primary education in England by:

o exploring the way that the concept of quality has been understood and
defined in text (the academic literature)

o exploring with staff and pupils in schools how they understand the concept
of quality in primary education (talk) by collating participant views on
quality using two conceptual frameworks derived from a synthesis of the
literature

o observing and interpreting the interactions and enactments of a subset of
participants in four English primary schools (interaction)

o critically considering a connection I think may exist between the work of
research-engaged schools and an alternative approach to defining quality
that has been proposed but ignored in the literature (that written about by
New (2005) and Burbules (2004)).

The purpose of this chapter is to connect what has been discussed in the literature review to
the empirical data collection phases by explaining first the theoretical framework,
discussing how that shapes the methodological scaffold and subsequently the methods of

data collection and analysis.
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3.2 Theoretical framework

In this section | explain the paradigmatic, theoretical and methodological position of the

research, making clear the underlying influences and clarifying the theoretical frameworks
that inform the research design as well as setting out the studybs theoretical positioning. In
so doing it provides a theoretical platform from which to build research design and method

in three ways:

e explaining the theoretical underpinnings that underlie the way in which | approach
the data collection

e providing a framework to interpret the relationship between the words and actions
of the research participants (ontologically and epistemologically this is key because
of the intention to explore quality through the interaction of teachers and pupils and
include comment on definitions of quality from this viewpoint amongst those
generated solely from the words of participants)

e providing a theoretical framework in which to interrogate the concept of quality in
primary education in England from the perspective of staff and pupils in schools
(heads, governors, teachers and TAs as well as pupils aged four to 11).

Four different, but largely compatible influences shape the ontological and epistemological
foundations of the research; these are post-structuralism, social constructionism,
interpretivism and discourse analysis. In addition, a key theoretical and analytical (not
pedagogical) idea in this thesis is that quality can be understood through talk, text and
interaction (Silverman, 1993). Structuralism and post-structuralism help to understand
quality in a particular way T structuralism introduces the idea that knowledge can be
sought through an investigation based on the structures of a thing T for example by
investigating something through the language or the system that structures it (Kearney,
1994, Gibson, 1984). Applied to the concept of quality in primary education this could
mean that an investigation of quality could be an exploration of the term in these types of
structures T language (what people say) and/or the system that quality exists within (the
structures of schools, classroom for example). However, post-structuralism perhaps offers
even greater potential for this topic given the multiplicity and complexity in the
understandings that abound. It considers that a multiplicity of structures may offer the
route to better understanding (Peters and Burbules, 2004), refuting the idea that there could
be a énormative positiond (Harris, 2001, p.337). This reflects ideas from the literature

review, in particular that quality can be understood in many different ways. There are
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definitions dominant in academia, in government, in HE, in Early Years that differ from
each other (even if they also share some commonalities). There are definitions that might
be negotiated in schools and classrooms and in the education system that differ again from
the definitions elsewhere (for example, teachers and pupils T even though these are not
well researched) and even in the unique relationships between each teacher and each pupil.
It also 6does not liquidate the subject; rather it inquires into where it comes from and how
it functions T it analyses its positionality, its discursive formations...0, (Peters and Humes,
2003, p.111). Post-structuralism therefore is the first element of the theoretical
framework. This relates to the final three research intentions (see p.75) which, in
combination with the method (discussed in more detail in section 3.3) shows preference for
the structures of staff role (teacher, senior leader and TA), school, school type, classroom

and relationship.

Social constructionism is also influential. It describes the world as socially constructed by
the people within it, largely through language (Burr, 2003). Combine this with post-
structuralism and ideas and words take on the ability to change their meaning over time,
they are 6in fluxd (ibid. p.55). The world, rather than representing any truths or stable
meanings, is a site of struggle and conflict, where power relations are acted out and
contestedd through language, (ibid. p.55). Based on analysis of the literature (presented in
Chapter 2), one characteristic of quality as a concept that needs to be included in any
attempts to further develop, extend or challenge the way that it is understood must include
acceptance of the ephemeral way that quality is perceived. The concept of quality in
education could be seen to be constructed within the education system by the people that
work within it. Combined with the post-structural influence this complicates the landscape
in which quality is being defined suggesting that the concept is continually being re-
constructed through the dsocialb interactions of multiple actors, within multiple
organisations, at multiple levels within the education system. To explain the interpretation
of dsociald further I refer back to the words of Silverman (1993), that it is what is said,
written and done that creates the meaning of quality. Oldfather et al. (1999) take this one
stage further by stating that: 6We are not just socially constructing meaning; we are
socially constructing particular meanings in particular times and places. Within particular
socio-political contexts, (ibid.). This suggests the possibility of the social generation of

different meanings and the idea of different contexts and different times resulting in
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different meanings. This links very strongly with the notion of multiplicity discussed in
the previous paragraph further supporting the paradigmatic scaffold of post-structuralism.

Whilst post-structuralism and social constructionism provide a solid basis from which to
start to build a research design, interpretivism or an interpretivist philosophy is
paradigmatically important in the theoretical framework. Post-structuralism and social
constructionism suggest and support the need to look for multiple definitions (or
enactments) of quality within talk text and interaction, sought through social networks and
represented in different forms (for example, spoken and textual) language. Interpretivism
states that the world can be understood through interpretation and that this is a legitimate
method of explaining phenomena (Scott and Morrison, 2006). Interpretive research is
often closely associated with qualitative approaches and data open to qualitative
examination. Such data sources need to be suitable both in their relevance to the subject
(sources that can offer insight into current understandings of quality) and their expertise in
being able to represent the topic (sources that represent the discourse of éexpertsd on the
topic) (Wetherell, et al., 2001). Theoretical areas of weakness within existing knowledge
have already been explored in this thesis. For example the lack of in-school voices
(leaders, teachers and children are of particular interest in this study) represented in debate
about the meaning of quality as well as the absence of quality in interaction as sources of
data used to interpret the meaning of quality. Interpretivism therefore offers a theoretical
approach that has two applications: firstly (and retrospectively) it has helped me
understand the shortcomings of current definitions of the concept of quality and ultimately
shaped the research intentions; and secondly, it has helped to inspire the research design
and methods which | have adopted to offer an extended and an alternative approach to
understanding. It can therefore offer both theoretical description and methodological
direction, pointing towards a qualitative approach involving the collection of participant
views for analysis and an analytical approach inspired partly by ideas of co-construction.

Discourse Analysis is the fourth and final component of the theoretical framework and like
interpretivism it offers both a theoretical and methodological support. Discourse analysis
is difficult to define clearly, partly because there are so many versions of it and partly
because the words used to describe it require so much clarification and re-clarification.

For example the word édiscoursef itself can be used with different meanings within one
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text. However, what descriptions of discourse analysis share, at least to some degree, is
the idea that discourse both shapes and is shaped by action T it creates and is created by the
situation in which is exists (Gee, 1999; 2005; Thomas and Loxley, 2005, Jaworski and
Coupland, 1999, Wetherell, Taylor and Yates, 2001, Gibson, 1984, Grice, 1999) and is
therefore aligned with ideas from social constructionism. Theoretically this suggests that
quality can be defined within different groups, between groups of people through their talk
and also through their actions and interactions. Methodologically, this supports the
examination of talk, text and interaction T this idea is described in more detail in the

following section which sets out the methodological framework.
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3.3 Towards a methodological framework

3.3.1 Explaining the problem

Using inspiration taken from discourse theory and analysis that suggests language and the
places and relationships in which it is used may define quality (and may offer a
understanding or multiple understandings of quality through links to the examination of
words, speech, text, concepts and meaning) helps to frame and understand the problem
which lies at the heart of the thesis. The rationale in this case is that quality and the way it
is talked or written about in education may cause practical problems in the lived
experiences of pupils and teachers in primary schools. More specifically, this may have
implications for the way in which teachers and pupils think about, interpret and enact their
roles and the way in which teachers and pupils relate to each other in the learning/teaching
relationship. Discourse theory and discourse analysis are underpinned by the assertion that
words and actions are directly linked (Thomas and Loxley, 2005, Jaworski and Coupland,
1999, Wetherell, Taylor and Yates, 2001, Grice, 1999), therefore they can provide a bridge
between meanings and connotations and the actual lived or experienced world of the
primary school. So in the first instance, discourse is used as a theoretical lens which
bridges the gap between two worlds (theoretical and experiential) serving to explain how
words, speech, text and action are related and created.

In the second instance, and requiring a different interpretation of discourse (the discourse
belonging to a group) it is possible to borrow a framework for debating meaning and
interpretation of a concept within groups, texts, or periods of history for example (Maybin,
2001, Hall, 2001). This interpretation of discourse suggests a methodology seeking to
identify, isolate and analyse existing threads of the interpretation of quality in relation to
primary education. In looking for such discourses the methodological approach steers the
research towards investigating missing (or unheard) discourses as well as seeking
comparisons between discourses. The work of Pearce and MacClure (2009) is relevant
here as they wrote on the topic of what is missing from what is said and done as equally
important as that which is said and done: ¢[...] referring to the secret as absence rather than
presence and in so doing are seeking to privilege the unsaid over the said (Pearce and
MacLure, 2009, p. 250).
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3.3.2 Setting out a foundation upon which to build method

Returning to Silvermands (1993) ¢talk, text and interactiond, the theoretical influences
discussed so far become suggestive of ways and sites within which to explore quality.
Methodologically | have selected certain methods of data collection and approaches to
analysis based on their ontological and epistemological sympathy with the theoretical

framework described earlier:

e Talk can be captured through interviews with those constructing the meaning of quality
in schools and classrooms. The questions that talk can address are: what do people say
quality means? Do different groups of people give the same account? What are the
similarities and differences between these definitions? What can we learn about how
quality is understood by investigating quality in talk? Does talk differ in different
types of schools (research-engaged schools versus non research-engaged schools for
example), and if so, how? (This connects in particular to first of the three weaknesses
identified through the literature that in-school voices are underrepresented in research
on quality (see p.69/70).

e Text is two things: 1) the transcriptions of talk but also 2) the analysis of literature. The
texts are therefore used to frame the problem and offer contextualisation to the
findings. They assist in positioning the understanding gained from investigating talk.
(The literature review for example, was an analysis of text that led to two conceptual
frameworks.

e My choice to focus on interaction is the most unusual of the three approaches proposed
here and is the most crucial of the three in this study. | position learners and teachers at
the heart of challenging understandings of quality. The interaction that takes place
between the two is the site in which quality is enacted and understood and this is
currently missing. Investigating quality in the interaction between teachers and pupils
means exploring the way quality is enacted through observation. Observation is a good
technique to use for this purpose, Gillham talks about the strengths of observation as a
research technique allowing the research to analyse not what people say but what they
do (2008). In this case | am interested in teacher and pupil behaviours, their words,
their relationships, the things they prioritise, the things they respond to and the things
they ignore and the level and type of interaction (or lack of) between them.

The importance of pupil voice
I use the term 6pupil voiced carefully here due to its suggested connections to other
terminology such as human rights and democratic participation (Moran and Murphy, 2011)

but key to the use of dtalké, étextd and dinteractiond is the participation of children and the
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use of pupil voice. This is partly to redress the balance - in earlier chapters | have
suggested that pupils represent a fundamental discourse in schools as yet unheard. In
addition to this the alternative conceptual framework places them at the heart of
challenging how quality can be understood, linked by the integral relationship they have
with teachers The work of other scholars supports inclusion of pupil voice as a method
suggesting that it can bring 6better, more meaningfuld understanding about a topic (Lewis
and Porter, 2007, p.222), and dgreater validity6 to data and findings, (ibid. p.222). Pupil
voice is therefore an important part of the methodological approach and influences the

research design, methods and analysis.

3.3.3 Approach to analysis

Based upon the theoretical framework described above my approach to analysis has been
one in which the voices of the participants and the voice of the researcher have been
included T | am researcher and participant capturing and interpreting data.

I did not wish to be the only interpreter however; instead | wanted to remain faithful to the
social constructivist influences and with that in mind chose to develop the analytical
methods in such a way as to involve participants. In analysing the talk | developed coding
frames from the transcripts themselves rather than prescribing a frame in advance. The
intention was to allow the participantsd voice in the analysis. The idea of conducting
analysis in such a way as to be dictated by participant voices is discussed by Gough and
Scott (2000) who describe the way the coding frames éemerged (p.341) from the data
(although it is worth noting that some level of prescription existed in the data collection as
the interview and observation schedules were in part prescribed prior to the data collection
phases of the study). The observation also enabled participants to be involved in the first
level analysis (through a post observation interview where the initial impressions and
analysis were discussed), an important facet of the methods as will be explained later in
this chapter. Also the researcher was a contributor of data through such means as

researcher notes included in the analysis of the case studies.

Some criticisms of the qualitative, interpretivist ostyled have been suggested, in particular
that it lacks consistent rules and regulations resulting in issues of unreliability and its

subjective nature can be seen as weakness rather than strength (Nudzor, 2009). In this
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study a number of mitigating actions were taken in the design of the data collection and
analysis to build in a level of co-analysis (as described above) between researcher and

participants. These are described in greater detail in section 3.6.

3.3.4 The connection from conceptual frameworks to research tools
The figure below shows the connections that hold the thesis together and track the
coherence between conceptual frameworks and the literature all the way through to the

research instruments used for data collection.

The two conceptual frameworks inspired in part the theoretical and methodological
approach adopted (explained in 3.2 and 3.3). The next sections explain and make clear the
connections from there into the methods (research design, tools and approach to analysis T
described in 3.4 and 3.6) and the interview and observation schedules used (described in
section 3.4.3 and 3.4.4 and included in Appendices A4, A5, A8 and A9).

Figure 7: Connection between theory and design

Alternative

Theoretical and

Methodological
frameworks

Research Design

Ph1 Interview Ph2 Observation Ph2 Interview
schedules schedules schedules
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3.3.5 The theoretical placement and intended contribution to knowledge

The theoretical placement of this thesis

This study considers a topic of relevance and importance to a range of areas within
education including leadership, policy, pedagogy and teaching and learning. Greater
understanding of the concept of quality in primary education could inform practice in
school contexts, support further research and provide a platform from which school leaders
and practitioners can challenge and advance their own context, experience and practice

with greater clarity.

The theoretical placement of my approach

My theoretical contribution can be characterised, in the words of Edmondson and
McManus (2007) as dnascentd (p.1160). Such research is characterised by open-ended
enquiry, the collection of qualitative data to be interpreted for meaning, using observation,
interviews and collecting documents, looking for patterns, thematic content analysis and
trying to build elements of theory for further testing/investigation (Edmondson and
McManus, 2007).

This thesis seeks to contribute new knowledge by:

e revealing weaknesses or gaps in the current understandings and offer something to
fill these areas

e reawakening interest in less prevalent ways of investigating or understanding the
concept of quality

e experimenting with investigating quality through interaction in particular and to
start the development of language that those in schools can use to talk about quality

e suggesting where further research or thought is needed to continue to develop
broader, deeper and pragmatic understandings about quality.
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3.4 Methods

Building on the idea of talk, text and interaction, the remainder of this chapter is concerned
with describing the methods which are closely aligned with the research intentions, and

theoretical and methodological frameworks.

3.4.1 Phases of the research

The research can be broken down into two phases, each addressing particular research
intentions and adopting its own methods. The aim of Phase 1 was primarily to explore
how pupils, teachers, headteachers and governors within four primary (including two
research-engaged) schools in England defined the concept of équalityd captured through
semi-structured interviews. The aim of Phase 2 was to explore the way that quality is
enacted and defined by the interactions between teachers and pupils in primary school
classrooms captured through four exploratory case studies that utilised observations, semi-
structured interviews and a researcher notes. A second intention of both phases was to
compare research and non-research-engaged schools, this is discussed in the analysis
section, 3.6 later. The activity, methods and analysis employed in each of these phases
will be covered in more detail in subsequent sections of this chapter. In summary the

phases of the research were as follows:

e exploring how those within schools define quality (Phase 1):

o semi-structured interviews with 45 headteachers/teachers/teaching assistants
and governors and 97 primary school pupils

e exploring how quality is defined through interaction (and enactments) between teachers
and pupils (Phase 2):

o four case studies consisting of two days observation, pre- and post-observation
semi-structured interviews with teachers and pupils, and notes kept by the
investigator.

3.4.2 The participating schools

The schools
A total of eight schools were invited to take part. The sampling could best be described as

purposive. Most of these schools were chosen and invited to take part because they were
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known to me either through proximity to where I live or through previous work. One was
found through the NFER website which listed schools that had been awarded the Research
Mark. Of the eight invited schools, five schools volunteered to take part T four took part in
all aspects of the research and one participated as a site for piloting research instruments.
The four fully-participating schools represented a range in terms of size, location,
rural/urban, as well as having a range of Ofsted ratings® (here judged in terms of the most
recently published Ofsted reports). Two schools were also research-engaged schools (one
had official status as a Research-Engaged school and another | had worked with before on
research projects exploring the impact of research-engagement T although this school had
chosen not to apply for the Research-Engaged award it had continued to place research
activity at the heart of its school improvement philosophy). The inclusion of two research-
engaged schools allowed for comparison of data and exploration of the fourth research

intention.

School one was a primary school catering for age 4-11. Although there had been a school
on the site for some years, it had only been operating under its current name for five years.
Serving a challenged and underprivileged urban catchment area the school had experienced
difficulties throughout its history. In the year the fieldwork was completed the school
successfully achieved a 6goodb rating from Ofsted having spent the previous two years in
special measuresd. The school had an executive headteacher who was shared with another
local primary school that was judged to be 6outstandingb. This created a successful
partnership and many shared activities, resources and staffing. The school did not have
research-engaged status and there were 202 children on roll. The headteacher was
confident that she understood what quality was but wanted to encourage her staff to think
more deeply about this. She hoped their involvement would encourage better awareness,

understanding and more discussion about quality and subsequently such a cultural change.

School two was an infant and nursery school catering for age 3-7. It had 359 pupils on roll
and was set within an urban area which historically served a catchment area encompassing
an interesting mix of both deprivation and affluence as well as a mixed ethnic
demographic. Approximately half the pupils had English as an Additional Language

(EAL). The school has been certified by Ofsted as éoutstandingd for a number of years and

® The Ofsted reports are not referenced here to protect the anonymity of the schools.
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it has been involved in research since 2005 when it was one of a number of schools that
took part in a national project focused on the impact of research-engagement. This school
was treated as a research-engaged school for this reason despite having not been awarded
the Research Mark offered by NFER and partners. The headteacher wanted to be involved

to continue to demonstrate the importance of engaging with research activity.

School three was a primary school catering for ages 4-11 with 129 pupils on roll. This
school was based in a small rural village. It was placed into dspecial measuresf at the end
of the academic year 2009/10 after which it formed a partnership with a local secondary
school, taking on one of the secondary schoolds deputy headteachers as the associate
headteacher. In March 2011 it achieved a 6goodd Ofsted grading, continued to improve
quickly, achieving éoutstandingd in June 2013. The school was not research-engaged T
they did not have an embedded relationship with research evidence or activity. The
headteacher reported the staff had been debating the meaning of quality as a result of their
frequent Ofsted inspection visits. They were keen to have dan outsiderd offer a view on
their interpretation so they could consider the progress they had made as well as their
future direction. They intended to use the findings to stimulate a debate about what they

wanted to achieve.

School four was an infant school catering for age 3-7 year olds. It had 329 pupils on roll
and was judged to be outstanding at its last Ofsted inspection. It catered for a
predominantly middle class catchment area in an urban setting. In the last few years the
school had experienced some fairly large changes moving from being a first school feeding
a local middle school to an infant school in partnership with the school it formally fed, now
a junior school. It did have research-engaged status and had formally been awarded the
Research Mark offered by NFER and partners. The deputy head was keen to be involved

and saw this as an extension of their engagement with a wider educational community.

School five assisted by piloting the research instruments. It was a rural primary school in
an affluent area and had under-average numbers of pupils with EAL and FSM entitlement.
This school was invited to take part in the study but declined due to a new shared deputy
appointment and a number of teachers having only recently started. Despite their

reluctance to get fully involved the head teacher was very interested and agreed to assist in
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the piloting of materials. Members of the student council and a group of teachers piloted
interview schedules and helped with the development of observation schedules. The
headteacher of this school was relatively new in post and thought that a smaller role would

be more acceptable to the staff than full involvement.

Limitation of the sample of schools

While bearing in mind the importance of selecting schools appropriate to addressing the
research intentions of this study, it is worth, at this point, making explicit the non-
representative nature of the participating schools. This places limitations on my ability to
generalise widely from the findings of this study. In addition, it is important to reflect on
the potential problems inherent in the sample selection. Two of the four schools were
infant schools catering for young pupils (aged 4-7, FS, Year 1 and Year 2 only). This
affects the proportion of children represented in the study (see p.90 for details of the total
number of participants in each year group) and this in turn may impact on the findings,
potentially privileging the voices of the younger participants. The approach to analysis has
attempted to mitigate this to some degree by separating out the age groups as well as
dealing with pupils as one apparently homogenous group. As well as potential problems
arising from a disproportionate number of teachers working with young learners there are
also possibilities that such teachers have constructed their views of quality based on

experiences and knowledge formed from working with older learners.

Despite these limitations and the potential impact of the achieved sample of schools and
pupils, the inclusion of four schools only enables the generation of rich and 6thickd data
which offers potentially valuable and interesting viewpoints (Blaikie, 2010). Such data has
the potential to address some of the difficulties associated with the concept of quality in

education and challenge the way that quality is defined.

The participants

All staff, pupils and governors within the four schools were invited to take part in the study
T invitations (see Appendix Al), information sheets (see Appendix A2 and A6) and
consent forms (see Appendix A3 and A7) were issued to all teaching staff, support staff

and governors as well as sent home to all pupils (and their parents). The decision to invite
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participants to opt in (as opposed to selecting individuals) was a conscious one taken to
encourage a greater sense of participation in the study. This was important because in
order to be successful this study needed to capture a depth of opinion and views. The
particular advantages of working with participants in research (as opposed to respondents)

are covered in greater detail in the section on ethical considerations.

Limitations of the opting-in approach

There were consequences of the opting-in approach within schools and even though |
believe the approach was not detrimental to the research these are worthy of consideration.
The requirements of ethical appropriateness contributed to the decision to use such a
strategy for recruiting participants and highlighted the unsuitability of a researcher-
controlled method of doing so. The collaboratively interpretive nature of the thesis
benefits from having willing, opinionated and vocal participants. This added to the dthickd
data previously mentioned. However, there is a need to bear in mind throughout analysis

and reporting the associated limitations that a self-selected sample may imply.

3.4.3 Defining quality (Phase 1)
The aims of phase one were to describe how primary schools and pupils, teachers, heads,
and governors define the concept of quality. The interim findings from this phase are

presented in Chapter 5.

A total of 144 participants from across the four primary schools took part in this phase. Of
these, 45 were adults working in the schools as senior leaders, governors, teachers or
teaching assistants. A total of 97 were pupils in Foundation Stage (FS) to Year 6. Table 1,

below, shows a more detailed breakdown.
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Table 1: Research participants in Phase 1

School 1 School 2* School 3 School 4* TOTAL
Senior leaders 2 2 2 1 7
Governors 1 1 0 0 2
Teachers 10 9 6 4 29
TAs 4 0 3 0 7
TOTAL 17 12 11 5 45
FS pupils 0 8 2 9 19
Year 1 pupils 6 2 15 25
Year 2 pupils 4 12 3 10 29
Year 3 pupils 4 / 3 / 7
Year 4 pupils 4 / 3 / 7
Year 5 pupils 4 / 1 / 5
Year 6 pupils 3 / 2 / 5
TOTAL 25 22 16 34 97
No. of groups
5 5 7 7 24
interviewed
Total number of individuals interviewed 144
Total number of interviews completed 69

*Indicates the school was dresearch-engagedd

As shown in Table 1, there are many more pupils in FS, Year 1 and Year 2 than there are
in Year 3to 6. This is partly a reflection of the school types and sizes. Two of the four
schools (schools 2 and 4) as well as being the research-engaged schools, were infant
schools catering for FS to Year 2 pupils only and both these schools were larger than the
two primary schools. The result of this was that there were far greater numbers of pupils in
FS, Year 1 and Year 2 available to take part which, as discussed on p.88, may impact on

the findings.

Method
The first phase of data collection used semi-structured interviews and observations. This

phase took place in the autumn term of 2011.
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Interviews

Semi-structured interviews were used to garner the participantso views. This method was
chosen because of the strengths it offered. For example, semi-structured interviews are a
good way to explore perceptions and opinion. They are loosely controlled, providing
enough uniformity of questioning to allow comparison across data but also allow
opportunity to respond to participants comments. This flexibility also allows interviews to
be adapted easily for people in different roles. This was important as it was common for
individuals working within primary schools to have different roles and responsibilities and
the specifics of this information are not generally available to the researcher prior to the

interview.

The most oft-cited weaknesses of the method are associated with validity and reliability,
(Barriball and While, 1994). In this study this weakness was mitigated by achieving a
large enough sample to offer a greater degree of validity (particularly when analysing the
responses of groups which was important in terms of identifying particular édiscoursesd)
and collecting data from multiple sources of data. Interestingly, Barriball and While
(1994) also suggest that interest and confidence in the project can be positively affected by
using semi-structured interviews as it can encourage participants to take part. Accessing
greater numbers of participants has a positive effect on the study, enhancing the validity of
the research. The flexible structure, as well as the personal nature of a face-to-face
interview allows the researcher and participant/s to talk about any barriers to participation
that may prevent people from coming forward and offer solutions (ibid. p.330).
Interestingly, this was apparent in the case of one of the schools that took part in this study
T one of the schools had recently experienced six Ofsted inspections over a two year period
as a result of being placed in dspecial measuresd. Despite this the school was keen to take
part and the semi-structured nature of the questions was seen as positive attribute of the
study allowing teachers a level of confidence that they would be given the space to share
their thoughts and not simply respond to the researcherfs questions. Ultimately this

approach encouraged the school to take part.

The pilot

All the research instruments used for interviews and observations were piloted in the fifth

school the month before each research phase was undertaken. All the pre-piloted research
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instruments were submitted to the University Ethics Committee for review and given
formal approval. During the pilot a group of students and teachers were asked to try and
answer the questions and also to comment on the questions and whether they were
appropriate for the task. All instruments were revised based on comments received and the
notes made by the researcher during the pilot stage. Revisions were mainly made to the
ordering and phrasing of questions. The final research instruments are included in
Appendix A4, A5 and A8 and A9.

The interview schedules

The interview schedules used for the staff and pupil interviews were similar. Informed by
the conceptual framework presented at the end of Chapter 2 they were divided into three
sections. First all participants were asked to define quality. The phrasing of the questions
was different for staff and pupils. The pupils were asked a series of similar questions T
phrased differently but based upon the same framework T to elicit a series of responses that
collectively defined quality. For example, the staff were asked: 0What does quality mean?9,
whereas pupils were asked: 6What do you like about school? What would a perfect school
be like?6. Although different questions were used for each group the intention was to
arrive at a set of responses that could be analysed for their comment on how quality was
understood by that participant or participant group (in the case of pupils). Like was used as
a synonym for quality broadly interpreting it as something good. Perfect came from the
levels branch of the dominant conceptual framework and was asked to give participants a
chance to respond about something perhaps better than their current provision. These
questions were piloted, discussed with a group of pupils and revised prior to being used.
On reflection, these questions did not provide comparable data because they were so
different and this has made analysis difficult, this is discussed in greater detail in Chapters
6and 7.

All participants were asked a series of questions to explore how they thought about other

elements of both conceptual frameworks. The second group of questions asked

participants about what they thought constituted a é6goodd school, a 6good6 teacher and a

6goodd pupil. The third section asked a series of questions that tried to unpick what

participants thought quality meant in their school; what it meant to them; examples of

things they thought represented quality in action; and for staff only anything that either
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supported or challenged their ability to deliver what they believed was dquality6 in
education. The final section addressed values, influences and ideas about quality: where
these came from and the things participantso believed had created or shaped their ideas.
(Full versions of the interview schedules used in Phase lare included in Appendix A4 and
A5)

Conduct of interviews

The staff interviews were conducted one-to-one but pupils were interviewed in groups of
up to six at a time. A total of 45 individual interviews were conducted with school staff
and a total of 24 group interviews were conducted with pupils. All interviews were

recorded and transcribed verbatim and notes were taken during the interview as well.

The nature of interviewing children

The planning for the group interviews was undertaken bearing in mind a number of
practicalities, the ethical consideration of inclusion, the age of participants and conduct of
interviews as well as the nature of the interview schedules. Access and gatekeeping (Shaw
et al.2011) was managed by the school leader who had been given detailed information
sheets and instructions to invite all pupils to take part. Class teachers managed the handing
out and collection of consent forms for parents. Groups of pupils were constructed on a
class basis (often more than one group per class to keep numbers within a recommended
range of six to eight (ibid.)).

All pupils in each school were invited to take part; all pupils that provided signed consent
forms and who were present on the day of the interview were included. In three cases
teachers were reluctant to release one pupil from their group citing special educational
needs (SEN) as a barrier for inclusion. After discussion with the teacher and having
established that this was suggested more for my benefit (two children displayed
challenging behaviour) than for the childds all did take part with consent and were able to
participate fully. In one case the child had a severe speech impediment and the TA who

worked with him accompanied and supported him make his views understood.
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To ensure pupils felt at ease and power issues between adult (me) and the pupils interfered
as little as possible a number of steps were taken (Irwin and Johnson, 2005). Interviews
were conducted in a familiar location within the school T quiet enough to provide privacy
for the interview and to avoid noise interference with recordings but equally public enough
to protect the safety of both pupils and researcher. Typical sites included the school
library, staff room (during lesson times) or additional learning spaces. | introduced myself
as Anna and carefully considered where | sat and how | behaved (McDonald and Willett,
1990) so as not to emphasise the difference (adult/child) between us. | also explained the
purpose of my visit carefully and in considered language T this was based upon the
information sheet that had been developed for the universityds ethical review process
specifically for children aged four to 11. In my introduction | emphasised that there were
no right or wrong answers and in interview | responded with interest to all the answers |
was given. Teachers were not invited to come to pupil interviews. In the few cases where
I was asked if they should, I said it was not necessary for the purpose of the interview but |
would have no objection if it was school policy. No teachers came. Finally, the decision
to interview pupils in groups and not alone (as was the case in the adult interviews) was
taken to encourage discussion, offer solidarity and familiarity to children engaged in an
unfamiliar activity and to limit the stress that taking part might expose them to (Lewis,
1992).

The semi structured nature of the interview allowed for a certain freedom and
responsiveness to the situation (Irwin and Johnson, 2005). Easy questions were asked first
and the harder questions later (based on the piloting phase which established which
questions participants thought were easier/harder). The language of the questions was
considered carefully (McDonald and Willett, 1990. | avoided using complex grammar and
asking leading questions. | gave all students an opportunity to contribute but did not press
those members of the group that were reluctant to speak.

3.4.4 Examining quality in interaction (Phase 2)

The second phase explored quality in pupil/teacher interactions and involved four selected
case studies. The case study approach adopted is closest to Stakeds description of
collective case studies (1994, p. 237). Stake wrote: 6they may be similar or dissimilar,

redundancy and variety each having voice. They are chosen because it is believed that
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understanding them will lead to better understanding, perhaps theorizing, about a still

larger collection of cases.o (ibid. p.237). Each case equated to a pupil and teacher. The
four cases were selected from the schools that took part in the previous phase. The case
study methods were focused on capturing the actions and interactions of both with each

other over a two day period.

Participants

Each case study was based around teachers who had been interviewed in Phase 1 and who
were willing to take part in Phase 2. All participants in Phase 1 had been asked to indicate
their willingness (or otherwise) to be considered for participation in this second phase of
the research. Most participants had said they would be willing to be considered 1 all pupils
and at least two teachers in each school indicated they would be willing to take part in this
phase if they were selected. In the spring term of 2012, | approached teachers first to see if
they were still willing to take part. Once teachers had agreed | suggested one or two
children in each of their classes and approached the parents/carers and children (via the
teacher) to seek their permission. There were a number of criteria used to select possible

pupil participants, these included the desire to:

¢ involve a range of year groups

e involve a range of male and female pupils

e only invite pupils and parents/carers who had given consent in Phase 1

¢ only include pupils and teachers who had actually taken part in Phase 1
interviews so that Phase 2 could build on the definitions of quality that the
individuals had provided in Phase 1.

The final four cases represented three of the four schools, a range of year groups and a mix
of male and female pupils. The aim was to achieve four interesting, different and rich
cases to provide a depth of understanding about the way/s in which teachers and pupils
enact quality in the classroom. (All information sheets and consent forms are included in
Appendix A6 and A7.)
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The following table shows a breakdown of the year groups that took part.

Table 2: The case studies

Case study 1 2 3 4
School 1 Year 5

School 2 FS

School3 Year 3 Year 6

School four chose not to take part in the case study phase. At the time this phase was
being carried out the teacher who had volunteered to take part had a student teacher
leading her class and would not be teaching much of the time, therefore they no longer met
the criteria for inclusion. It was not possible to arrange another time to carry out the

observations and interviews.

Method — Case studies

Inspired by Silvermands (1993) ideas about interaction this phase intended to add
additional layers to develop or challenge understandings of quality in primary education
building both a post-structural and socially constructed understanding of how quality is
enacted. It was intended to compliment preceding work, adding depth through an analysis

of extended periods of observation.

Each of these case studies comprised a set of four interviews and a period of classroom
observation. Each case study followed the same structure and was conducted in a similar
way. They began with an initial short interview with both teacher and pupil separately.
This interview was an opportunity to explain the purpose of the observation and interviews
more fully to participants as well as provide an opportunity for the researcher to gain some
understanding about the nature of interaction between teacher and pupil as well as the
specific targets or foci of work which may be subsequently observed. This was followed
by two full school days of observation during which the researcher kept records in the form
of observation notes and reflective notes after observation periods were completed. At the
end of the observation period another interview with both teacher and pupil, again

conducted separately, took place. The purpose of this interview was to provide an
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opportunity for me and the participant to discuss the observation. This was important
because during this second interview both teachers and pupils would be asked to offer their
own reflections on some of the early analysis done by me during and shortly after the
observation periods. The confidence to discuss and disagree was important T | wanted to
have confidence that my interpretation of the data was also supported by the participants
and if necessary be challenged to think about it differently. It was also important that the
interviews were conducted separately so pupils and teachers could answer freely about
their own interpretations of the observation periods, events and interactions. In keeping
with the epistemological and ontological foundations of the approach it was important that
the analysis was 6constructedd between researcher and participants. This also had the
advantage of offering some checks against bias. This second interview was largely
unstructured, based solely on specific events that had taken place during the observation.
The unstructured nature of the interview allowed the participants greater voice in the
research process. More details are provided shortly about the content of the interviews and

the observation method.

Pilot

The observation and interview schedules were piloted before the start of the second phase
of data collection and revised again following this based on the feedback. Two days was
the chosen time period for observations as a result of the pilot phase T this was enough
time to witness and record sufficient data but was not too onerous on the teachers and

classes.

The pre-observation interview

The pre-observation interview began with an explanation of the purpose of the observation
as well as the purpose of the follow-up interview scheduled for the end of the observation
period. It was an opportunity to enquire and gather information useful to the observation
including specific targets, area of focus, nature of relationship between teacher and pupil,
specific things the pupil liked about the teacher and teaching style, things that the pupil
disliked about the teaching style or teacher etc. These questions were selected to elaborate

on responses given in the first phase of research.
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The observation

The observation period took place within classrooms but some activities outside the
classroom were also included such as PE or music lessons. During the observation | made
notes on a pre-prepared form which included three columns in which to record what was
taking place in the lesson, what the teacher was doing or saying, what the pupil was doing
or saying, descriptions of direct interactions between teachers and pupil as well as noting
when other forms of interaction (for example accounts of direct pupil/teacher interaction,
examples and accounts of indirect interaction and even accounts of complete absence of
interaction). The first was a column dedicated to noting the time, the second was a column
describing the activity, interaction or action on the part of the pupils and teacher and the
third column was for noting any immediate thoughts, questions, connections or reflections

I had. The notes in this column formed the basis for the second interview schedule.

Again the observation methods adopted in this study were best described as semi-
structured in nature. The framework borrowed elements of timing from more structured
examples of observation T it used elements of what Gillham (2008) described as semi-
structured style, for example adopting a short open observation time. The observations
were guided by a set of actions and prompts in the form of a pre-designed observation
schedule which was still free enough to be responsive to the setting and the events that
took place. The emphasis was not on counting events but on describing events T what the
teacher was doing, what the pupil was doing, what they were saying and doing together
(the interaction between them). It was also important that | (as prime interpreter) be able
to note down my own speculation as to what participants might be feeling, thinking, doing
sub-consciously or consciously and why. The post-observation interviews provided the
opportunity to discuss these notes and to explore with each participant the connections
between the enactment and the values, beliefs and other elements of the conceptual
frameworks set out in Chapter 2.

The overt inclusion of the researcher as a participant has potential to shed doubt on the
reliability of the data. To counter this limitation a number of steps were taken. For
example, the pre- and post-observation interviews with all observation participants allowed
them the opportunity to shape the interpretation of the data and contextualise their own

roles within the observation notes. This approach was influenced by what Pollard
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described as a 0longitudinal ethnographyt (Pollard with Filer, 1996, p.xii) in which he used
a range of methods that were intended to document individual childrends experience of
school. In his work he drew upon and combined methods to explore their biographies,
social networks and personal identities. Whilst I did not want to use his exact methods |
was interested in the idea that it was possible to combine and intertwine distinct data
collection methods to generate a rich data source about individuals that involves them

directly in the construction and interpretation of that data.

Observations began with a period of open observation, lasting about 20 minutes. During
this time | noted down objects, displays, the layout of the classroom, any notes which were
contextually relevant or interesting, the atmosphere and feel of the room, the number of
people present and their activity, the environment (lighting, the equipment etc.), what
people were wearing or doing or saying. This data was captured not only in the
observation notes but in post-observation reflections.

The post-observation interview

As touched upon earlier, the post-observation interview was a vital stage of the process. It
was at this point that the researcher and participants were able to discuss the activities,
interactions and actions that had been noted. The teachers and pupils were interviewed
separately and given an opportunity to add their own perspective, adding context, thoughts,
feelings or additional information. In this way the interview was a debrief and an
opportunity for the participant to offer insightful reflections to the early analysis and

contextualisation of the data.

Limitations statement

As with all research techniques there are weakness as well as strengths. In the case of
observation of the kind used here issues of researcher influence, participant consent and a-
typical behaviour are of most concern (Sanger, 1996). The design attempted to mitigate
these challenges.

Issues relating to a-typical behaviour are interesting. The criticism that a research subject

or participant might adopt different behaviour when they are aware they are being
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observed is unlikely to be of particular concern in this study. Teachers and pupils were
fully aware of the purpose of my presence in classrooms and had all volunteered to take
part. Observation was and is a common part of working life for both teachers and pupils
which suggests that a-typical behaviour may be less evident in school-based research
observations as a result. In this study the two outstanding schools received frequent visits
from doutsidersd interested in what they were doing and the two improving schools had
undergone many observations throughout their journeys into and out of special measures.
In these schools observation was understandably a sensitive subject but the opt-in
framework and the participatory nature of the methods allowed it to be successfully
negotiated. Despite the low risk some steps were taken to counter the effects of a-typical
behaviour, for example observations periods were as long as possible without placing
undue stress on the research participants and focused upon participants who had
established some relationship with me already as a result of the their involvement in the
first phase.
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3.5 Ethical considerations

Full ethical approval was granted for the study in May 2011. The process required the
submission of an application, all research instruments and letters of consent from the
participating schools along with research information sheets for all participating groups
(including children) for scrutiny by the Universityds Research Ethics Committee. The
application included consideration of the potential risks to participants and risk

management procedures.

3.5.1 Recruitment of schools and research participants

Schools were invited to participate by letter in the first instance (see Appendix Al),
followed by email and telephone. Schools were given the research information sheets and
consent forms (see Appendices A2 and A3). The text for all these means of
communication was approved in the ethical application procedures. In order to make the
study more accessible a less academic title was used in all school correspondence and
information. The eight schools were contacted a maximum of three times following an
initial invitation letter. After this it was assumed they were declining the opportunity to

take part.

The four schools that opted in to the study chose to distribute the Research Information
Sheets and consent forms themselves as well as take responsibility for organising the

timetable for the researcher visits to conduct interviews and observations.

The study employed a strategy of asking participants to opt-in rather than inviting or
asking individuals to participate or requiring teachers to nominate pupils. Information was
given to all participants and parents of pupils to equip them with the information needed to
help them make the decision to participate or not. Phase 2 participants were invited from
those who had indicated they would be happy to be considered at an earlier stage.
Information sheets were given to all potential participants for both phases of data
collection and consent forms sought in each case from the school staff/teachers, pupilsé

parents and the pupils.

101



Anna Riggall A PhD Thesis

3.5.2 Potential risks and areas of ethical sensitivity

The potential risks to participants included time pressures, stress and safety concerns. To
mitigate the risk of time pressure all interviews and observations were conducted at pre-
arranged and convenient times so that individuals, particularly teachers and pupils, were
not taken away from lessons or work where possible. Interviews generally took place
during class time, but did not last more than 20 minutes to minimise time out of class.
Teachers/staff interviews took place during planning, preparation and assessment (PPA)
time, break times or at moments when teacher had TAGs or trainee teachers available to
cover aspects of lessons that did not require teacher presence. Interviews and observations
were time-limited and well-planned to minimise disruption. To mitigate stress and anxiety
of participants as far as possible they were given clear and concise explanations as to the
purpose of the research and what to expect in the course of the interview or observation.
They were given opportunity to ask questions and made aware of their right to withdraw at

any time without having to give reason.

Given the age of some of the participants (pupils were aged four to 11) child safety and
researcher safety was particularly important. In order to ensure the research met with both
legal and moral requirements the researcher was subject to a full criminal records check
prior to any work in school. In addition, the researcher had already undertaken training in
interviewing young children and was experienced in teaching this age group as well as
conducting qualitative research with young children. This helped to address some of the
issues associated with interview conduct such as issues of power, being seen as a teacher
rather than an interviewer, giving answers seen to be fit, not feeling able to be say no or
withhold consent, understanding the requirements and purpose of the research, being shy
and withdrawn, getting good information from young children (Irwin and Johnson, 2005,
Nutbrown and Hannon, 2003). Pupils were interviewed in groups to ease any feelings of
stress and anxiety. The interviews were conducted in suitable public spaces within the
school which afforded privacy for discussion but that were also public enough to give
others opportunity to supervise. Observations took place within public spaces in the school,

and classrooms.
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3.5.3 Consent

Consent was sought and obtained from parents and the children as well as from the
headteachers and staff that took part. During interviews the purpose of the research was
explained very simply and children were asked if they gave their consent and given another
opportunity to withdraw. | was sympathetic to children who might not feel able to refuse.
Behaviour such as reluctance to speak was taken as a non-verbal withdrawal of consent
and honoured as such. During interviews pupils were given opportunities to speak
individually as well as interact in group discussions, quieter children were encouraged to
offer their thoughts but not forced if they did not have anything to say or did not want to

joinin,

3.5.4 Covert observation issues

Covert observation (observing children that had not been briefed about the research or
given their consent could inadvertently be included if they entered into an interaction with
a child or teacher who was the focus of the observation) was a potential ethical issue within
the study. Some observations were conducted in public spaces within the school where
participants were interacting with children not involved in the study T as a result | gave
consideration to avoiding covert observation taking place. In order to ensure these pupils
or adults were not included the participant/s remained the focus of the observation and

little attention was given to the other individual/s.

3.5.5 Confidentiality and anonymity

Confidentiality and anonymity were preserved as far as possible. With only four schools
taking part it may be possible for the schools and individuals to be identified based on the
reported characteristics of schools and year groups. This risk was explained clearly to all
participants and wherever possible the data has been reported in such a way as to minimise
the possibility of this happening. The data was stored safely, it was collected on password
protected technology, transcribed without names and the only people with access to data

directly have been within the supervisory team.
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3.5.6 Feeding back to schools

Schools were offered a presentation as well as access to the full written thesis should they
wish it. The presentation would focus on their own results placed within the wider
findings of the study. Again, sensitivity to anonymity was of importance here as
individuals within schools could be left even more open to identification. Schools were
keen to receive individual feedback as a point of learning. With two of the schools on
journeys out of special measures and both displaying ambition to continually improve this
was an important reason for their participation in the study. The other two schools had a
strong commitment to reflection embedded within their practices and were also keen to
receive feedback on the way they interpret quality according to this study. Feeding back to
schools was therefore an important moral commitment but interestingly the two research-

engaged schools were less eager to receive feedback.
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3.6 The approach to analysis

This section describes the approach to analysis with reference to the data collected in Phase

1 and then in Phase 2; a different approach was taken in each.

3.6.1 Phase 1 analysis (interview data)

Data sets

For the purpose of analysis the data from the interviews were included as transcripts T so
the analysis for this phase was based upon a total of 69 interview transcripts (45 staff
transcripts and 24 pupil group transcripts). These 69 interviews were broken down into

smaller data sets in order to analyse the interview transcripts.

Figure 8: Data sets in Phase 1 analysis

Sub-data sets Sub-data sets

Data sets within Sub-data sets
this analysis within 'Schools'

within 'Staff' within 'Pupils'
Research-
- Schools =  engaged = Senior Leaders - FS
schools
Non research-
— Staff -1  engaged = Teachers - YR1/2
schools
— Pupils — TAs — YR3/4
— YR5/6

The diagram above shows the sub-data sets. The total data set was divided first by schools
and again to distinguish between staff and pupils. Each of these smaller data sets was
again divided. The staff sub-data set was divided again by role: Senior Leaders, Teachers
and TAs. Pupils were divided by the year groups in which they were interviewed: FS,
Year 1 and 2 (YR1/2), Year 3 and 4 (YR3/4) and Year 5 and 6 (YR5/6). Looking at the
ways in which quality is defined generally within the total set as well as within the sub-

data sets allows for a deep and broad analysis of the ways in which quality is defined
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within primary schools. The analysis details findings from nine interviews with senior
leaders, 29 interviews with teachers and seven interviews with TAs as well as pupils by

year group categories.

For analysis the pupil interview data was grouped according to year groups and this
grouping reflected the fact in the two smaller schools these pupils were also taught together
T the groups were FS, combined Year 1 and 2 classes, combined Year 3 and 4 classes and
combined Year 5 and 6 classes. The year group categories used in this analysis are FS
(four group interviews), Year 1 and 2 (12 group interviews), Year 3 and 4 (five group
interviews), and Year 5 and 6 (three group interviews).

Procedure

There were two parts to analysis of the data based on interviews. The first was about
coding the data within the interview transcripts; the second was about looking at what the
coding had revealed 1 specifically looking for themes or stories within the data guided by
the conceptual frameworks set out in Chapter 2.

The first stage of analysis involved coding the data within the interview transcripts, in this
case a process which effectively summarised or labelled the participantso response to
questions (Coffey and Atkinson, 1996). The coding frame was not pre-prepared but
emerged from the data. The frame was developed and then amended according to the data
in the next transcript that was coded. Even when all transcripts had been coded the codes
were analysed and collapsed where they were similar or split if too big/diverse. The
coding activity resulted in tables of basic frequency (see Appendix B).

The second stage was to look at the tables of basic frequency and consider the elements of
a definition of quality that emerged. This involved a number of additional analysis stages.
The first was grouping the codes according to similar categories, (for example, values or
teaching and pedagogy). At times it was difficult to understand what was shown when
looking at table of basic frequencies, for example looking at response to a question given
by three out of five teachers in one school compared to eight out of 17 teachers in another.
Showing these frequencies as a percentage facilitated comparison between the sub-data
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sets. This was done by calculating the count as a percentage and then showing this in a
table and/or diagrammatically.

3.6.2 Phase 2 analysis (case studies)

This phase of the research sought to address the third aim which was to consider the way
that quality is enacted (and defined) by the interactions between teachers and pupils in
primary school classroom.  Figure 9 below describes the resultant data sets

diagrammatically.

Inspired by narrative analysis (Smith, 2000) the analysis of the case study data was about
seeking the story that each case study had to tell (Sandelowski, 1998). This approach was
chosen as it is compatible with both the social constructionist and interpretivist influence
of the thesis as well as the post-structural acceptance of multiplicity in definitions and
enactments. In Chapter 5 each case study is presented as a story or reflective narrative.

Teacher and pupil names have been changed in the reporting to retain anonymity.

Figure 9: Data sets in Phase 2 analysis

Pre-observation
interview
transcripts
(teachers and pupil)

== Observation notes

Post-observation
interview
transcript (pupil
and teacher)

== Researcher notes
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Each case study resulted in the generation of a number of written and/or transcribed texts

ready for further in-depth analysis. These included:

e observation notes on a prepared template (included in Appendix A8 and A9)

e transcripts of :
o two pre-observation interviews T one with the teacher and one with the pupil
o two post-observation interviews T one with the teacher and one with the pupil

o my own research notes and reflections

3.6.3 Comparative analysis of data

The organisation and formatting of data storage allowed for the data to be analysed
according to role (leader, teacher, TA or pupils by year group) and by school (School 1, 2,
3 and 4). In Chapter 4 this has enabled the presentation of findings by school (each
individual school or by grouping research-engaged schools and non-research-engaged
schools); by role and by pupil year group. This enabled a thorough analysis of data and the
opportunity to study the data for similarities across and between different participants
group and schools. This comparative element was important because of post-structuralist
influences indicating that the structure of school roles or of school type may be connected

to particular differences in the way that quality is defined.

The comparative element is also particularly important to address the fourth research
intention. This was to critically consider the connection | think may exist between the
work of research-engaged schools and an alternative approach to defining quality that has
been proposed but ignored in the literature (that written about by New (2005) and Burbules
(2004)). This aim is addressed through a comparison of data from schools 1 and 3 (the
non-research-engaged schools) and Schools 2 and 4 (the research-engaged schools). Such

grouping was applied to both the data from the first and second phases.
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3.7 Research design summary

This chapter has set out the theoretical, epistemological and methodological frameworks
which underpin the empirical elements of the thesis. In summary the main intention of the
thesis is to challenge how the concept of quality is defined and understood in relation to

primary education in England.

The study does this in four ways, by:

o exploring the way that the concept of quality has been understood and
defined in text (the academic literature)

o exploring with staff and pupils in schools how they understand the concept
of quality in primary education (talk) by collating participant views on
quality using two conceptual frameworks derived from a synthesis of the
literature

o observing and interpreting the interactions and enactments of a subset of
participants in four English primary schools (interaction)

o critically considering the connection I think may exist between the work of
research-engaged schools and an alternative approach to defining quality.

In response to these intentions | have chosen a theoretical frame which combines post-
structuralism, social constructionism, interpretivism and some elements of discourse
analysis. This framework has provided the structure upon which the methods are built T
these methods use a further data framework inspired by Silverman (1993) T talk, text and
interaction. The data collection has been divided into two phases. The first phase involved
exploring participantso definitions of quality through semi-structured interviews the views
of headteachers, teachers, teaching assistants and governors and primary school pupils of
all ages. The second phase involved four case studies each focused on a teacher and a
pupil and used pre- and post-observation interviews either side of two days classroom

observation.
The following two chapters (Chapters 4 and 5) present the findings from these two phases

of data collection. Chapter 4 is dedicated to reporting the findings from Phase 1 and

Chapter 5 reports the stories drawn from the four case studies (Phase 2).
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Chapter 4 A Definitions of quality emerging from school,

staff and pupilsd perspectives

4.1 Introduction

This chapter presents the findings from the first research phase which explored how
primary schools and the people within them (pupils, teachers, TAs, heads and governors)

define the concept of dqualityd. More specifically it set out to investigate the following:

e to explore how senior leaders (headteachers, deputy heads and governors), teachers,
TAs and pupils define quality

e to consider how these definitions or discourses and juxtaposed perspectives of
quality may be similar and/or different from one another and the extent to which
there were any similarities or difference between the two research-engaged schools
and the two non-research-engaged schools.

The Research Design chapter set out in detail the procedure and data sets. Section 4.2

provides a brief reminder.

The remainder of this chapter explains how staff and pupils from all schools involved (four
schools, 45 staff and 97 pupils interviewed in 24 groups) define quality. Directly inspired
by the dominant and alternative conceptual frameworks it presents the views of staff and
pupils in response to questions about what quality means; descriptions of what a 6goodd
pupil, teacher and school is perceived to be; and explored the values that underpin
participantos definitions of quality. In an analysis that compares the data from research-
engaged schools with that from the non-research-engaged schools it questions the extent to
which any evidence has been found that suggests research-engaged schools might exhibit
more a dquest and questiond (as described on p.63/4 in the literature review) approach to
defining quality.
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4.2 The procedure and data sets

The findings presented in this chapter are based upon data from a total of 69 interview
transcripts: 45 transcripts from individual interviews with staff and 24 transcripts from
group interview with pupils T in four schools. The findings are presented thematically and
points are exemplified with quotes from the interview transcripts and supported by tables
from the analysis where appropriate. A full list of tables and diagrams is available in
Appendix B. Figures are based on these tables.

A number of different data sets were constructed from the full set of transcripts in order to
facilitate the analysis (the term dstaffd is used throughout this to describe headteachers,
governors, teachers, and TAs). These data sets include:

a) Staff by school

b) Staff by role

c) Pupils by school

d) Pupils by year group
e) Individual schools

f) Schools grouped as research-engaged and non-research-engaged

Throughout this chapter the schools are referred to by their assigned number (as was given

in the research design chapter); School 2 and School 4 are the research-engaged schools.
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4.3 Perspectives of the staff and children

The findings presented in this chapter are structured thematically and interspersed with
supporting quotes and illustrations taken from the data as well as tables and diagrams
generated during the analysis details of which were given in the previous chapter (see p.
101-103).

4.3.1 Contrasting views

The questions asked of staff and pupils were different and based on the conceptual
framework presented in the literature review chapter (see p.65-73). The questions asked of
pupils were framed around the notion that quality is connected to operfectd, dliked. All
participants were asked a series of questions about what they thought quality meant. In
response both staff and pupils collectively gave a long list of definitions and explanations.
What follows describes the responses the project participants gave and compares those

given by staff and those given by pupils.

In total 47 different codes emerged from the responses given by staff when asked what
quality meant. Figure 10 below shows those responses made by three or more participants
divided into four broad categories; responses that fall under the heading of educational
structures, responses that represent values held by those within the school, responses that
are about ways of behaving or acting and finally, responses which fall under the heading of

educational provision or teaching and pedagogy.

There is fairly even distribution of codes that fall into these four categories but if the
number of times each code was mentioned is counted there emerges a hierarchy within the
categories. The values category has a total count of 79, the educational provision/teaching
and pedagogy category has a total count of 74, the educational structures category has a
total count of 70 and ways of behaving/acting has a total count of 65. This suggests that
staff refer most frequently to aspects which could be categorised as values when defining

quality.
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Figure 10: What quality means to staff (thematic grouping of codes)

| estriving for the best (27); high expectations (11); more than just
values attainment (10); union of school/parents/pupils (8); considerate of
[code count=79] individuals (7); nurturing aspiration (6); embracing constant change (3);

happy (3)

educational prOVISlon/ teaching eexciting enrichment opportunities (21); good teaching/staff (17);
& pedagogy relevance (11); pupil engagement (6); innovation (5); AfL (4); basic skills
[code count=74] (4); pupil challenge (3); coaching & mentoring (3)

educational structures ean external standard (24); using data/targets (13); leadership (11);
consistency/stability (6); goals (6); logical connection between years
[code count=70] (4); care & academic focus (3); env. & resource (3)

T — . ebeing reflective (19); accept that quality is difficult/unobtainble (11);
ways ol be avmg/actmg talk about it but don't use word (10); commuication (9); staff

[code count=65] committment (5); engaging with research (5); confidence (3); safe &
secure (3)

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

When pupils were asked a related set of questions designed to ascertain what they thought
quality meant in relation to primary education, they also gave a wide range of different
responses. The first question was about what they liked best about school. The total code
count was 36, about half the amount given by the staff. Again, the codes can be
reorganised into thematic categories. For pupils the themes centred around the social
aspects of school, educational provision and content (including elements of the structure of
the school day); resources; and lastly care and well-being. The first category included
subjects or areas of the curriculum like literacy (11), numeracy (10) and art (10) as well as
learning new things (6) and making academic progress (5). The category of social aspects
of school included the most commonly cited code which was 6friendsé (17) and écare and
well-being0. Issues of consistency were also mentioned which were rather interesting. For
example, a FS pupil said 6l like school because love got lots of friendsd, whilst another

group of FS pupils had the following exchange when asked what they liked about school:

Girl: 6My favourite thing is smelling flowers.d
Boy: 0My favourite thing is playing football.
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Girl: 6And my favourite thing is playing with my big brother, my big brother is in
the same year as [her] big brother.o

Girl: 6l like it when I go into the dinner hall and see my big brother upstairs. It
makes me happy.0

Girl: 6My sister might go to a different school, sheds only three.6

Another group of Year 1 pupils had a similar conversation indicating the importance of

consistency in friendships:

Researcher: Do you like school?0

All: 0Yes.o

Boy1l: 6Because itbs got big and small friends.o

Boy2: 0[Boy1] was my first friend, | knew him before I came to this school.b
Boyl: 6We knew each other when we were babies me and him.6

Boy2: 0l knew him when | was a baby; we knew each other when we were zero.0

A FS girl talked about seeing her elder sister, commenting: 6l like it when | see my sister
but she... she is on the other side of the yellow lines, | stay behind the yellow lines but I
give her a little waved. Another girl in the same group said: 0l like it when | play with my
big brotherd. The figure below (Figure 11) shows the codes mentioned in three or more

transcripts grouped by category.

Figure 11: What pupils like (thematic grouping of codes)

educational provision/content eplay/lunch/break time (11); literacy (11); numeracy (10); drawing/art

and structure of day (10); teachers (8); sports/PE (7); learning new things (6); singing/music
(5); computers/ICT (5); academic progression (5); games in lessons (4);
[code count=88] science (3); breakfast/after school clubs (3)

social aspects of school/ing «friends (17); fun (5); playing (5)

[code count=27]

ca re/well—belng elunch/food (11); consistency - friends | already knew (6); consistency -
[code count=22] siblings at school (5)

resources
soutside equipment/climbing frames (9); toys (5); building (4)
[code count=18]

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=24
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The codes within the category of educational provision/content were greatest in number
and the code count suggests that, overall, pupils consider aspects concerning educational
content and the structure of the school day most when defining quality. A group of Year 3

and 4 pupils commented:

Girl: oteachersd

Girl: éwall painting and decorationsf

Boy: 6big sports hall so you can run aboutd

Girl: 6things to help you with your learning T number squares and stuff.o

Another group of Year 3/4 pupils said:

Girl: 6We go on trips and we get to like go to the cinema and watch films.6
Girl: 6We get a treat if we fill our pebble jar, if we are really good Miss will put like
a handful of pebbles in the jar.o
Pupils appear to rely on their experience of school to frame their views of quality but it
may also indicate that they are unwilling or feel unable to express views that might
challenge what their school does or offers: a Year 2 pupil said: 6l think the best school is

like this oneb.

These four categories also demonstrate a clear difference in the types of things that pupils
cite as integral aspects of quality compared to staff. One such difference is that pupils
clearly favour one of the categories above the others, unlike staff whose responses were

more evenly spread.

Pupils were also asked a more hypothetical question about what they thought a perfect
school might be like. The responses to this question differ to those given above in response
to being asked what they thought a good school is. In total 35 codes emerged from this
data and these codes can be broken down into four categories too: environment/resource,
people, activity and more general comments. When talking hypothetically pupils placed
greater importance on resources (the least dominant category before). At times their
comments were verging on fantasy, for example describing schools made of chocolate with
unlimited supplies of free (and unrestricted) ice-cream and sweets. An equal number of
pupil groups talked about non-food related made-up school descriptions T for example a

year 3/4 group commented:
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Girl: My dream schools would probably be a purple school with pet dolphins in
every room, real ones.f

Girl: 6Well 1 would probably have like days with like lots of like things that
children would like, art, quite often history, science experiments and like
when we did science we would really experiment with goggles and stuff.o

Boy: 01 think it would probably be a flying school where itds a bit like college; the
school would be in the air.0

Girl: 6How would you get to it?0

Boy: 6Steps, | like space quite a lot actuallyo.

Girl: 6l like stars a lot.0

Boy: 6ldd like it to be powerful enough to lift off the planet as well as see what itds
like up there. Itds a bit like college as well T that kind of stuff.

A group of Year 1 pupils in School 4 had the following exchange:

Girl: 6You might have 100 toyso

Boy: dYou can do whatever you like and thereds always ice-cream, and you can
take it for yourself T the whole thing.0

Boy: If it had no rules | would do whatever 1 like T like eating ice-cream, eating
sweets and going outside when itds cold.0

Girl: 6Real cookers.0

Girl: 6Massive massive climbing frame whatos higher than the clouds.b

Girl: 6100,00 Barbies at school.d

But they also talked more seriously about having unlimited equipment (7) and newly built
and brightly decorated schools (4 and 3). A Year 2 pupil said: 61 would like it to be
colourful T our school is a bit old and dull T if you look at it from the outside we want to

attract parents and it needs more colour and a rainbow on the front.0
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Figure 12: A perfect school (pupils’ views)

. eshop/sweets/lollies/icecream (11); unlimited equipment (7);
environment/ resource colour/decoration (4); new/shiny (3); light/windows (3); big (3);
- swimming pool (3); privacy/personal space (2); stairs/elevator (2); small
[COde el 42] (1); indoor play area (1); safe (1); home-like (1)

.. othis one/my school (5); fun/happy (4) ; animals/pets (3); never need to
general descriptions move school (2); treats (2); floating (1); school you can be proud of (1);
[code count=23] money (1); uniform (1); no uniform (1); calm and peaceful (1); like
foundation stage (1)

pe0p|e/lnteraCtlonS *no bad kids (8); nice teachers (4); pupils in charge (4); full of friends (3);

[code count=22] motivating (2); eager pupils (1)

activity
elong breaks (3); cooking (2); trips (1); loads of sports (1)
[code count=7]

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=24

The most salient point to take forward from this aspect of the data is that quality means a
vast array of different things to both staff and pupils. There is great deal of disagreement
about what it means as well as some degree of overlap. Interestingly, the areas staff and
pupils tend to focus on most when asked to define quality, as they have been here, illustrate
differences between what staff and pupils prioritise T staff rely on values about teacher
beliefs and behaviours to define quality whereas pupils focus on descriptions of the

physical environment around them.

4.3.2 Striving for the best and external standards

The second aspect of this thematic strand comes from the same data sets and the same
questions but looks at the codes that were mentioned most: the elements staff and pupils

mentioned most often when asked what quality meant or what they liked.

The following figure (Figure 13) shows the responses from staff when asked what quality

meant. The responses this time are shown in hierarchical order. The most frequent
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response was that quality meant 6striving for the bestd which was mentioned by over half

the staff that took part (27). For example one teacher said: 6ltés that top notch thing T ités
that thing where you know personally that you are doing the best you can, putting all your
efforts in to it.0 (YR1 Teacher, School 4) and another commented: 61 think it just means

striving to do the best for the children in your classé (FS Teacher, School3).

A close second was that quality is an external standard placed onto the school, for example
Ofsted criteria and/or attainment data that would be used to create league tables or used for
national comparison (24). A Year 1 teacher said: 0Quality is the standard of teaching; itos
about consistently high standards of teachingd. In response to the question 6What does
Quality mean?0 a Year 2 teacher in a different school said: 60Wedve just had a very
successful Ofsted, it rubber stamps the fact we are giving everyone a quality educationd. A
deputy head said: ¢l think Ofsted recognise great learning when they see it T they might
call it something else, they might find a way of classifying it within their boxes but great

learning is great learning.

The third most common response was that quality was about offering exciting and varied
enrichment activities through school (21). A Year 1 teacher said that quality was about
6giving opportunities to children, how you are able to get them to look at themselves as
well, how you are able to really sort of boost them | guess and make them believe in
themselves T so to have the opportunities and to feel valuedd. The last two aspects of
quality that have been included in the first box are about the importance of being reflective
and working in reflective ways (19) and the importance of having égoodd staff and teachers
(17). Talking about the importance of reflective teaching a FS teacher commented:

ésomeone who is always a learner, someone who continues to reflect on their practiced.
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Figure 13: What quality means to staff (code count)

striving for the best (27); an external standard (24); exciting enrichment
opportunities (21); being reflective (19); good teaching/staff (17)

using data/targets (13); high expectations (11); difficult/unobtainable
(11); leadership (11); relevance (11); more than just attainment (10);
talk about it but don't use word 'quality' (10)

communication (9); union of school/parents/pupils (8);
considerate of individuals (7); nurturing aspiration (6);
consistency/stability (6); pupil engagement (6); goals (6);
staff committment (5); innovation (5); engaging with
research (5);

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

Other important aspects of staff interpretations of quality included using data and targets to
support pupil progress (13) and having high expectations of all pupils and staff (11). There
was also the idea that teachers needed to accept that quality is difficult to understand or
define T this echoes some of the ideas behind the alternative conceptual framework which
described quality as indefinable and perhaps unobtainable. A Year 2 teacher said: it
fluctuates and moves around a lot and to pin it down to one list of criteria is always going

to be hard and harshé (Year 2 teacher).

Figure 14 below shows the same data but this time separated according to staff group. The
diagram shows that there are some interesting differences as well as similarities between
staff roles. 6Exciting enrichment opportunitiesé and being éreflectived were not important
to TAs in defining quality, but proportionally having dhigh expectationsd was more
important to them than it was to Senior Leaders and Teachers. Senior Leaders appeared to
place greater importance on dexternal standardsd, dgood teaching/staffd, éstriving for the

bestb and 6leadershipd.
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Figure 14: What quality means (staff by role)

160%
140% +— —
120% +— —
100% -
80% -
60% - —
40% - —
20% -

0% - B Count by Teachers (N=29)

Count by TAs (N=7)

B Count by Senior leaders (N=9)

striving for the best

an external standard/Ofsted

being reflective

good teaching/staff (inc. team)

using data/targets

high expectations/pride

difficult/unobtainable

leadership

relevance

progress/more than just
attainment

we don't use the word 'quality’

exiting enrichment opportunities

*Shows results proportionally, basic frequency table in Appendix B

4.3.3 Friends and safety

In the pupilso response to the series of questions asked of them to understand how they
defined quality the most frequent response are reported below. Table 3 below shows the
responses of pupils by school. In response to what they liked best the most frequently
cited code from pupils was ofriendsd (11). A Year 2 girl said simply: 6l like seeing all my
friendso.
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Table 3: What pupils like (pupils’ views by school)

Count by school Total count
Code
1(N=5) | 2(N=5) | 3(N=7) | 4(N=7) (N=24)
friends 5 4 3 5 17
playtime/break time/lunchtime 3 4 1 3 11
lunch/food 3 3 3 2 11
subjects - literacy 4 2 5 0 11
Subjects - maths/numeracy 3 1 4 2 10
subject - drawing/art 1 3 2 4 10
outside equipment/climbing frames 1 3 1 4 9
teachers 1 2 2 3 8

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=24

Often comments signalled that friends were important for having fun and could be helpful
in lessons. A Year 2 boy said: 0ltds really fun to have friends at school because we get to
know people and they might know stuff what we don6t knowd. However, this was not
always the case and many children talked about the need for friends as a means of
protection or security in school. A group of Year 2 pupils discussed the threats posed by
other pupils:

Boy: 0Sometimes people annoy you.b

Girl: 6Some people can be quite scary and they follow you round T like when
youdre in reception and this big Year 2 just follows you round.6

Girl: 6Yeah the big kids can be scary when youbre little.0

Boy: 6l had to run away from loads of Year 2s when | was about five.o

Boy: 6When | was in reception there was this boy in our school, everyone knew
him because he was really naughty [...] like sometimes he had to miss play
time and one day he followed me and [my friend] round.

Boy: 6Yeah but then he became nice then.d

Boy: 6But then he became quite mean again.o

Girl: 0We try and sort it out because we are the highest year but when itds
something really bad then we get involved and we tell the teachers.o

Girl: 0l dondt like it when people get told off, it hurts my ears a bit.

A Year 2 girl in another school said: 61 didn6t like it yesterday because someone slapped

me in the face and someone in the class kicked me in the armo.

Safety from accidents and the physical environmental were also important aspects of
pupilds ideas about school quality. A Year 4 group talked about playground dangers:
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Girl: 61 dondt like playtime, itos boring sort of and when you go outside and you
never know if itds going to be cold or warm and you could trip over and really
hurt yourself. Specially this time of year.b

Boy: 0Yeah, at my last school there was an invisible layer of ice.

During discussion about what pupils liked some groups also talked about the things they
did not like. The views expressed in this more negative way also supported the
importance that pupils place on safety but the term meant a range of different things, not
necessarily the need to be safe from others. For example, the most frequently cited thing
that pupils did not like about school were having accidents (11), being bullied (8) and older
children (5), there were also a few pupils groups that talked about safety in their school

environment too (some illustrations of this are given later).

Table 4: What pupils say they do not like about school (pupils’ views by school)

o Count by school Total count
1(N=5) | 2(N=5) | 3(N=7) | 4(N=7) (N=24)

accidents (falling over) 2 5 1 3 11
bullies/being bullied 2 2 1 3 8
older kids 1 2 0 2 5
falling out/social trouble 1 0 1 2 4
rain/weather 1 0 1 1 3
boredom 2 0 0 1 3
maths 1 1 0 0 2
getting in trouble 0 0 0 2 2
noise 1 0 0 0 1
teasing 1 0 0 0 1
bad behaviour 1 0 0 0 1
sitting still 0 1 0 0 1
settling in (FS) 0 1 0 0 1
not having time to complete work 0 0 1 0 1
being scared/lacking confidence 0 0 1 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=24

The idea of being safe in school, from accidents, from other pupils or from the

environment, resurfaced in response to different questions. For example when asked to
describe a perfect school, the second most commonly agreed upon characteristic was an
absence of dbad kidsd (8), echoing what many pupils did not like about school and again

highlighting the importance of personal safety (see Table 5).
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Table 5: A perfect school (pupils‘views by school)

Code

Count by school

1 (N=5)

2 (N=5)

3 (N=7)

4 (N=7)

Total count
(N=24)

shop/lollies/sweets/ice-cream

3

2

[ERN
[N

no bad kids

equipment unlimited

this one/my school

colour/decorations

fun/happy

nice teachers

pupils in charge

animals/pets

full of friends

new and shiny

light/windows

bigger

longer breaks

=N (NNIN PO (kW W N PN

O |0 |k |k |Oo |0 |k |k |k |k N |k ([N

= |O O O |k |N [N N |O O |k |IN N [k

w W W ww w b [ |||

swimming pool

1

2

0

o [k [k |O |0 [0 O |k |O |0 |0 O [w N

3

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may

exceed N=24

As well as areas of similarity between year groups, there were also differences too.

Figures 15 and 16 show the weighting given to each code by year group. As well as

showing that friends and safety issues are a concern to all year groups the diagrams show

some difference. The YR5/6 pupils mentioned only a few codes offering a constricted

view of what quality means compared to other year groups: represented by the purple they

show in only nine of the codes in Figure 15 and in only four in Figure 16. In contrast

YR1/2 considered a wider range of defining characteristics of quality; shown in red they

mentioned 20 codes in Figure 15 and in 13 in Figure 16.
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Figure 15: What pupils like about school (by year group)
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Figure 16: What pupils do not like about school (by year group)
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*Shows results proportionally, basic frequency table in Appendix B
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4.3.4 What lies behind staff and pupil definitions of quality

This section makes reference to the conceptual frameworks which, as set out in the
literature review, support the exploration of both values and purpose of education as
legitimate means of investigating quality (see p.67).

Inspired and informed by the idea that the definition of quality is closely linked to values
(purpose, aims and goals) staff participants were asked a series of questions which sought
to capture their thoughts on the things that influenced their definition of quality as well as
the extent to which they thought their ideas matched official views and the views of others.
The pupils were asked some similar questions T where they thought their ideas about what
was good about school came from and what they thought the purpose of school was. Staff
were also asked to list any books, materials or documents that had been influential in
developing their ideas about what quality meant in primary education.

Independence and basic skills

When asked about the purpose of primary education the main responses from staff to the
question included the need to make pupils independent and able to direct their future as
well as take control of their own education (15) (see Figure 17). A Year 2 teacher said:
01tés about developing children T itds about them developing independencef. A FS teacher
elaborated upon the idea of independence expressing reasons why pupils need to be

independent in schools today:

‘[Learning] has to be driven by them, not by us. They need to be collaborative,
resourceful, resilient — it’s literally about being aware of what kind of learner you
are and developing skills for life — it’s not just knowing the basics but if you don’t
know something you know where to go, who can help you, are you able to support
someone else if you do know how. It’s about pulling together all your resources —
even four year olds are in a class of 30, you have to be pretty independent, pretty
resourceful in that learning environment so you can move your learning on
yourself.’

The importance given to independence is a point that | revisit in the next chapter.
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Figure 17: Purpose of education (staff)

independence (15); knowledge (inc. basic skills) (14); social skills
(10)

society/citizenship (8); for the future (7); reach potential
(6); for education beyond primary (6); teach relevant
skills (5); instil curiosity (4)

jobs (3); moral character (3); fun/enjoyment (3);

a good start in life (2); develop whole child (2);
biological need (1); instil ambition (1); shared
learning journey (1)

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

Other comments included imparting knowledge including the dbasicsé of English and

Maths (14), developing social skills (10), for the future of society and citizenship (8). A
Year 2 teacher summed up the views of many saying:6 [primary school] is like the bread
and butter of it T learning to read and write, thatds the bottom line. You want children to

be fairly numerate, read, write, to do the basic things that they need to.

Interestingly staff in School 4 only mentioned two purposes for primary education: to instil
curiosity (1) and to share learning journeys (1). These are not shown on the table due to
low response numbers (they are included in the equivalent full table in Appendix B).
There were other surprising findings, for example the literature review (See section 2.2.4)
would suggest that 6futured and éeducation beyond primary6 would have featured higher in

the table than they actually do.
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Table 6: Purpose of education (staff by school)

Count by school

Code 1 2 3 4 Total count (N=45)
(N=17) (N=12) (N=11) (N=5)
independence/control/agency 8 2 5 0 15
knowledge (inc basics) 2 2 10 0 14
social skills 4 1 5 0 10
society/citizenship 3 2 3 0 8
for the future 7 0 0 0 7
reach potential 2 0 4 0 6
for education beyond primary 1 2 3 0 6

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

The pupils were asked the same question and offered a greater variety of responses than
staff the most common of which was simply élearningd (12) (see Table 7). Their
comments also looked to the future in codes such as 6jobso (10) and education beyond the
primary phase (5). In such comments they echoed the views of teachers and collectively
the response from both groups were evident of a futures orientation. Pupils also talked
about the basics such as learning maths (8) and learning to spell (5). Often they linked
these to concepts such as relevance and the need to learn the skills they thought (or had
been told) they would need in the future. In response to the questions 6Why is school
important?6 a group of YR1/2 pupils said:

Boy: Itds important because when youdre an adult and you get a job you might not
know anything.0

Girl: 0Yeah, when youébre like 25 you might not know anything or be able to adda.

Boy: Youbd be the dumbest person in the world, you need to know stuff.o
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Table 7: Values and purpose of education (pupils by school)

Count by school Total count
Code
1(N=5) | 2(N=5) | 3(N=7) | 4(N=7) (N=24)
learning 2 2 3 5 12
jobs 3 3 4 0 10
maths 2 2 2 2 8
future 3 3 0 1 7
education beyond primary 3 0 1 1 5
spelling/handwriting 1 1 0 3 5
money/economic success 1 3 1 0 5
being able to do things properly 0 1 2 2 5
relevance/life skills 2 0 2 0 4
reading/writing 0 2 0 2 4
healthy living 0 2 1 0 3
to be good/moral 0 3 0 0 3

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=24

The diagram below (Figure 18) shows the responses to this question from pupils split by
year group. All year groups offered a range of ideas about the purpose of education
expressing broad views. The purposes of education cited by all year groups were

6learningd, 6jobsd and émathso.

Figure 18: Values and purpose of education (pupils by year group)
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*Shows results proportionally, basic frequency table in Appendix B
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4.3.5 Ideas and influences

My view of quality comes from my teaching experience and from my own experience of
school

When asked what had influenced their ideas about what quality meant staff tended to talk
about very personal knowledge that had come mainly from their own professional
experiences (18) (in other words their work as a teacher and in some cases professional
development activities), their own educational experiences as learners themselves during
their schooling (11) and interactions with others in the same profession (11) (see Figure
19).

Figure 19: Ideas and influences (staff)

professional experience (18); interacting/talking (11); own educational
experience (11)

me- reflection (9); observing others/being observed (7);
background/family (7); reading (educational) (6); studying (current)
(5); studying (prior/ITT) (5); links with other schools (5)

me - ideas (4); being a parent (4); reading (non-

educational (3); the pupils (3); me - interests (2); working
in educational environment (2); from parents (1);

education is transformative (1); from head (1)

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

They also talked about their ideas being self-generated too. For example nine transcripts
mentioned that ideas came from personal reflection (see highlighted line in Table 8). A
Year 1 teacher said: 6[my ideas] come from me T my self-evaluation.6 Another Year 1
Teacher said: 6Some of it is just my personal opiniond, another Year 1 teacher said: 6Me T
it is what I interpret it to mean.
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Some references were also made to reading (6), study and training T both initial teacher
training (5) as well as subsequent or current study (5). A TA who had just completed a
degree cited the work of Paulo Freire as an influence on her ideas of quality; this had

formed a part of her dissertation. Others cited their MA research topics as influential.

Table 8: Ideas and influences (staff by school)

Count by school
L Z & ) Total count

Code (N=17) (N=12) (N=11) (N=5) (N=45)
professional experience 5 3 7 3 18
interacting/talking 5 0 4 2 11
own educational experience 6 3 0 2 11
me - reflection 5 0 4 0 9
observing others/being observed 3 2 2 0 7
background/family 6 1 0 0 7
reading (educational) 2 1 1 2 6
studying (current/ongoing) 2 0 2 1 5
studying (prior, ITT) 4 0 1 0 5
links with other schools 1 2 0 2 5

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

TA s relied more heavily on family/backgrounds to shape their views of quality than other
staff groups (see Figure 20). They did not rely on interacting/talking with others,
reflecting, observing or reading. Senior Leaders relied more heavily on professional
experience than other groups and did not list observing others or studying as influences.
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Figure 20: Influences (staff by group)
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*Shows results proportionally, basic frequency table in Appendix B

The extent to which participants think their ideas match

Although there have been areas where the staff and pupil viewpoints align, often they have
been quite different. It is interesting to reflect on this observation taking into consideration
the evidence gathered about the similarities staff and pupils perceive between their ideas

about quality as well as more official definitions (for example the Ofsted version).

Staff were asked about the extent to which they believed their own personal definitions of
quality matched the ideas that were reflected in official definitions. The responses
demonstrate a perceived level of commonality between their ideas about quality and those
expressed in official discourses (particularly those of Ofsted) (see Figure 21). Of the 45
transcripts, 10 overtly said their views were the same as official definitions, 31 expressed a
belief that there was some degree of commonality and some level of difference and in only
four responses did they say there was no match. The 31 that described both similarity and
difference painted a picture of the official definitions favouring outcomes above progress,
or bias towards a 6nationald over an éindividuald view (data averages over individual
progress). The most common response was that the official definition of quality was more
attainment (16) or assessment focused (8) or statistically driven (5) than the staff members
view. Some of the comments made by small numbers of participants suggest that the

official definitions are ignorant or simplistic T for example they 6favour breadth over
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depthd (1), have a énarrow focusé (1), or are created by people who ddonét know about
schoold (1).

Figure 21: Perceived agreement between staff and ‘official’ definitions

more attainment focused than my view (16); yes - the same as my
view (10); assessment focused (8)

statistically driven (5); not about progress (4); different
but necessary (4); no - different from my view (4); not
practical (3)

hope its more than official version (2); politically
dirven (2); narrow (academic) 2); don't know

school (2); favour breadth over depth (1); don't

know (1); official version improving (1)

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

The figure below (Figure 22) shows that teachers think that official definitions of quality
are more attainment focused than their own. TAs expressed similar thoughts but
highlighted focus on assessment over attainment. Senior Leaders focused more on the

statistical nature of official definitions and understandings not based on pupil progress.
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Figure 22: Perceived agreement between staff and ‘official’ definitions (by role)
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*Shows results proportionally, basic frequency table in Appendix B

The staff were also asked to comment on the extent to which they thought their ideas about
quality would match those held by pupils. The overall responses suggest that staff
believed that, whilst there would be some overlap, the pupilso version would be simplistic
in comparison to their own (see Table 9). For example, staff said their ideas about quality
would be more complex (13), pupils would not know what quality meant (7), staff
definitions would be more academic (5), and also that teachers teach pupils what quality

means (4) (and interestingly pupils did acknowledge teachers as an influence).

Table 9: Perceived agreement between staff and pupil definitions (staff by school)

Count by school
Code 1 2 3 4 Total count (N=45)
(N=17) (N=12) (N=11) (N=5)
my own more complex 5 0 7 1 13
yes, the same 3 0 4 3 10
pupils don't know 2 0 4 1 7
mine more academic 2 3 0 0 5
we teach them what it means 3 0 1 0 4
pupils opinionated 2 0 0 0 2
age dependent (older more likely) 0 0 2 0 2
staff don't know 0 1 0 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

A sizeable minority of staff responses challenged the idea that pupils would struggle to
define quality with ten of the 45 staff transcripts expressing a belief that the staff and pupil

133



Anna Riggall A PhD Thesis

definitions of quality would be the same. If these findings are scrutinised by role the
senior leaders and teachers thought their ideas would match those of the pupils, no TAs
expressed this belief. Both teachers and TAs suggested their ideas would be more complex

than those of the pupils.

Figure 23: Pattern of perceived agreement between staff and pupil (staff by role)
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*Shows results proportionally, basic frequency table in Appendix B

Texts that had influenced staff views of quality

During the interviews with staff, participants were asked to name any documents that had
been influential in shaping their definitions of quality or that they thought exemplified their
understanding of the term. The most commonly cited was the Rose Review (Rose, 2009)
with 17 of the 45 interviewees mentioning it. There were other documents mentioned but
amongst these there was little or no consensus in the responses that were given. This was
in some ways a surprising response given that at the time of the school visits the Rose

review of the curriculum had been archived by the (then new) coalition government.
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4.4 A dgood pupild, a 6good teachert and a 6good schoolf

All participants were asked what they thought a good pupil, teacher and school were like.
This question was directly related to the responsibility branch of the dominant conceptual
framework described in Chapter 2 (see Figure 5 on p.69). Teachers found the first
question about a 6good pupilé highly controversial but, despite some initial reluctance to
acknowledge that there was such a thing, all staff went on to describe in detail the
characteristics of a good pupil. Interestingly pupils did not find this a shocking question

and also had no hesitation or difficulty in providing a description.

Good teachers (and good teaching) were considered by staff less emotive topics but
revealed some interesting nuances in the way teachers exemplify quality from their own
classroom experience. The question about a good school provided responses which

broadly support what has been presented thus far in this chapter.

4.4.1 A good pupil was a controversial idea

‘There is no such thing... but a good pupil is eager and curious’, (Teacher).

Approximately two thirds of staff expressed some level of shock at the question in their
initial response, with many adding there was no such thing T all pupils were good.
Conversely, when asked, the pupils showed no such surprise at the question. Most
interesting however is that neither teachers nor pupils had any difficulty describing a good

pupil.
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Figure 24: A good pupil - the staff view

Eager/curious (31); no such thing: all great (15); no such thing: teacher
reponsibility (15); good listener (12); outgoing/confident (11)

tries hard (8); challenges teacher (7); safe and secure (6);
takes ownership/independent (5); good socially (4); well
behaved (4)

has ideas (3); ready/pre-school history (2); reflective (2);
happy (2); resilient (2); depends on home life (2); works
with teacher (1); offers behavioural challenge (1); takes
risks (1); adpative/flexible (1); shows leadership (1)

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

Despite having shown such surprise at the question, most staff then displayed strong views
about what a good pupil was (see Figure 24). A Year 1/2 teacher said a good pupil was one
that:

‘[...] wants to learn, wants to achieve, maybe has goals in mind (but obviously the
teacher helps with that) but they want achieve the goals themselves. That reflects
on their own learning so they can say I’ve learnt this or I want to learn this... that
think about or talk about what they learn - so to be able to verbalise everything
they are doing. Someone who is self-motivated, someone who can adapt to work in
teams, partners, individually so they get the most out of their learning, someone
that asks questions .

In fact, staff appeared to find it an easy question to answer and demonstrated a level of
consensus not seen in response to other questions. For example, the most common
response to this question was evident in 31 staff transcripts, far higher number than any
response given to other questions. However, despite there being greater numbers
mentioning the same codes, the codes themselves revealed conflict and disagreement
associated with the question perhaps offering further evidence supporting the idea of a

good pupil as a controversial and complex element of quality.
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0Eagerness and curiosityd was valued by two thirds (31) of staff participants but an equal
number considered there was no such thing as a good pupil (half of these staff members
thought all pupils were good and the other half thought it was the teacherds responsibility
to create a good pupil T to engage them, to equip them with the skills and behaviours of a
good pupil). This again suggested conflicting accounts given by teachers. A Year 3
teacher commented that a good pupil is: 6somebody who is eager, willing to learn for their
own benefit, [...] because they genuinely want to find out more.d Another teacher, this
time of Year 4, agreed but added that it was her job to ensure pupilsb eagerness and

curiosity:

Researcher: 0What makes a good pupil?0
Teacher: 0Curiosity T but children dondt necessarily come with this skill, you have
to help them by making yourself engaging and making learning good.o

Table 10: A good pupil (staff by school)

Count by school
L z & . Total count

Code (N=17) (N=12) (N=11) (N=5) (N=45)
eager/curious 13 7 7 4 31
no such thing: all great 6 5 2 2 15
no such thing: teachers’ responsibility 7 4 4 0 15
good listener 4 4 4 0 12
outgoing/confident 3 4 0 4 11
tries hard 6 0 2 0 8
challenges teacher 0 0 3 4 7
safe and secure 5 0 0 1 6
takes ownership/independent 1 0 0 4 5

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

As shown in Table 10, above, staff within each school expressed different characterisations
of a 6good pupild. School 2 valued eagerness and curiosity and listening skills but
otherwise did not think there was such a thing as a good pupil. In fact School 1, 2 and 3 all
took responsibility for creating a 6good pupil whereas School 4 staff did not mention this
at all. Instead they valued confidence, challenge (from pupils) and independence.
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Pupils said: ‘A good pupil is not violent’

When asked what made a good pupil, about half the pupil groups said one that is not
violent (12) (see Table 11). Again this echoed what they said in response to other
questions. The other common responses included behaving kindly to others (9), being
friendly (8) and nice (7). In fact most of the codes related to behaviours and personal
qualities that were commonly understood to be acceptable at school and that would create a

safe environment.

Table 11: A good pupil (pupils by school)

Count by school
Code 1 2 3 4 Total count (N=24)
(N=5) (N=5) (N=7) (N=7)
not violent 2 5 2 3 12
kind 2 1 6 0 9
friendly 2 1 3 2 8
nice 2 0 3 2 7
rule abiding 2 2 1 1 6
sensible 3 0 3 0 6
helpful 1 0 1 2 4
not mean/doesn't bully 2 0 0 2 4
quiet 1 1 1 0 3
open/honest 1 0 0 1 2
happy 0 1 1 0 2
listens 0 0 2 0 2
caring 1 0 0 0 1
polite 1 0 0 0 1
eager/curious 0 0 1 0 1
popular 0 0 1 0 1
beautiful 0 0 0 1 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=24

There was some mirroring of staff views, for example deager/curiousd was mentioned but
not to the same extent. Pupils mentioned épopulart and ébeautifuld as features of a égood
pupild neither of which was mentioned by staff. There was a passive acceptance of the

idea of a 6good pupild in every transcript and by inference also a ébad pupil.
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4.4.2 A good teacher is not a controversial idea

The most commonly expressed views of what makes a good teacher described ways of
behaving, attitudes and values held by individuals. The most noted feature of a good
teacher was being reflective (16), given by about a third of the participants.

Figure 25: A good teacher - the staff view

reflective (16); flexible/adaptable (9); puts pupils first (9); thinks teaching is about
relationships (9)

passion/love of teaching (8); hardworking (7); is a learner (7);
innovative/creative (7); good at everything (6); pedagogically skilled
(6); deliovers interesting lessons (6); good team worker (6); is authentic

(5); is fun (5); offers challenge (5); knows the pupils (5)

good class management skills (4); good subject knowledge
(4); cares for pupil wellbeing (3); consistent (3); good
planner (3); has high expectations (3)

trained (2); listener (2);
communicator (2); patient (1); leader
(1); encourages independence (1);

nice/approachable/friendly (1)

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

Staff described good teachers also as (in no particular order) adaptable and flexible (9),
able to put their pupils first (9) and consider teaching as a relationship (9). A FS teacher
said a good teacher was: 6... someone who knows that learning is all about relationshipso.

There were differences according to role within the responses too. TAs did not mention
the importance of éreflectiont as part of being a good teacher, senior leaders did not
consider flexibility and adaptability as important aspects of a good teacher and only
teachers mentioned the importance of being a learner as a defining characteristic of a good
teacher.
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Figure 26: A good teacher (staff by group)
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*Shows results proportionally, basic frequency table in Appendix B

A good teacher was described by the pupils as one who offers love, care and/or kindness
(15) and was fun and entertaining (10). They went on to say that a good teacher was one
who structured support within lessons (7) and provided literacy activities (6) (see Figure
27).
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Figure 27: A good teacher - pupils’ view

offers love/care/kindness (15); provides fun/entertainment (10);
structures support within lessons (7); literacy activities (6)

strict (5); interesting topics/work (4); has a nice voice (no
shouting) (4); looks nice (hair/clothes) (4); gives praise/rewards
(4); offers art/creative work (4); clever (3); offers academic
challenge (3); allows play in class (3); ICT/VLE work (3);
imaginative/creative (3); acts as referee in disputes (3)

knows me (2); helpful (2); patient (2); happy (1); female
(1)

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=24

It is worth pointing out that whilst the greatest level of agreement amongst pupils was that
a good teacher was one that offered care, love and kindness (mentioned in 15 of the 24

transcripts), this was not reflected in the teachers view.

Quality is seeing the impact of what I do

The staff were asked to talk about the elements of their professional experience that they
thought exemplified quality in education. By far the most common response was to
describe an event in which they were able to witness or see evidence of the impact of their
work (or the work of the teaching staff/school if not in a teaching role themselves) (18).
For example, a Year 5 teacher talked about a school trip that had taken place two years
before:

‘We worked with the Year 4 and 5 pupils and we looked at quality writing and how
giving the children experiences to write about improved quality. We took the
children on two trips, one to the zoo and to the National Maritime Museum and the
we used like a picture book as a starting point, as a hook before we went and did
some pieces of writing before we did the experience. Then we had the school trip
and then we did some follow-up pieces of writing and the difference in quality after
they had the experience was massive. I’ve got some of those children two years on
and they still bring up and talk about the learning that they did liked to that’.
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This response was fairly typical of other responses, including looking back as far as two or
three years in the past for the example. Often the example they chose described an event
which was quite different from everyday classroom activity T such as this one where she
described a school trip and a series of related activities. Others described schools plays,
special visitors, whole school activities and the like.

The second most common response was about the way the school looked, this included
nice displays of work as well as general tidiness and neatness (10). Talking about how she
judged other schools, a deputy head said: dyou look at how tidy things are and you look at
how the environment has been cared for because if the environment has been cared for
then you know that your child will be cared ford. In response to the same question a

governor said: 6itds the way that you are greeted, the works displayed on the wallo.

Figure 28: Examples of quality (staff)

witnessing impact (18); displays /tidyness(10)

teamwork/shared goals (4); certain approach (4); not written, only
seen (3); imaginative lessons (3); a feeling (3); behaviour for
learning (3); school confidence (2); outdoor learning (2)

teacher confidence (1);praise (1); whole school activitiy (1);
freedom to be creative (1); learning (1); pedagogic exploration
(1); safeguarding practices evident (1); leadership (1); pupils

aware of progress (1); curriculum (1); trips (1)

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

Although there are areas of overlap (for example, witnessing impact), different staff groups
did express different opinions about what exemplified quality. Figure 29 shows that only
Senior Leaders mentioned 6feeld and éopenness and confidenced as illustrations of quality.
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Only teachers mentioned 6imaginative lessonsé and TAs alone mentioned 6praised and
dwhole school activitiest as examples of quality.

Figure 29: Examples (staff by group)
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displays
feel
praise

teamwork/shared goals

A particular approach
imaginative lessons/pride
behaviour for learning

school openness/confidence
outdoor learning

teacher openness/confidence
whole school activities

witnessing impact, change or engagement
something that is seen not written

*Shows results proportionally, basic frequency table in Appendix B

The involvement of TAs in this study

It is also worth noting here the role of TAs in this study of quality. When the fieldwork
phase was being planned headteachers were asked to arrange interviews with as many
teachers and TAs as possible as well as a governor if possible. As it happened only two
schools did include TAs in the timetable (School 1 and School 3). They are therefore
under-represented in the study and this raises questions as to their involvement in shaping,
defining and contributing to any debate within the school about quality. This is worthy of
consideration because TAs have gained increasing importance in the classrooms of our
school in recent years and are a small, but integral part of the literature on quality in

primary education.
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Support and challenge to delivering quality
Staff were asked to comment on the supports and challenges or barriers they experienced
on a day-today basis that affected their ability to deliver what they believed to be dqualityd

in education.

The results (see Table 12) show that staff relied upon themselves and each other as primary
supports to deliver what they thought constituted quality in education (25). For the most
part support was introverted T first staff looked within their school (team work (25) and
listening and sharing (6)), and then they looked to themselves (through reflection) (8) and
then to other schools and teachers in other schools (through visiting other
schools/networking) (8). There were also some professional structures that staff said
supported them to deliver what they viewed as quality T for example having access to
resources (6), leadership (5), coaching and mentoring (4) and their school having faith and
trust in them to do a good job (4).

Table 12: Support for quality (staff by school)

Count by school
Code 1 2 3 4 Total count (N=45)
(N=17) (N=12) (N=11) (N=5)
teamwork 7 8 10 0 25
reflection 3 0 1 4 8
visiting other schools/networking 4 0 1 3 8
listening/sharing 3 0 0 3 6
resources/money 3 1 2 0 6
leadership/head 2 1 2 0 5
coaching/mentoring 4 0 0 0 4
faith/trust 0 2 0 2 4
time to plan 3 0 1 0 4
common goals 1 0 1 0 2
training (informal and formal) 1 1 0 0 2
curriculum 1 1 0 0 2
structure/quality indicators 0 2 0 0 2
governors 1 0 0 0 1
observations and feedback 1 0 0 0 1
fluid approach 0 1 0 0 1
open staffroom 0 1 0 0 1
communication 0 0 1 0 1
parents 0 0 1 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45
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Figure 30 below shows the views of staff broken down by group. The most notable points
are that TAs placed greater value on the importance of leadership and the head in
supporting their ability to deliver quality than either Teachers or Senior Leaders. TAs also
placed importance on having time to plan and communication as two structures that

supported their ability to deliver quality.

Figure 30: Support for quality (staff by group)
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*Shows results proportionally, basic frequency table in Appendix B

When asked about the challenges and barriers that staff experienced day-to-day that
prevented them from delivering what they believe to be quality in education staff
expressed little agreement. This is evident in Table 13, below, which shows the responses

given. 6Timed (8) and 6behaviourd (6) were the biggest challenges staff recognised.
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Table 13: Challenges to quality (staff by school)

Count by school
Code 1 2 3 4 Total count (N=45)
(N=17) (N=12) (N=11) (N=5)
time 3 2 3 0 8
behaviour 6 0 0 0 6
confidence (teacher ability) 2 0 2 1 5
money/resource 1 1 2 0 4
teamwork (limits creativity) 3 0 0 0 3
SATs pressure/A of L 1 1 0 1 3

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

4.3.4 What is a good school?

All the participants were asked to comment on what they believed made a good school.
Lots of codes were mentioned in the interviews T this was the same from both staff and
pupils even though the things each group talked about were different (see Figures 31, 32,
33, and 34).

A good school is one which has good teachers, direction and good leadership

There were a number of areas where some agreement can be seen in what staff thought
made a good school. For example the requirement for good schools to have good staff and
teachers (17), strong leadership (15) and clear vision and direction for schools (15). A
headteacher said: 01 think its lots of ingredients mixed together in the right combinations. |
think strong leadership is fundamental and thatds one of the big issues we have had to
address.0 However, some participantds ideas about a good school included the notion that
good schools valued a sense of family between staff, pupils and parents (14) or were
dorganicd places where change and development were embraced and welcomed or
implicitly part of the ethos of the institution (13). A Year 2 teacher said: 0 | think it all has
to work in harmony T ités got to work organically, itds got to be constantly changing and

reaching higher...0.
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Figure 31: A good school (staff)

staff/teachers (17); leadership (15); vision/direction (15); staff/pupil/family are
foundation (14); organic - constant change (13); team work (12)

happy (9); ethos (6); environment (5); high expectation (5); safe (4);
offer varied enrichment (4); exciting curriculum (4); successful
(attainment/outcomes) (4)

value community support (3); offer equal opportunties (3);
communicate well (3); place childten at the centre (2);
behaviour (2); whole school approach (2); consistent (1);
busy (1); reflective (1); low mobility (1); moral purpose (1)

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

The breakdown of responses for each group of participants shows a degree of consensus
between roles. The only notable divergence was that TAs did not talk about éorganicd

change as an aspect of a good school.

Figure 32: A good school (by group)
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is reflected in the ethos

environment

high expectation

safe places

enrichment opportunities

exciting curriculum
Successful..

*Shows results proportionally, basic frequency table in Appendix B
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A good school is one which is safe

Pupils reiterated the importance of safety in responding to questions about what makes a
good school: in a good school pupils are safe from physical harm (13), representing just
over half of the total transcripts. Another common response included énice environmentso
(9). By this pupils meant clean places, smart buildings and pleasant classrooms. Talking
about a bad school, a Year 2 girl said: 0[In a bad school] therefs like all spider webs and

nobody cleans the school or looks after ito.
Pupils also talked about teachers as part of what makes a good school. A Year 5 pupil
commented that in a good school: dthe teachers have to be strict but friendly and then their

headteacher needs to be in placed.

Figure 33: A good school - the pupils’ view

they are safe (from physical/emotional harm) (13); nice environment (clean
building/good classrooms) (9); places of play and fun (8); there are
teachers/staff (7)

lots of friends (6); healthy place (outdoors/fruit) (5); nice/helpful
place (5); resources to support learning (4); don't know (4); polite
place (3); subject specific comments (3)

not overcrowded (2); gives rewards (2); food (2); rules (2);
high expectations (2); interesting lessons (1); time to finish
work (1); trips (1); big (1); days off (1); telephones (1);
headteacher (1); grass (1)

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

The YR1/2 and YR3/4 groups gave the most comprehensive accounts of a good school.
FS responses were equally spread between édondt knowd, dlots of friendsé and épersonal
safetyd (see Figure 34 below). The YR5/6 mentioned only dplaying/fund and ¢helpfulnesso;
two Year 6 pupils talked about their teacher who provided a little light relief during
lessons:
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Girl: 6Our teacher when she is teaching us when sheds pushing us a bit too far sheéll
stop and tell us a story about her life which calms us down a bit and youbre
working hard and she tells us a story and calms us down and then we start
work again.f

Boy: yeah we need fun, not just work and work and work.6

The YR1/2 groups expressed the greatest concern for safety and YR3/4 the greatest value
for teachers and staff as well as the importance of friends.

Figure 34: A good school (pupils by year group)
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*Shows results proportionally, basic frequency table in Appendix B
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4.5 The importance of school circumstance

This section presents an argument that quality defined by the participants in this study
appears, at least in part, defined by the circumstance of the school. This takes two forms T
firstly | propose is that definitions of quality echo the recent history, and secondly |
propose the views of participants mirror in some ways the physical environment of the
school. Examples from the data have been selected to illustrate these points. Data already
examined in this chapter is revisited in different, and visual, ways drawing particularly on
the comparison by school and by interviewee group (staff/school, staff by role, pupils, by

schools and pupils by year group).

4.5.1 The importance of school context and recent history

Quality as an external standard and recent inspections

Figure 35, below, shows the similarities and differences between the views of staff within
the four schools that took part. There are areas of agreement, for example quality meaning
ostriving for the bestb and 6exciting enrichment opportunitiesd but there are differences too.
For example two schools thought that quality was an éexternal standard or judgements.
Staff from these two schools were also staff at the two participating schools that had
recently undergone Ofsted inspections which deemed them now out of éspecial measureso.
A requirement of special measures was frequent Ofsted inspections and both had
undergone up to six Ofsted Inspections in the two years leading up to my visit. This
suggests that the schoolds recent history encouraged a reliance on frames of reference that
were professionally familiar, that had official status and that had impacted on their recent

professional experience.
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Figure 35: What quality means (staff by school)

striving for the best
we don't use the an external
word 'quality’ tandard/Ofsted

exiting enrichment
opportunities

more than just
attainment

relevance being reflective

leadership good teaching/staff

difficult/unobtainable using data/targets

high
expectations/pride

== Count by school 1 (N=17)
= Count by school 2 (N=12)

Count by school 3 (N=11)
(

== Count by school 4 (N=5)

*Shows results proportionally, basic frequency table in Appendix B

The more challenges recently faced the wider the range of defining characteristics cited

Using a similar diagram to that shown above (see Figure 35) the response to the question

0What makes a perfect school?6 appeared to show that the more challenges the school had

recently faced the wider the range of codes listed by pupils in the school. Of the four

schools that took part, School 1had faced the greatest number of challenges in recent years

and pupils in this school offered the widest list of criteria of what would make a perfect

school.
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Figure 36: Pupil description of perfection (pupils by school)

shop/lollies/sweets/ic
e-cream

swimming pool no bad kids

longer breaks equipment unlimited

Count by school 1 (N=5)

bigger this one/my school

Count by school 2 (N=5)

light/windows colour/decorations Count by school 3 (N=7)

Count by school 4 (N=7)

new and shiny fun/happy

full of friends nice teachers

animals/pets pupils in charge

*Shows results proportionally, basic frequency table in Appendix B

Support and challenge: a school by school analysis
It is interesting to look at the findings about the supports and challenges that staff talked
about in interview from a school perspective. Again, the supports that staff referred to

were aligned with their current (or recent) foci. Figure 37 below, gives a visual

representation of the responses that were mentioned in four or more transcripts.

Figure 37: Support for quality (staff by school)

teamwork

faith/trust reflection

e Count by school 1 (N=17)
= Count by school 2 (N=12)

visiting other

coaching/mentoring schools/networking Count by school 3 (N=11)

== Count by school 4 (N=5)

leadership/head listening/sharing

resources/money

*Shows results proportionally, basic frequency table in Appendix B
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Differences can be seen between all schools but overall, Schools 1, 2 and 3 share a basic
shape T they relied on similar supports for delivering quality. School 4 followed its own
path focusing on dreflectiond, dvisiting other schools and networkingé and élistening and
sharingb. This was in keeping with the school6s activity and partnerships T the school had
strong links with other local schools and universities, they hosted many trainee teachers,
the staff visited other schools to offer support on a regular basis, many of the staff were
studying for higher degrees at the time of my visit and they were involved in research as
part of the schoolds research-engaged status. All of these things required éreflectiond,
ovisiting other schools and networkingd and élistening and sharingd. So there is a
connection between what they do and what they said supported their ability to deliver
quality.

Teachers talked about a range of challenges that prevented or restricted schools from
achieving équalityd. There were some interesting differences between schools which were
particular to the circumstances of the school. The headteacher of School 2 explained that
as they had increased in size they acquired different challenges with greater proportion of
pupils with English as an Additional Language (EAL) and SEN. The school had continued
to perform well in terms of Ofsted judgments and the headteacher became a National
Leader of Education (NLE). This success meant the staff were increasingly in demand
outside the school supporting other practitioners and other schools T the headteacher
commented that it had been and continued to be difficult to offer quality in education as a
consequence. However she also thought that excellence came with both a moral drive to
help others improve but also the opportunity to make money, and to ignore either would be

wrong:

‘[...] for this school at the moment the ability to do what we want is hampered by
the amount of work we do elsewhere because physically people are out of our
schools working in another school. Often there are projects that you would like to
do but you don’t have the personnel to do it. You are forced into this because
partly you think it’s the right thing to do — supporting other schools — but probably
more importantly it provides income for the school and we need the financial
income so it’s important they go out and do that.’
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Figure 38: Challenges for quality (staff by school)

time

family support behaviour

bad reputation of confidence (teacher

Count by school 1 (N=17)
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Count by school 2 (N=12)
Count by school 3 (N=11)
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*Shows results proportionally, basic frequency table in Appendix B

The influence of recent circumstances was evident in the opinions expressed by the
headteachers in the other schools too. For example, Figure 38 shows that School 1
reported pupil behaviour as the main challenge to implementing quality in the school T this
is echoed in the Ofsted reports of the time which also identify behaviour as a particular
weakness in the school (references not included to protect anonymity of school and
participants). Also, the headteacher in School 1 had implemented éteam teachingd across
year groups to improve planning and support weaker teachers. This also features in Figure
38 above.

Finally, the idea that school circumstances play a key role in determining the school
odefinitiont of quality is also supported by the responses from staff as to what constitutes a
dgood schoold. Table 14 below shows the breakdown of the most common responses that

were given by school.
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Table 14: A good school (staff by school)

Count by school Total

Code 1 2 3 4 count

(N=17) (N=12) (N=11) (N=5) (N=45)
staff/teachers 10 4 2 1 17
leadership 5 3 4 3 15
Vision/direction 0 3 11 1 15
staff/pupil/families are foundation 5 4 2 3 14
organic - constant change 4 2 3 4 13
team work 2 2 8 0 12

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

Over half the staff in School 1 mentioned the staff/teacher as a key aspect of what makes a
good school echoing their recent strategic goal to improve the quality of teaching and
teachers across the school. Similarly, School 3 the headteacher explained that the lack of
leadership was the main reason for its recent challenges and the new shared staff vision
and direction as responsible for its recent success. She had also implemented a system of
team planning across year groups to reduce isolation and support improved teaching. The
codes dvision/directiond and Gteamworkd were also the most oft cited components of a good
school according to staff at this school again echoing the recent priorities of the school and

headteacher.

The same conclusion can be illustrated by the pupilsd responses to the question about what
makes a good school. The pupilsd responses are bound to the schoolds current or recent
priorities. This is shown in Figure 39 below in the emphasis of the School 1 line towards
teachers and staff and safety T both recent priorities for improvement.
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Figure 39: A good school (pupils’ views by school)
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*Shows results proportionally, basic frequency table in Appendix B

4.5.2 The importance of local environment

Evidence to support the notion that school environment is also an important influence in
defining quality came from the pupilsé discussion about what they did not like at school.
Analysis of the findings by school showed there was a reflection of the school environment
in pupilso responses. By environmental factors | refer to the physical space of the school

grounds, buildings and classrooms.

A greater proportion of pupils in School 2 cited accidents as something they did not like.
School 2 was the least safe of the four schools in terms of building layout. There were no
grass areas for play, even the climbing frames were built on concreted or tarmac ground.
There was a 6yellow lined which featured in three of the four interviews in this school and
was referenced in some of the quotes used earlier in this chapter (see p.110). This line was
painted on the ground and separated the playgrounds of the infant and junior campuses as
well as the playgrounds from the staff car park. Staying on the right side of this line was
one of the most important rules of the school. School 2 was also the largest in terms of
numbers of pupils on roll and operated staggered playtimes in an attempt to reduce
incidents and accidents caused by the sheer number of pupils in the playground at any one

time.
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In contrast, in School 3 pupils did not really link quality to the school environment. This
school was the smallest in terms of both the number of pupils on roll as well as the size of
the school site. It was set in a rural location and had large grassy areas to play, fences
between play areas and car parks, soft flooring under climbing frames and a large building
for relatively few pupils. Play times were organised so limited numbers of pupils had

access to climbing or sporting equipment in certain areas of the playground.

Figure 40, below, shows the spread of responses pupils gave describing those things they

did not like at school.

Figure 40: What pupils say they do not like about school (by school)

accidents (falling
over)

being scared/lacking
confidence

not having time to
complete work

bullies/being bullied

older kids

falling out/social

Count by school 1 (N=5)

settling in (FS) trouble
Count by school 2 (N=5)
sitting still rain/weather Count by school 3 (N=7)
Count by school 4 (N=7)
bad behaviour boredom

noise getting in trouble

*Shows results proportionally, basic frequency table in Appendix B
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4.6 A comparison of research-engaged and non-research-engaged

schools

This section examines the data comparing findings from schools 1 and 3 with 2 and 4
specifically to address the fourth research intention 71 to critically consider the connection
that may exist between the work of research-engaged schools and the theories of New
(2005) and Burbules (2004). 1 conclude that there is little conclusive evidence that such a
difference is apparent but there are some areas where interesting differences can be seen.
These are in line with some of the points made on p.70/71 and are discussed below.

4.6.1 A less tangible approach to defining quality

The data generated from staff about examples of their own practice that they thought
exemplified quality showed some notable differences between the school types. The
following table (Table 15) shows the breakdown of responses made in two or more
transcripts by schools. The visual representation that shows these results proportionally

(Figure 41) reveals some interesting school differences.

Table 15: Examples of quality (staff by school)

Count by school
Code 1 2 3 4 Total count (N=45)
(N=17) (N=12) (N=11) (N=5)
witnessing impact, change or 6 ) 10 0 18
engagement

displays 4 4 2 0 10
teamwork/shared goals 1 3 0 0 4
A particular approach 0 0 0 4 4
something that is seen not written 1 0 0 2 3
imaginative lessons/pride 1 1 1 0 3
feel 0 3 0 0 3
behaviour for learning 0 1 2 0 3
school openness/confidence 2 0 0 0 2
outdoor learning 0 0 1 1 2

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

There are two peaks in the figure below that show areas of individual school differences.
School 1, 2 and 3 all responded with examples of quality that demonstrated their impact on
pupils in some way. Whilst School 3 was the most committed to this response, School 4
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did not mention this at all. In fact the research-engaged schools placed less or no emphasis

on this as an example of quality.

Figure 41: Examples of quality (staff by school)
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*Shows results proportionally, basic frequency table in Appendix B

School 4 only valued a particular approach as an example of quality in their practice (in

this case Mantle of the Expert T Heathcote and Bolton, 1995) and said that quality was

something that could not be written or captured in tangible ways. A FS teacher said:

0Quality means to me..., it means something quite indefinable really, it might be evident in

quite intangible things T it might be listening to a group talking or it might be looking at

something they are doing rather than the end productd. Staff in School 2 offered a variety

of responses T among them some quite tangible products like displays but they also

thought that quality was just something that you could éfeel6 T again echoing the intangible

nature of quality. A Year 1 Teacher in one of the research-engaged schools said: you can

sense an energy and you know when you go into a classroom, a school, a staffroom

whether there is positive energy about and that is quality T that promotes it, it feels like

there is always something simmeringp.

4.6.2 Less concern with purpose of education in definitions of quality

The next sub-section suggests that there is reason to think that the definitions of quality

given by those within the research-engaged schools were less concerned with purpose of
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education as an influential frame. The following figure (Figure 42) shows that both School
2 and School 4 (the two research-engaged schools) offered the narrowest description of the
purpose of education with many participants within these schools choosing not to answer

the question or giving brief responses.

Figure 42: Purpose of Education (staff by school)

independence/cont
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knowledge (inc
basics)

for ed beyond
primary
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(

= Count by school 4 (N=5)

for the future society/citizenship

*Shows results proportionally, basic frequency table in Appendix B

The figure above (Figure 42) shows that few staff in School 2 expressed ideas about the
purpose of education when asked to do so. Many chose not to answer the question and the
responses from those that did respond do not show any particularly strong opinion on what
that purpose might be. Similarly, few staff in School 4 chose to answer and those that did
considered the purpose of education was to instil curiosity (1) and to share learning

journeys ().

4.6.3 Focus beyond dthe basicso

This sub-section suggests that staff within the research-engaged schools were less likely to
define quality as 6the basicsd (see Figure 43). The most persuasive evidence can be seen in
the diagram which shows that the two research-engaged schools share a similar pattern as
do the two non-research-engaged schools. The two non-research-engaged schools
emphasised literacy and numeracy (the basics) as key components of quality whereas the

two research-engaged schools emphasised the arts and outside equipment.
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Figure 43: Like (pupils by school)
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*Shows results proportionally, basic frequency table in Appendix B

Given the context of the schools (the research-engaged schools were further along the
quality continuum than the non-research-engaged schools, as judged by Ofsted) this could

also be explained as a consequence of improvement.

4.6.4 A more ¢outward lookingd influences on definitions of quality

The following data, generated by the question to staff about what influenced their ideas
about quality, shown below in Figure 44, show some differences between what staff within
the two types of schools said. There are small emphases towards 0links with other schoolsd
as a defining feature of quality and in both cases these were both from the research-
engaged schools. This difference is notable in the context of the broader view discussed in
section 4.3.5 where staff expressed a tendency to rely on introverted and non-discursive
means to shape their views of quality and thus expressed little desire or need to debate or
challenge their (or otherds) ideas about quality. | highlight this difference here and will
return to elaborate further in subsequent chapters (in particular 6 and 7) because teachers
critical engagement with the influences, debate and discussion about what quality means
emerges, through a combination of data presented in Chapters 4, 5 and 6, as an important

finding.
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Figure 44: Ideas and influences (staff by school)
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Some of the data generated by asking staff about what supported or challenged them to
deliver quality also comments on an inward/outward approach. For example, Table 12 on
p.140 shows that School 4 in particular demonstrated an outward looking approach to find

support and deal with challenges to their ability to deliver quality education.

4.6.5 More learning oriented

It is interesting to note that only the research-engaged schools considered that good
teachers were also 6learnerso (see Table 16), perhaps suggesting an extension of the
reflective theme to encompass an element of similarity or equality between pupil and
teacher. Whilst it could be something that echoed recent professional development or
school improvement work the extension beyond just being reflective and actually learning
I think represents more. Whilst the data presented here is indicative only of a question and
not a finding per se, it does nevertheless show a notable difference.
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Table 16: A good teacher (staff by school)

Count by school Total count
1 2 3 4 (N=45)
(N=17) (N=12) (N=11) (N=5)
reflective 5 6 3 2 16
flexible/adaptable 1 2 5 1 9
put pupils first 4 1 1 3 9
is about relationships 3 0 5 1 9
passion/love of teaching 1 2 2 3 8
hardworking 2 1 2 2 7
learners 0 5 0 2 7
innovative/creative 3 0 4 0 7
good at everything 3 0 1 2 6
pedagogically skilled 3 1 0 2 6
interesting lessons 1 1 4 0 6
good team worker 0 3 3 0 6

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45

Figure 45, below, shows this data visually making the clear similarities and differences
between the four schools clearer. Of particular note is the emphasis given by Schools 2
and 4 towards oreflectived (where the other two schools demonstrate lesser agreement) and
the emphasis towards dlearningd at the bottom of the figure. It this combination of defining
features that could mark them apart. It is not clear why this might be the case. It may be
that some research-engaged school staff considered themselves to be learners as well as
teachers as much as a result of having absorbed research-focused and/or Ofsted success-
focused rhetoric in more convincing ways. The alternative framework in Chapter 2
suggested that implicit within the équest and question approach is a need to be a learner
(see final bullet on p.76) T the alternative framework therefore accepts that to the
practitioner the answer (what quality means) is not known, that some learning is necessary
to achieve such an approach. Thus, another manifestation of this framework would be to
view teaching also as a learning activity. Despite the lack of clarity about why these
differences show, the fact that there appears to be such a difference in the framework they
are applying to understanding quality is interesting.
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Figure 45: A good teacher (staff by school)
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4.7 In summary

A great range of responses were offered from both staff and pupils. Pupils expressed
eloguent, deep and rich definitions of quality. There was some degree of overlap in
addition to clear differences between what staff emphasised and what pupils focused on.
Staff tended to refer most to values when giving their definitions of quality whereas pupilso
responses were most often related to aspects of educational provision, the content of the
school day or the physical environment around them. In addition pupils also gave some
imaginative responses, for example schools where such educational provision allowed
visits to space and exciting science experiments as well as descriptions of schools with

unlimited sweets and ice cream.

As defining characteristics of quality éstriving for the bestd and 6external standards featured
highest in the staff perspective whereas pupils focused on social and safety elements of
schooling. The latter point emerged as an important aspect of quality in response to a
number of question asked of pupils suggesting it is an area of serious concern. The

differences between the emphasis that pupils and staff place on safety were notable.

In terms of the purpose of education both groups talked about future oriented aspects like
jobs and developing skills needed for employment or further schooling. Staff highlighted
the need for independence (in learners) and basic skills. Staff responses about the
influences on their views on quality highlight that these come mainly from within their
own professional experience and school. Some talked about the role of talking and
interacting with others in the profession (a more discursive approach) but codes which
suggest a more introverted approach overall dominated.

Staff expressed a belief that their levels of agreement and understanding of pupilsd
definitions of quality were high but this was not borne out in the comparison of responses.
In fact the level of agreement and apparent understanding of pupilso ideas about quality
appeared limited. The level of respect and understanding of staff for pupilsé views in such
areas as safety is low 1 staff did not express any thoughtful consideration of the extent to
which this was a concern for pupils or appreciation of the nuance that pupils described in
terms of the types of danger they perceived. At the same time there was a general

(incorrect) belief expressed by many staff that they understood pupilso views about quality
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and that either these would match their own (which they did not) or that pupils would fail
to capture the complexity of the concept (again, incorrect).

The discussion about a good teacher and a good school presented some interesting and
sometimes surprising (and worrying) interim findings. Good teachers were reflective and
the descriptions of good teaching were complex but essentially appeared to be about
visibility of impact T éseeing the impact of what | dod. Staff also talked about the need to
be flexible, put pupils first and the importance of relationships in teaching. To pupils a
good teacher was one who offered love, care and kindness. Staff thought a good school
required good teachers, good leadership and vision. Pupils again raised the importance of

it being a safe place.

Staff were taken aback by the question about a 6good pupild yet were adept at describing
what a good pupil was. This is an interesting research issue. The codes given by staff also
revealed levels of disagreement and conflict suggesting that this was a controversial and
uncomfortable topic to discuss. The analysis of staff responses suggested the question was
answered as 6what kind of pupil is easy to teach?6. When considering how 6goodd
contributes to an emerging understanding of quality this suggests that staff see 6goodd as

deasy to teachd.

Pupils did not express any surprise or discomfort at the idea there was a describable dgood
pupild and were also adept at describing it. Pupilst responses were different to those
offered by staff, prioritising elements of security and staying safe again. In their comments

they also acknowledged that there was also such a thing as a ébad pupilo.

The school by school analysis suggested that the recent school circumstances played an
integral role in shaping both staff and pupil views about quality. For example frequent
recent Ofsted inspections were connected with a reliance on external standards as defining
features of quality; greater recent challenges went hand in hand with wide range of quality
descriptors; supports and challenges to delivering quality were associated with recent
school circumstances and priorities; and the physical environment of the school was

reflected in comments about safety. Collectively these findings suggest that the
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conceptualisation of quality in school may be restricted by the present or recent
circumstances of the school and not inspired by an ideal or pursuit for something better.

The analysis that compares research-engaged schools with non-research-engaged schools
revealed some interesting differences but nothing conclusive. Some connections were
made between research-engaged schools and a less tangible approach to defining quality;
less concern with purpose in education (or a different interpretation of purpose); a focus
on more than the basics (literacy and numeracy); a more outwards looking influences on
staff views of quality; and a more learning centred definitions of quality (for adults).
These points will be picked up and compared with the conceptual frameworks in Chapter
6.

The next chapter T Chapter 5 T presents the findings from the second phase of data

collection. The four cases studies are reported and some connections are made between

the data presented in this chapter as well as the literature from Chapter 2.
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Chapter 5 A Quality in dinteractiond

5.1 Introduction

This chapter presents the findings from the second research phase which considered the
way that quality is defined by the interactions between teachers and pupils in the primary
school classroom. This equates to the third research intention (see p.72). A range of
authors were cited in the literature review who had emphasised the centrality of the pupil
teacher relationship in relation to quality (or effectiveness), (for example, Pollard with
Filer, 2000; Pollard et al. 1996; Wrigley, 2013; Alexander et al., 2009; Cullingford, 1997;
Gewirtz, 2000; Coffield and Edward, 2009). As a result understanding quality through
studying interaction was identified as one aspect of the challenge to quality that this thesis
would tackle. Phase 2 of the empirical research work (described in section 3.3.4 of the
methodology chapter) was a response to this. In addition, the alternative conceptual
framework combined this call to action with the need to place this relationship right at the

heart of an approach to defining quality.

The contribution this phase of the research makes is to support the notion that this
relationship is important in understanding quality T particularly from a pupilds perspective.
The four case studies shed light on the ways that teachers reflect on the interactions they
have with pupils. In some cases this has been shown to be sensitive, thoughtful and deeply
considerate of the pupil view. There are however other examples which appear to
demonstrate the failures of some to support pupils and the gulf between what some
teachers say about quality and what they do in classrooms. It is important to note these
negative points but also to consider them alongside other notable features of some
observations which showed the impossible demands made of teachers in some schools. It
also offers insight into the experiential side of quality education for pupils adding depth to
the data presented in the previous chapter about the importance of safety and the social

side of schooling.

The chapter begins with an overview of the procedure and data sets (section 5.2). It follows
with accounts of each case study; each of which details the dstory6, supported with material
from observation notes, interview transcripts and the researcher diary where relevant

(section 5.3). Following the presentation of findings, the chapter moves on to consider
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comparisons between data sets, in this case the case studies, and present by way of a
conclusion, a thematic discussion of the results (section 5.4).
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5.2 The procedure and data sets

This chapter reports the findings from four case studies, each involving one teacher and
one pupil. In each case data was collected over a two day period through observation
notes, a pre-and post-observation interview with both teacher and pupil and through

researcher notes (as described in section 3.3.4 of the methodology chapter).

The following table describes the cases, school and the participants in terms of year group
in the order that they appear in this chapter.

Table 17: Phase 2 case studies

Case study no. School Year group
1 3 3
2 1 5
3 2 FS
4 3 6

Section 3.3.4 in the Methodology and research design chapter set out in detail the methods,

data sets and approach to analysis (see p.94-100 and 107/8).
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5.3 The case studies

This is a piece of qualitative description that attempts to capture at a micro level and
through vicarious experience a range of conceptions of quality.

Throughout this chapter a version of dbracketingd(Fischer, 2009, Gearing, 2004, Ahern,
1999) has been used to make clear the different voices represented in the text: the
researcher reflections [coded as RR]; information or quotes taken from either pre- or post-
observation interview transcripts [coded as INT] and data taken from the observation notes

made during the case study visits [coded as OBS].

5.3.1 Case Study 1

The first case study is of a Year 3 boy, Tom, and his teacher, Mrs Alyson. During the two
days I spent with them | observed a variety of different activities including two sessions
led by a student teacher under the supervision of Mrs Alyson. During the two days | saw
two numeracy sessions T the first on subtraction and the second on 3D shapes, a French
session which was delivered by the class teacher with the support of a CD program, topic
work, literacy, guided reading as well as lots of tidying up. There was also a range of
whole class, group and independent work as well as examples of both planned and

unplanned activities.

The room was large and well lit with large windows covering most of one wall and
overlooked the playground. The room was clearly set up to cater for the kinds of class and
group work witnessed. Spread around the room were tables set out to seat six pupils at
each. There was a carpeted area with computers, an interactive whiteboard and normal
whiteboard at one end and at the other were sinks and art equipment, a book corner and
reading area. The walls were covered with éworking wall6 displays devoted to numeracy,
literacy and French. These looked informative and there were clear links to the work |
witnessed during observations but were not used by pupils during the time | spent in the
class. There was also evidence of the rules, expectations, incentives and penalties on the
walls and cupboard doors as well as some more artistic and decorative displays too.
Generally the space was cosy and child friendly T equipment, pens and pencils and the like
were easy to find independently and there was calm atmosphere throughout T there were
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no raised voices, the pupils seemed engaged and the staff were calm and appeared well
organised, [OBS].

Tom and Mrs Alyson

The story that emerged from the case study of Tom and Mrs Alyson was a positive one, at
least on the surface. It was a story about a boy who was able and enjoyed what he did in
class and who had a positive relationship with both his teacher and his peers. Perhaps to
insinuate that there was a less positive side would be overly critical; however, the story
does echo and elaborate on findings encountered in the previous chapter about what
constitutes a good pupil and the difficulties this idea brings with it. It also helps to
elucidate what it is that teachers value as 6goodd and why, thus serving to add depth to

what the thesis has already presented.

Tom explained in his first interview that he considered himself confident and competent
and Mrs Alysonds comments in her interview agreed. He particularly liked maths as a
subject and thought he was good at it. Particular things he liked about his teacher included
her good explanations: 6She explains our lessons well and then we definitely know what to
dod. There was nothing he thought could be improved. He thought learning was 6fund. He
enjoyed the incentives, targets and rewards that operated in his classroom: 6just recently we
had a reading target and every time we read a book we write a book review and we get a
banana [sticker] for each book we read and two marbles in the jar for each book we read.
And when we fill the jar we get golden timed. In the pre-observation interview Tom was
able to explain what he would be doing in the day ahead and was able to explain his
targets, strengths and weakness. These were reiterated and confirmed in the teacher

interview, [INT].

Tom is ‘a good pupil’

Mrs Alyson said Tom was a good pupil to have in class. He liked everything about school
and his teacher; she liked him and thought he was an asset to the group. She described him
as dengagedd, dresponsived, 6brightd, dwillingd, 6a team playerd, éhelpfuld, 6happyo and
someone who ¢6loves to learnd, [INT]. She also thought he was inspirational and a role

model to the others in his class:
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‘He’s a very bright and happy boy and | would say the class bounced off him. And
they aspire to be like him as well. There’s a core of boys who are very bright as
well as Tom but they know they 're not quite Tom and they do aspire to be like him.
But actually | think it’s helping them, you know, it’s helping them with their
learning, so they are very competitive with their team points, comments in books,
things like that’.[INT]

Tom was described as a boy who responded well to and actively sought out opportunities
for interaction in class, with the teacher and others and this was certainly evident in the
observation notes as Tom frequently sought contact with others in the room, [OBS]. Mrs
Alyson described their interactions positively using phrases such as ohe tends to bounce off
meb and dwe work very well together as teacher and pupild. [INT]. Mrs Alyson could rely

on Tomés enthusiasm and willingness to participate which she valued:

‘He often comes up with his own ideas that helps the lesson flow, I mean lots of
them do, but, you know, Tom always seems to be very willing and he loves to learn
— he’s very exciting and excited too. [...] He really just helps to bounce things
along, you know, also children tend to bounce off him as well. He’ll come up with
an idea, his hand is always up’.[INT]

According to Mrs Alyson he was amongst the most able in the class. The only challenge
he reportedly posed for his teacher was being too able and, at times, too enthusiastic.
According to the teacherds view he was already meeting his targets and Mrs Alyson had to
find ways to extend and challenge him which she talked about as the only édifficultyd,
[INT]. Tom was enthusiastic about participating so he always put his hand up and she had
to ensure she did not always go to him to answer (which he did not like much), [OBS].

Tom was a good pupil because he was useful, predictable and could be relied upon to be
enthusiastic and able. During a plenary numeracy activity where each group had been set
a problem to solve on their mini-whiteboards, Tom volunteered to work through one of the
sums on the board for the whole group, [OBS]:

Tom (as he sits on the carpet with his hand up he says to another boy who modelled
the last sum): 0Sheds not going to choose you, you did the last one.6

The teacher chose Tom, he went to the front of the group and correctly wrote the
following: A8.57 - A4.63 = A3.94.

Teacher: 0Fantastic, round of applause for Tom.6
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The challenges of Mrs Alyson’s class

When asked to reflect on the two days of observations Mrs Alyson talked about the
difficulties of teaching a class of different abilities a full and fast paced curriculum with
little or no other adult help. The following quote from the post-observation interview
touched on a number of these different pressures that she perceived as well as the support
she received from having pupils like Tom in the class, [INT]. Reflecting on an
introduction to literacy work where she had been introducing subordinate clauses and had

presented an activity which required pupils to match parts of a sentence she said:

‘And then in literacy today, I was a little bit worried about teaching them about
subordinate clauses, | thought that might be step too far but a lot of them are ready
to do that now, they re ready to move on and there’s quite a few of them that are
using compound sentences anyway when they write so | personally felt with the
visual slips of paper that they understood that and they grasped that. Even David
who’s my poorest... you know... grasped that straight away and again Tom, very on
the ball, understood straight away and | could see that the children were bouncing
off Tom again. He seems to be the leader who comes out with the answers and then
there seems to be this sort of ripple effect, and they 're thinking “oh yes!”.’[INT]

In this quote she expressed the need to move learning on coupled with doubt that all pupils
were ready for this. She also expressed a sense of relief that it went well and noted the role

that Tom played in supporting this success.

There was evidence during the observation of a lack of teacher presence too T Tom and his
peers were at times spending periods of time struggling to do maths tasks because there
were not enough adults present to spend time with them and priority had been given to
others in the class. For example during a maths activity where pupils were required to
work out A10.00 - A2.36 the following exchange took place between Tom and three other

pupils [OBS]. It shows their reliance upon each other for help:

Tom: 6This is really hardd

Boy: 6You have to borrowb

Tom (having another attempt at the problem whilst muttering to himself): 0The
answer is AB.740

Boy: 0How do you do it?6

Tom talks through the working out

Boy: 6l got A8.630
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This lack of human resource married with the challenge of teaching varied ability levels
and a pressured curriculum made pupils like Tom an asset. Mrs Alyson said:

‘Idon’t have any TA support in the afternoons so the class have had to get used to
me. It’s meant I've had to spend a lot of time with David and Liam who are the
poorer ones in the classroom and that has proved to be quite difficult because it
means I can’t get round the rest of the class so it’s me trusting them to work
independently. So I’ll put them in mixed ability pairs, S0 the more able child will
help the other child’.[INT]

The importance of interaction

The observation notes showed many examples of interaction between Tom and others,
including Mrs Alyson. This pupil-teacher interaction, as discussed later, was not the same
in the other case studies (in other case studies there were fewer instances of direct
interaction between teacher and pupil recorded during the two day observation period).
The kinds of interactions that were noted during the observation between Tom and Mrs
Alyson took various forms. There were examples of one-to-one contact where for
example, the teacher and the pupil talked; there were examples where he was chosen to
answer a question and where he was ignored too. There were examples where he sought
physical contact with Mrs Alyson, usually sitting very close to her. There were instances
where he was chosen to demonstrate; where he was working alone but with teacher
supervision and where he was receiving help within a group. All examples of interaction

were gentle, calm, familiar and sometimes affectionate, [OBS].

There were a number of examples in the observation notes about the physical closeness or
contact between Tom and Mrs Alyson. The following is a description of the interaction

between Tom and Mrs Alyson during a guided reading activity, [OBS].

Tom sits next to Mrs Alyson, on her right. Despite there being plenty of space
around the table he positions his chair very close to hers so they sit touching each
other. Tom starts reading as instructed by the teacher. He is interrupted by noise
from pupils moving around the room. The teacher is distracted by this and is not
listening to Tom read.

Teacher: Sorry, Tom, would you mind starting againo.

Tom reads on...
Mrs Alyson stops him with a question: 6What is an avenue?6
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Tom answers correctly. Whilst he reads, another pupil points out a simile and the
teacher asks them to lookout for an example of alliteration on page seven. The
pupils continue to take turns reading sections of the book. Tom by this point (about
five minutes into the reading activity) has moved so he is leaning on Mrs Alyson as
they sit in a circle around the table. The teacher interjects with questions:

Mrs Alyson: 0Alcoves, what are they?0

Tom: ¢itds like a basementd

Mrs Alyson: 6And what is senile?0

Tom: 6Gentled

Another pupil: ostrictd

Tom: dvery old and needs looking afterd

Mrs Alyson (looking at Tom): probably not got all her memory...0
Tom : 6...or her muscleso

Mrs Alyson (laughing quietly): 6no...0

Later in the reading activity Mrs Alyson is talking about the meaning of
ésympatheticallyb.

She gently touches Tomas hand says 6for example, if you fall over in the
playground and hurt yourself, I might put a plaster on itf.

Another pupil offered a comment and was interrupted by Tom. Mrs Alyson said to
him: 6Hold on my love, its Ninads question®.

Tom appeared to seek these opportunities for physical contact from time to time and both
parties were questioned about it in the post-observation interview. Tom simply expressed
his liking of Mrs Alyson and everything she did and Mrs Alyson was unaware that Tom
was sitting so close or moving closer to her during an activity but was aware that she had,
over time, developed a close relationship with all members of this class. She explained
that she had taught them regularly since Year 1 so had developed a éclose and familiar

relationshipd with the group and said they often mistakenly called her dmummysb, [INT].

Toméds seeking out of classroom interaction was not limited to the exchanges between him
and Mrs Alyson. Many of the interactions that were observed suggested there was an
important social element to classroom life, even where the learning activity set by the
teacher was intended to be individual. During activities where the teacher was occupied
elsewhere in the room and groups were left to continue their work unsupervised, whether
working alone or in pairs, Tom engaged in a great deal of conversation and comparison of
his work with his peers, [OBS]. The following extracts are taken from a literacy lesson

where pupils had been instructed to return to their tables and complete a story alone they
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had started in an earlier lesson. The pupilds interaction showed elements of instruction
awareness, rule abiding, comparison and competition or showing off and was superfluous

to the learning task set:

Boy 1: 616m on my resolutiond

Tom: 6Youdre not supposed to be on your resolutiond (Sneezes)
Boy 1: 6Bless youd

Tom: dLook at my build upb

Boy 2: 0Wow, is that three sentences or more?0

Tom: 6Probably mored

In another instance, when working on small whiteboards on the carpet Tom realised
that he had made a mistake in his work and rubbed it out and re-did it. Instead of
keeping this to himself he quietly interrupts his friend and explains the mistake he
made.

A comment on quality

In this case a good pupil was a real asset to the teacher. According to this case study the
characteristics of a good pupil include being éengagedd, éresponsived, 6brightd, éwillingd,
ohelpfuld, and dhappyb and their behaviour conforms to a set of predetermined ideals. They
can be upheld as role models and they inspire others to achieve and participate. Teachers
can rely on good pupils to help them do their work T to respond to questions, to model for
others, take on board targets and have the will to improve, to continually be eager and
compliant T and to fit in to educational, school and class structures, procedures and
requirements. To Mrs Alyson Tom was a 6good pupilt and that appeared to be, at least in
part, because of the pressures that she was under and the meagre resource she had
available. Tom helped her to do her job T he made her feel good about what she did and he

made what she did easier, [RR].

Interaction appeared to be important too. Tom was very close to his teacher and she was
close to him and the rest of the group. He actively sought out interactions with her and
with others in his class. Tom made individual activities into social activities; he added this

dimension where it was not directed by the teacher, [RR].

This case emphasises some of the elements of quality that have been discussed previously
T for example the top four response given by pupils when asked to describe a good teacher

included one who offers love, care and kindness; one who is fun and entertaining; one that
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structures support during lessons and one that does literacy activities (see Figure 27 on
p.137). All these aspects are covered in this case plus others not mentioned by as many

pupils such as having a nice voice (no shouting), giving praise and so on.

The case also adds to the data on the staff view of the good pupil, described first in the
empirical work in section 4.4.1. In her description of Tom she mentioned éengagedd,
oresponsived, obrightd, éwillingd, 0a team playerd, 6helpfuld, 6happyé and someone who
dloves to learnd. Previously, in Chapter 2, intelligence and ability did not feature but in this
case Tomos ability was very much a part of what made Tom a good pupil and Mrs Alyson
relied on his ability as well as his consistency and predictability. Because of these
characteristics he had become a pedagogical tool. This twists the interpretation of good in
the dominant conceptual framework away from a rather plain positive thing to something

less about the pupil and more about the use to the teacher.

This teacher taught a class of over 30 pupils with little additional adult support (at the time
of the visit). Although the observation did not focus on pupils other than Tom, it was
evident that the same level of interaction and the same close relationship was not shared
with all pupils during the two day observation period. It is possible that interaction with
Tom was at the forefront of the teachers mind because of my presence in the room so that
caveat must be borne in mind. Still, the question about how pupils not labelled as good
experience interaction with the teacher is an interesting one raised (but not answered) in

this case study.

When asked about the purpose of education in Phase 1 staff responded most often with the
need to make pupils independent. This case study raises questions about the meaning of
independence in those responses. This was explained as developing in an individual the
skills, knowledge and capacity to be continue to learn and to be more able to learn alone
(see quote on p.125). Tom sought out opportunities for interaction with his teacher and his
peers, even after whole class instructions had made clear that an activity was to be
undertaken alone. | am left with questions about the compatibility of this interpretation of
independence and the reluctance to want to do anything alone expressed by Tom. 1 think

this is an interesting point where there is potential clash on one aspect of values
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underpinning conceptualisations of quality in particular. The question that interests me is
why do teachers emphasise the need for independence?

5.3.2 Case Study 2

The second case study presented here is that of a Year 5 girl, Julie, and her teacher, Mrs
Connor, from School 1. The class was a mixed Year 5 and 6 group that had experienced
great changes in their time at the school. The school had been in dspecial measureso for a
year prior to taking part in this study, and only the month before my visit had been
inspected and achieved a dgoodd Ofsted rating. For this particular class these events had
impacted significantly on their experience of school. They had been taught by many
different teachers, experienced three changes of head teacher, and been at the school when
it had reached its lowest ebb. The headteacher, relatively new to the school and brought in
to turn it around, described it as having been a place where pupils did not necessarily feel
safe because there were no clear rules for behaviour and no clear structure of disciplinary
procedure. The class was small compared to other classes in the school. In other year
groups, as the school had improved and confidence within the community had grown, the
intake had increased and had reached capacity at three form entry in Reception. As a
legacy of more difficult times things were different at the top of the school where there was
only one class which catered for a mixed Year 5 and 6 grouping. Mrs Connor, the teacher,
was the longest serving teacher at the school and had been through these changes with the
pupils. At the time of my visit she was actively seeking work elsewhere and | was joined
in my observation of her class for a few hours by a headteacher from another school who
had come to assess her teaching as part of a recruitment process, [RR].

The story of Julie and Mrs Connor was one about negotiating challenges. For Julie these
were predominately about the complex social world of her classroom and for Mrs Connor
were about the challenge of teaching a disparate and poorly integrated group. In adrive to
improve and offer a full and varied educational experience to pupils the school was a busy
place. In the two days that | was there I did not see a full class T there was a choir trip the
first day which meant a number of pupils were absent, there was a fight in the playground
during break time which resulted in three pupils from the group being put on ¢internal
suspension6 (removed from all classroom activities and given individual work for the
remainder of the day), there was a lot of movement of pupils between different groups for

maths and phonics work T this meant that many pupils left the room to join another class
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and others entered the Year 5/6 classroom to join the group lead by Mrs Connor. During
the observed period | watched art, numeracy, phonics, literacy, brass lessons (trumpet),
[RR].

The room was very large with most of the pupils sat toward the front where the interactive
whiteboard, whiteboards and teacherds desk were. Towards the back were more tables,
books, equipment and a cloakroom area. This area tended to be used less than the front of
the room, and when used it was usually for quiet, one-to-one activities between TA and
individuals or small groups of pupils. There were lots of displays around the room T some
of work among many reminders of appropriate forms of behaviour and conflict

management, [RR].

Julie and Mrs Connor

Mrs Connor described Julie as dneedyd and lacking in confidence in class, often requiring
support to check she had completely understood an activity before she was willing to start
work independently: 6Youbll notice sheds the one who comes again and again and again,
fils this ok? Is this ok?06. Ms Connor also said that Julie had hearing problems which she
thought may contribute to her éneedinessé T needing to check she had heard correctly or
perhaps not being able to hear instructions at all or well enough whilst they were being
given. In fact Mrs Connor asked me if | was willing to watch and offer an opinion as to
whether Julie was still having trouble hearing in class whilst | was doing my observations®.
She also talked about some of the other issues that were relevant to Juliebs experience of
school and to what | might witness during the observations: 6She has lots of issues at
home, lots of friendship issues within school so we spend quite a lot of time talking things
through, helping her to see the way forward, | guessd, [INT].

In her first interview Julie talked about her fellow classmates and what sort of pupil she
was. Referring to dlearning stylesd she showed awareness of what she had perhaps been

described as and called herself a élistener and a lookerd. She added:

‘I love working by myself when it’s all quiet because people can talk a lot in the
class. [...] I sit next to the biggest chatter in the class, she talks about anything. It’s

% This did not change the focus of the observation.
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good because she’s my best friend and it’s annoying because she talks lots and
Qoes “Julie, what’s this because I wasn't listening?” and I have to stop my work to
help her’. [INT]

Her comments reflected some of the difficulties she had in class, for example she liked
working by herself when it was all quiet but sat next to the ébiggest chatterd. She also said
she liked writing stories ébecause | can use my imagination and all what comes from my
braind. Her favourite subject was science but she said they did not do much of that. The
subject she found most difficult was art dbecause [the teacher] dondt tell us how to do ito.
When she talked about her relationship with Mrs Connor she focused on gaining help and
permission T being assisted with hearing difficulties and being allowed to do things outside

class that were important:

I think everything is OK. She’s tried a lot to help me cos my hearing is... it’s quite
bad. That’s why I'm on the table that I'm comfortable with hearing. And she helps
me with things | have, like, | have to go to my therapist sometimes and she
understands. Yeah, so she helps me with my things.” [INT]

Julie agreed she did need the teacherds clarification before she was happy to start working.
In her post-observation interview she commented on why she went over to the teacher to
get clarification before starting her work: 6l go to [Mrs Connor], because, did you see me?
We first started; | bring my book right over to the teacher and said fiShould | do this?0
because I dondt think she explained it rightd, [INT].

Julie and her social experience of the classroom and of learning

Distractions were commonplace within Julieds class. Indeed, much of Juliebs time in class
was devoted to negotiating and balancing a tricky position at school and in class. Mrs
Connor described the class as échallengingd and this seemed a fitting description. There
appeared to be different groups within the groups as a whole, for example, there were
about five pupils who were consistently disruptive, there were a group of girls who were
very quiet and remained on the edge of the group never volunteering, sitting at tables far
from the others, and refusing to participate or engage in any kind of interaction with the
louder disruptive pupils, [RR]. During the observation one of these girls was asked to pair
with one of the boys but refused. He later made obscene gestures towards her and called

her 6fatd. There was also a number of hardworking pupils who were keen to participate in
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classroom activities as well as a number of pupils with EAL who struggled to participate
due to language barriers but who were not badly behaved. Julie was seen most with the
disruptive group but also was able to talk to the others T although she did not volunteer to
work with them she did engage in discussions with them and they appeared to like her and
respond to her more than they did to some of the others, [OBS]. Her behaviour in class
with the other members of the group and her thoughts about the two days | spent watching
showed her as a person who was keen to fit in even when this had negative consequences
for her learning or her relationship with her teacher, [RR]. It suggested she consciously
compromised the educational side of classroom life for the social side. Her story perhaps
offers warning for teachers highlighting the importance and impact of behaviour and the
social elements of school life on the experience of quality for pupils, [RR]. Talking about
an incident that had taken place at break time which involved another member of the class

starting a fight she said:

Julie: 6Thereds always, like, one or two incident reports a week and its quite bad but
we try and level it down and because, like, we see someone get beaten up and
youbre like fistop it, stop itd and then you had to get into it. Ités quite bad things and
you hate it when everyonebs around saying fifight, fight, fight!6 and youdre just like,
fistop it0. So itds really annoying. | have to write stuff down about what | see and |
get worried sometimes if | tell the truth because | do actually come up, sometimes,
in incident reports, so ... yeah0

Researcher: So you come up in incident reports - because you were involved or
because you watched?

Julie: 0l watched. Sometimes I get involved. My main problem T it isnét fighting,
itds just like having a problemd. [INT]

This extract also showed that Julie is sometimes too closely involved in such disputes T
although not physical fights but verbal disagreements with other girls. Mrs Connor put this
into context saying that Julie often had ésocial problemsd with other pupils and said she
needed support and help to successfully and more positively manage her behaviour in and
around school, [INT].

However, during the observation period Julie seemed to be one of the few pupils who was
on reasonable terms with most pupils in the group, [RR]. When asked about this in the

post-observation interview the following exchange took place, it showed the difficulties

182



Anna Riggall A PhD Thesis

that Julie experienced in trying to negotiate her place in the group ensuring she stayed on
what she saw as the safe side but without verging too far into what she knew was wrong:

Julie: 61 can get along with all the kids but ités a bit nasty, because people name
them in groups. Thereds the folks, the geeks, clever ones, the chavs, little kids, the
Barbie Dolls, and like that. And thereds all that. And | just donft like that so | will
be friends, well, like thereds [boy], and I really like [boy] but he gets bullied quite
often so yeah... 101l be truthful; | donft stay with them because 161l get known as
these things by other people so I kind of get involved sometimes about bullyingo.

Researcher: 6And why do you do that?6

Julie: Itds just the cool people T letds go with them, theybre cool... shouldnit really
do that.b

Researcher: 0ls it easy to be friends with the cool people?6
Julie: 0No, you have to be one of them basically.o
Researcher: 0How do you do that?0

Julie: 6Bully, and itds not... | don6t bully and they know that, but 16m still their

friends and one of them is sleeping round my house tonight, so... wetre really close

friends. We wouldnit say we are bullies, wedd just say that we fit it.0 [INT]
Mrs Connor showed an awareness of this too in her post-observation interview where she
commented on Julieds desire to locate herself safely amongst the in-crowd whilst also
trying to do the right thing: 6She would very much like to be in the in-crowd | think. That
incident yesterday, | was so proud of her. Because she was the one who came and told me
what had happened and one of the children thatés involved is a close friend of hersd. When
asked if she agreed that Julie was trying to be close enough to the in-crowd to avoid being
their target whilst trying also to do the right thing by others Mrs Connor agreed: 6Thatds
my perception as well. Thatds natural though isnft it?0, [INT].

Julieds behaviour suggested that at times she took action where the teacher did not which
could be cause of conflict. Julie talked about her activity in the classroom: ¢Yeah,
sometimes | have to tell [girl] to stop talking, [boy] and, one of the people on my table. It
has happened a couple of times where | do get distracted by my table and I talk with them,

but I only try not to, but yeah...o, [INT].
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These incidents also impacted on the teacherfs execution of the lesson plan. In this case
after break the teacher decided to cancel guided reading and have circle time instead so
they could talk about what had happened during break and give the pupils a chance to
reflect on it too, [RR].

The absence of interaction between Mrs Connor and Julie

Mrs Connor explained in the post-observation interview that this had been a rather odd
week where there were additional things going on like a Choir trip. This meant that she
did not have a full class for one of the days that | was there, [INT]. However, having been
at the school previously to conduct interviews it seemed common practice for pupils to
move in and out of groups and classes throughout the day. For example, Julie moved to a
Year 3 classroom for maths T pupils were grouped according to ability not age for phonics
and numeracy. All pupils in Year 3 and above had instrumental lesson every week too, so
there were many times during a typical day or week where they would not be with their
class teacher. This had an impact on the opportunity for observing interaction between
Mrs Connor and Julie. Whether this is important or not is worth considering T interaction
(social and academic) certainly seemed important part of what defined the pupil/teacher
relationship in Case Study 1, [RR].

When Julie and Mrs Connor were in the same room Mrs Connor was frequently busy with
pupils who needed more support than Julie (there were a number of pupils with EAL as
well as some very disruptive pupils who demanded the attention of the teacher rather too
often). During the two days I spent in class | saw only five instances of direct interaction
between Julie and Mrs Connor, [OBS]. There were other types of interaction evident too T
Julie was ignored by Mrs Connor, there was what could be described as ddetached
interactiond where Mrs Connor was overseeing the movement of all pupils to the correct
places/groups around the school, and general interaction where she gave instructions to the
whole group. Where there was direct interaction it served an administrative function, for
example, checking instructions at the start of an activity or checking to see if Julie had
gained a reward star in another group and adding this to the classroom wall chart,
[OBS/RR].
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The impact of the outside world

On the second day of observations some of challenges that pupils and teachers face in
school, but that come from outside the school, were evident. Julie arrived with a broken
shoe. It was so badly broken with the sole almost completely falling off the shoe, that she
was forced to walk with an odd gait to compensate. During the time I observed no one
mentioned it or did anything about it, [OBS].

Julie was not alone in having other things to deal with in addition to literacy, maths and
assembly that morning. There were all sorts of other issues evident in the class T pupils
talked about lack of sleep, hunger, black eyes from éfalling over on the way homeo.

During such discussion Mrs Connor and the TA expressed concern, asked questions to
elicit more information and gave a sense that there may be procedures they could set in
motion for certain problems (though not the ones raised this morning), [OBS]. It was clear
also from the suggestion of procedures that problems or difficulties experienced outside
school were common and affected pupils in school too, [RR]. When asked about the
extent to which these issues challenged her in class the way she spoke about it was factual
and considered the impact it had for her job, her role as teacher, [INT]. It was not
compassionate or caring as she considered, not the child and the adaptations they may need
to make to cope throughout the day, but the adaptations she had to make to teach these

pupils effectively, [RR].

There was plenty of evidence around the room as well as within the actions of those in the
room that suggested that this school took seriously the idea that it had a role in
compensating for lessons not learnt at home; for teaching lessons that were not academic
but social, [RR/OBS]. There were posters around the room about conflict management
and Mrs Connor talked about the échatso that Julie had with the TAs and teachers to help
her deal with social disputes better. The teacher asked pupils to consider their actions and
make dgood choicesd numerous times in the two days | was in class and there was a 0zero-
toleranced reaction when pupils did behave in unacceptable ways, [INT]. These are
perhaps lessons not in the curriculum but that in this class sit alongside those that are. In
this class this considerably added to the workload and objectives of the teachers and other
staff, [RR].
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A comment on quality

This case study suggests that quality is as much about the non-educational things as it is
about the teaching and learning aspects usually highlighted, perhaps most notably the
complex social world that pupils and teachers have to deal with, [RR]. This directly links
to the fourth pillar of the alternative conceptual framework which accepts the unintentional
consequences of the environment of schools (see p. 70). This, interestingly, is entirely
absent from the dominant conceptual framework and therefore not an accepted part of any

definition of quality T this case study offers a direct challenge to this omission.

This case study also emphasised that life outside school impacts on what goes on in school.
Therefore any definition of quality that omits these considerations maybe falling short.
Basic things such as sleep, food, clothes as well as more complex things like behaviour and
attitudes were a large part of this case studyos comment on quality and appeared to impact
on learning, certainly on activity and the interaction of the pupil and teacher, [RR].

The types of interaction prevalent in this case study differ from those described in the first.
In the case of Tom and Mrs Alyson who valued their close relationship and interaction
supported both teaching and learning T not just for Tom but also for others. In this case
study there was a lack of direct interaction between Mrs Connor and Julie and almost an
absence of relationship between the two, [RR]. If this relationship is as central to
delivering quality in education (as suggested by the authors listed in the opening
introduction, section 5.1, p.168) this case study raises concerns and questions about the
impact of a lack of interaction on other elements of the dominant conceptual framework in

particular T particularly pupil outcomes.

One striking contribution of this case study is the apparent gulf between what teachers
(generally across the study) said quality meant and the behaviour of a teacher in a class.
Looking back to Figure 10 on p.113 which described values as the most prominent
underpinning theme, this included 6striving for the bestd, 6high expectationsd and éunion of
school/parent/pupild. Of course this case study also provides a strong example of exactly
why pupils position safety and friendship so high in their responses.
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5.3.3 Case Study 3

This case study focused on a FS boy, Joe, in his first term at school and his teacher, Mrs
Forester. Theirs was a story about Mrs Forester and the way she had prepared, researched
and tailored her planning to support Joe and his needs within the class. What stood out
was the level of thought Mrs Forester had given to Joeds needs T this was surprising given

the size of the school, the class and the structure of the year group, [RR].

Joe and Mrs Forester were from School 2, a large urban infant school serving a diverse
catchment area. The school had an intake of about 120 pupils per year so there were four
FS classes of 30 pupils each with a teacher and TA. The classes were arranged along one
side of the school building each with their own doors leading to a shared outside area. The
classroom was quite small with a high ceiling. There was a phone in corner so the teacher
could communicate with the school office quickly and vice versa T this was used often.

The teachers and TAs across the FS worked closely together to conduct joint planning and
develop timetables for the use of resources. This meant to some degree there was limited
flexibility in what teachers could do and when they could do it. Mrs Forester thought they
had achieved a balance between ensuring that all pupils got the same teaching and
curriculum across the four FS classes whilst maintaining a degree of independence in
delivery, time to revise or re-teach what they felt was necessary whilst also keeping well
ahead of the national average in terms of achievement and attainment across the year group
as a whole, [RR].

During the observation days there were three adults in the room most of the time T the
teacher, Mrs Forester, the TA and a student teacher. Mrs Forester worked part-time and
shared the class with another teacher who worked the other half of the week. The TA was
the constant adult in the group, the only one there every day. Mrs Forester was nearing the
end of her MA in Education which she had been working on part-time for the past two
years, this was connected to her classroom practice and something we talked about in the

post-observation interview, [RR].

During the two days | observed Mrs Forester and Joe doing reading, registration, lining up
for assemblies, PE, self-selected activities, outside play, sharing stories, and an RE session
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with a visiting teacher. Despite the large class the teacher and TA between them listened
to every child read both days | was there and said they did this every day, [RR].

Mrs Forester and Joe

Joeds experience of school appeared to be positive. His teacher described him as a clever
boy with great potential but thought he perhaps came to school mainly for social reasons.
Referring to his keenness to avoid éworkd in pursuit of éplayd she said: 6you have to hunt
him down to do any workd. Joe himself said he liked school, [RR/INT].

Evident within this case study were also echoes of the interviews that took place during my
previous visit to the school. For example, the importance of reflection and research
(informal and formal) was a large element of how quality was defined by staff in School 2
in the interviews. These were important parts of the case study too and this was one of the
interesting things about Joe and Mrs Foresterds story T it showed links between the wider
school definition of quality T this emphasised teamwork; being reflective and being
learners (see Figures 37 and 45 in the preceding chapter) and the elements of quality that
are highlighted in the case study. For example, the alignment between what staff and
pupils said about the importance of pupilés physical safety (the dyellow lined) and pupilds
emotional security. These practices and considerations were reflected in what the teacher
did and said in the course of this case study, [RR].

Teachers were doing their research on their pupils

It was clear that getting to know the pupils was a large part of what Mrs Forester valued.

In the first interview Mrs Forester told the story of Joe and his start to school. This story
showed a deep level of knowledge about Joe and his background, home, family and
abilities. It also demonstrated an approach to teaching which focused first on building trust
and relationships then, subsequently, on developing academic activity and skills. Mrs

Forester said:

‘We always knew from the very first time we met Joe that he had a lot of potential.
He’d been to University Nursery but it was quite... very play-based. They didn’t do
very many structured activities. So we knew then, just from talking to him really,
and from going to his house, we knew he was quite a vocal boy, very good at
communicating and he had an awful lot of potential.’[INT]
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This quote demonstrates Mrs Foresterés knowledge about local nurseries and buried in the
quote is a link to the schoolbs policy of visiting every pupils entering Reception at home
before they start to get to know them. There are also very strong links with the Nursery
school which is part of the school as a whole and these links are fully utilised to support
children where they progress through the nursery years to the infant classes. They also
support those pupils that do attend the schoolds nursery department, [RR]. One of the
nursery teachers who had taken part in the previous phase of the research had commented

on this during her interview about how she defined quality, saying:

You have to get the first three weeks right. We do home visits so it’s making that
connection with parents and gaining their trust and hopefully that infiltrates down
through the children. And into Reception and KS1 — we try to continue those
fantastic relationships that are engendered in Nursery and communication is very
key here I think, and its why this school is so successful I think.’. [INT]

How this affects what is done in school was explained further T what this teacher described
suggested the value of these visits is partly to inform what teachers do and partly to help

structure assessment providing some kind of baseline or starting point:

‘Doing the home visits gives a really deep understanding of where they ’ve come
from. A lot of home visits we were seeing enormous tellies but not one toy and that
breaks your heart a bit but that’s what they are doing and they come into this
environment.... We’ve got one little boy, he’s never seen toys, I'm sure he hasn’t,
he’s like a little sheep and he follows the adults around but we 're beginning to see
he’s making progress but its taken since September and its only just now that you
can see him begin to play. And that’s special that is.’[INT]

At the beginning of the year Mrs Forester explained that Joe found it very difficult to
separate from his mother. She continued:

‘So we built up a relationship with him and a reward relationship to get him in,
[...]. We had to build the relationship that way, trust, before we even got to the
academic side of things because he needed to know that school was a good place to
be and then we ve taken it from there’. [INT]
Joe confirmed that he is now happy to come to school but that Mrs Forester was right
about his preference for play and free choice activities over more focused éhard workd

activities. Mrs Forester used her knowledge about Joe to inform her planning and the
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activities that take place in class in an effort to encourage Joe to engage in reading and
writing activities that he might not naturally be drawn to. She also stated that he was not
alone in this and it was something they saw with boys generally. For example, she talked,
in a quite gendered way, about a writing activity linked to Julia Donaldsonés Gruffalo

story:

‘Weve noticed over the years that [boys] don’t seem to flourish with imaginative
writing so for writing things we try to keep it a bit more factual based. We did a big
project on the Gruffalo and [they] planned a menu for the Gruffalo and those sorts
of things so we try to target it more towards boys’ interests.” [INT]

Later she added that:

‘It’s interesting that the curriculum is targeted towards girls successes —you know
are that girls are more interested in and | suppose the benefit of early years is that
we have the outdoors time and the boys seem to need that more — there are girls
that do but the boys learn more outside and you can do the writing and the reading
outside and they seem to respond better to that than they do the reading and
writing we do in the class’. [INT]

This certainly appeared to be the case for Joe. Although he did engage in activities in the
class when he was asked to and when he was being directly supervised, without such
direction he seemed more interested in or curious about activities when presented outside.
Two examples stood out. The first was taken from a reading session involving five pupils
who remained behind during an assembly, Joe was one of them. Whilst he was not off-
task exactly he was not engrossed in the activity he had been asked to do and was avoiding
what he referred to later as 6hard workd, [OBS].

After reading a book with his teacher, one-to-one, he is asked to move to the book
corner and choose and book to read quietly to himself whilst another pupil read to
the teacher.

He chooses a book called 00ld Beard and sits down and watches the TA for a few
seconds and then looks through the book briefly. Then he stops to listen to the other
boy reading. After this he gets up and walks over to another boy standing by the
bookcase and looks over this boys shoulder.

Mrs Forester: 6l thought you were getting a book?6
Joe: 6Yeahd
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When Mrs Forester had returned her attention to the pupil she was reading with Joe
sat on the floor and started play fighting with another boy T they were doing slow
motion punches towards each other until the rest of the class retuned from assembly
and the next activity began.

The second example was taken from an afternoon free-choice time when Mrs Forester had
set up a teacher guided activity outside which involved pupils putting flowers in height
order. In this instance he was far more interested and exercised choice to participate,
[OBS].

Joe and his friends are in the outdoor area playing in the sandpit and then playing a
game that involves running around through the wooded area. During this time the
teacher sets up an activity in the middle of the outdoor area on a bench. She has
four coloured plastic flowers with stalks of different lengths and four flower pots.
She sits and waits.

Joe and two other boys, curious, go to see what she is doing. She challenges them
to place the flowers in the pots, ranking them from shortest to longest. Joe and his
friends do this quickly but with concentration and complete it accurately before
running off to the sandpit area again.

For Mrs Forester the idea of doing her research on pupils did not stop at getting to know
her class and using the knowledge to prepare activities which challenged and support their
individual needs. It also meant being involved in doing more formal research relevant to
her classroom practice. Entering the final stages of her MA she was writing her
dissertation on the experiences of summer born children in primary schools T her
viewpoint being pupilsd experience is shaped more by the attitudes of others towards their
age than it is by the fact they are born later in the year. She was very positive about her
experience of doing an MA and commented on the benefits she thought it brought to her as

a teacher:

‘It’s made me very reflective, the whole of the MA. It’s made me think very
carefully about what | do and how | approach it and my dissertation title —

that’s come from things I’ve seen, that’s come from school and things I’ve picked
up. I don’t think that being a summer born influences that much, people’s attitudes
can influence... you could be written off right from the beginning just because

you 're summer born and I don’t think they should be.’ [INT]
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Time to talk: reflection and socialising

Something that struck me in the two days that | spent in the classroom was the amount of
time there seemed to be to talk T this surprised me because it was a big class and my
expectation was that time should have felt pressured particularly given that the teacher and
TA listened to every child read individually each day amongst the many other activities
that were staged, [RR].

The adults in the room talked to each other. Nearly all of the exchanges between teachers
even during break times were about the pupils or related to teaching and learning in some
way. On the first day at playtime after the children had gone outside to play the teacher
and TA talked informally about the Year 1 transition preparations they needed to start
thinking about and the TA meeting planned for later that week where individual pupil
support was to be discussed. They also talked about the fact that a number of children had
been expressing an interest in knowing what time it was and perhaps they should capitalise
on this and do some work on it. When the pupils came back in they welcomed them and
asked them to get their fruit and sit down on the carpet to watch TV for a short time. Such
conversations were commonplace during the observation period and could happen at
snatched moments during the day, [OBS/RR].

There was always time to talk with the pupils too. Mrs Forester often offered small
compliments to pupils T during registration she would comment on a pupilds hair or
something new they had. At other times when pupils offered ideas or interjected with
something they wanted to talk about or share she would make space for it to be included.
The result of this was an atmosphere where there was no rush, comments, thoughts and
ideas were valued (even when not relevant to the task in hand). For example on morning
two during registration a girl said she had once been to the Isle of Wight. This sparked a
general discussion about where people had been, and when, and then moved on to illness T
who had had what. There was no sense that they had to rush through this discussion even

though it was not relevant to the learning task that followed, [OBS].

Staying safe

This was about both being safe physically, particularly from accidents and injuries as well

as safe and secure within the environment of school. Both these ideas were also strongly
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voiced during the pupilsé interviews in Phase 1, demonstrating another example of
connection between the two sets of data gathered at this school, [RR].

Having accidents and being injured or sick were realities of classroom life during the two
days | was there. On day one a number of pupils were absent due to illness and another
arrived looking and feeling unwell. On day two there were a number of injuries at lunch
time, one of which appeared quite serious and the pupil in question was sent to hospital
with suspected concussion. Despite suggestions that the school was responsive to safety
issues during break times (through the staggering of breaks to avoid having both big and
small pupils in the playground at the same time for example) pupils were still concerned
about this it would seem, [OBS]. During afternoon registration the pupils offered a

catalogue of accidents and friendship issues:

Joe: ‘[He] bumped his head and feels sick.’
Boy: ‘I cut my finger.’

Boy: ‘[He] wasn’t playing with me.’

Girl: ‘I hurt my ears.’

Boy: ‘I hurt my finger.’

Rules and security
It was also evident from watching Joe in class that he was keenly aware of the rules and
liked to remind others of them too, [OBS].

Boy: ‘Are you playing a game?’
Joe: ‘Yeah, “Jack in the box”.’
Boy 2: ‘No. “What'’s in the box?”"’

The game involved passing a small box around a circle whilst bells were ringing, a
little like pass the parcel. When the bells stopped that child opened the box and
took out a card. The cards had words on and the person had to match with a sound
on the whiteboard. Whilst the group were playing Joe repeatedly shouted out to
attempt to alter the way others were playing.

Joe: ‘No peaking! It’s the wrong way round. No peaking!’

After this a small group of pupils, including Joe, moved to a table to play the game
themselves. Initially, some pupils in the group simply took cards from the box and
said the sounds. Joe did not like this and pointed out this was not in the rules.
They talked about what the pupils were doing.

Joe: ‘Is that the rules?’
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Boy: ‘No’
Joe: ‘We can’t make our own rules.’

On another occasion he was watching another boy use the stickle bricks and called out to
the TA: Miss, hebs using them wrong6. She replied: 0Thatos ok, he can use it that wayb,
[OBS].

Mrs Forester said rules and structure gave Joe a sense of security:

‘Oh he’s very good at the rules. He likes structure and he likes... he’s got a very set
way of... you know if you are playing a game he likes to have a set of rules. You
know if you are playing a game this is what you do and there are appropriate codes
of behaviour that he has realised are important to getting on with people. Perhaps

if you don’’t stick to the rules then things go a bit awry and perhaps that’s when
people fall out and I think he likes the safety of it...” [INT]

Providing security was something that seemed to be important to Mrs Forester too. During
a whole class phonics session she called a pupil to front to read a word aloud. The
particular child was still learning English having recently arrived in the country so this was
difficult task for him. She explained later that he also had no previous experience of any
school or nursery too so had a very different background from many of the others. He
looked scared to be in front of his classmates. Mrs Forester reached out and held his hand,
got down to his level and gently encouraged the answer from him, [OBS]. When asked
about this later she had no recollection of making any physical contact with the boy but

said:

‘I think sometimes I do it and I don’t know. It’s a subconscious thing, I don’t know,
| just do it... When they come out to the front it is quite daunting for them and some
children don'’t like it, they would never do it. You don’t want to put people off for
later on in school so | always try and make sure i¢’s secure and happy — a positive
thing’. [INT]

A comment on quality

This case study highlights the importance of research in a definition of quality in education
T formal and informal is needed. It also seems to comment on the need for time and space
to talk and reflect, a focus on individual pupilds T not cohorts or groups or classes and it
echoes what pupils said about safety from illness, accident and the importance of feeling

secure are important for pupils, [RR].
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This case study is powerful in asserting the importance of teacher learning, reflections, and
research on the way the teacher works with her class.

Although there was little direct interaction between Mrs Forester and Joe she went to great
lengths behind the scenes to structure the learning environment and the learning and
teaching interactions. In terms of quality this meant Joe was engaged and successful yet
still given the space to play and enjoy the environment. His responses expressed a certain
impatience with the learning side of school while his teacheros exhibited the opposite T
great patience and work to understand Joe, his like and dislikes, his talents and difficulties,
his home life and previous educational experiences and his personality. All of which he

was blissfully ignorant of, immersed in a new social world.

Joe was not a talkative participant in interviews, but his contributions and the observation
certainly depict Mrs Forester as a good teacher T like Mrs Alyson was in the first case
study T she was kind, gentle, caring, structured support and created a happy and fun

environment.

5.3.4 Case Study 4

This case study took place in School 3 and involved a Year 6 girl, Lucy and her teacher
Mrs Dean. It told a story of a teacher who demonstrates reflection, debate, professional
opinion, in depth pupil knowledge, good subject knowledge, modesty,
integrity/authenticity but failed to meet the needs of Lucy (and others in what was a small
class) T not because of a lack of skill or dedication but because of the overwhelming and
conflicting demands placed upon her. From the other side it is a story about a very able
pupil, perhaps not quite reaching her potential because her teacher cannot dedicate the one-
to-one time she needs to make that extra bit of progress. Her teacher is forced to use her as
a resource for teaching others and Lucy 6toleratest schools, almost ticking off the days
until the end of the year, [RR].

The Year 6 class in this school was small with only 15 pupils. The small size of the class
was partly due to it being a small rural school but also pupil numbers in the higher years
had been negatively affected by pupils leaving the school prior to its recent journey into

special measures. In the last year class sizes lower down the school were increasing as
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local confidence grew and the school was given a 6goodd Ofsted rating but the rural
location and limited catchment meant it was unlikely that class sizes higher up the school

would grow again, [RR].

Lucy and Mrs Dean
Mrs Dean felt this class had experienced a very challenging time at the school since they
started six years ago:

‘[This class] has been the worst hit. Last year’s weren’t so hit quite as much
because apparently they had different teachers earlier on but this year’s class is
one of the two years which were particularly badly hit. Some of my children are
supposed to make 4 sub-levels progress this year when the average is two, and they
are not bright’. [INT]

Mrs Dean had a very strong presence in her classroom; she was frank with her pupils,
particularly in giving feedback and criticism and they were equally frank with her. At
times the exchanges that took place appeared to be verging on rude or aggressive, [OBS].
When asked about this in the post-observation interview she justified her teaching persona
describing it as both manufactured and with purpose but also just her being herself:

‘It’s my style. I can’t do grown-up teacher —what you see is what you get. | think
that for the children seeing me get things wrong, or them pulling me up on things
I've got wrong — sometimes it’s deliberate, quite often I just get things wrong. 1
think when you were in I spelt “there” wrong and someone pulled me up on it.
They need to have the confidence that they can do that and they also then get the
confidence that it’s actually OK to have a go and get it wrong. So the whole thing

is about honesty, it’s just the sort of relationship I need to have, it’s very
important. ’/INT]

When asked why this was important, she replied: 6[So] they can admit theydre wrong, they
can take risks and they can begin to have a bit more self-belief. Because if theydre actually

willing to try, itds remarkable how well they get ond, [INT].

Lucy talked about this too, from her point of view it was great fun when Mrs Dean made a
mistake: ¢ltos really fun because you get that really impressed feeling like, fiYay, I got that
right and Mrs Dean didn6to, and it just kind makes your day and... fil can do
anythingod,[INT].
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Mrs Dean was fond of Lucy and commented on her easy-going personality as well as her
ability and intellect. Lucy was also fond of Mrs Dean. She liked Mrs Deands openness
and thought she was entertaining: 6Some of the work we do is a bit hard and a bit scary but
then Mrs Dean just comes in with one of her funny stories and itds just, like, you do this for
Mrs Dean and sheds going to tell us another funny storyd. Generally Lucy said she was
happy at school but there were things that she found annoying about her class, particularly
the noise levels which were part of the class dynamic that Mrs Dean had fostered and
which were allowed because she wanted other pupils to be confident enough to take risks.
Lucy commented: 61 find the noise irritating because youbre trying to work but ités hard
with all the noise. So I just try to block it out and make sure that | don6t turn into one of

the chatters cos | know how much it might annoy other people if | start chattingo.

She often appeared withdrawn and quiet in class, sitting waiting for something to be over T
she seemed to tolerate her classroom environment rather than relish it. At times she
appeared bored too T she talked later in the post-observation interview about some of the

work being too easy for her but some also being too hard, [INT].

The following exchange between Mrs Dean, Lucy and some other members of the group

sums up Lucybs classroom behaviour, [OBS]:

Mrs Dean: 6What is associated with green?d

Class shout out lots of different answers T 6grasso is said numerous times. During
this Lucy sits and doodles in her literacy book, slumped over her desk and not
looking up at the whiteboard where Mrs Dean is waiting to write down answers. No
one has shouted out anything that has impressed Mrs Dean.

Mrs Dean: 6If anyone else says grass 161l make them eat it.0
Lucy (quietly and without moving from her slumped position): djealousybd
Mrs Dean (pointing behind her without looking): 6Yes good T jealousy®

This exchange seems to epitomise the way Lucy behaved in the classroom T she was able
and participated but without enthusiasm, often waiting for the louder pupils to finish their
shouting before she offered, quietly, her answer and only doing so if no one else had
managed to get it right. She spoke quietly not to imitate the behaviour displayed by others
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of which she did not approve. There was a sense of frustration or boredom in her voice
often, [RR].

The outside world makes its presence felt

Mrs Dean made many comments in her interviews which suggested she was keenly aware
of (and juggling) multiple pressures coming from outside her classroom and outside her
school T for example SATSs, Secondary school, Ofsted, school leadership and even parents,
[INT].

She talked about the difficulties associated with the public nature of SATSs results. Her
school had decided to publish the results of the Level 6 papers for the first time this year T

a move Mrs Dean thought had placed an additional load on teachers and pupils:

‘It’s difficult at the moment, we now have... pressure isn’t quite fair because it
sounds stronger than it is, but a desire from above to try and reach some Level 6s
because they are now published this year whereas in the past they haven’t been. 1
think more an “aspiration” would be fairer than “pressure” to be honest’. [INT]

Talking later about the daspirationd to get a few Level 6s in the Year 6 SATs Mrs Dean
mentioned a group of local schools, including hers, who were pulling together to coach
pupils who were considered capable of achieving this score. Mrs Dean suggested that such
a measure had been taken because the results of the Level 6 paper would be so public. She
was struggling to reconcile her personal disagreement with this dcoachingd as a method of
helping pupils achieve and felt that: 6if you teach them the breadth of Level 5 they pick up
Level 6 very easily because they solidly understand where theytre at. If you coach them
for Level 6, they havendt got the depth of understanding they need.d Fighting to hang on to
what she believed in whilst meeting the needs of a greater majority she tried to do
everything in her classroom: 616m ensuring [my pupils] have got the breadth in the Level 5
first T and thatés where Lucy sits T and 10m far more interested in trying to ensure that than
| am in trying to push for Level 6, [but] where I can 16m pushing them towards a Level 60,
[INT].
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Lucy was also aware of the daspirationst which affected her:

‘Sometimes she’ll give you like a Level 5 piece of work and she’ll assess you on
that and then tell you how well you are doing. And sometimes we get Level 6 work
and that really pushes us and, which is good because we need stretching.’ [INT]

Later she added: éMrs Dean really wants the whole class to get at least a Level 4 and she
wants some as many of us on a Level 5 and a few people on a Level 6 would be greato,
[INT].

Mrs Dean reported that she was also affected by another form of outside influence, this
time the sense that there was always the possibility that someone might be watching T an
awareness of accountability, of distrust and of having to protect herself from this, [RR]. In
a discussion about planning (which is covered in more detail later in this case study) in the
post-observation interview Mrs Dean made a comment which showed the level at which
Ofsted was part of her thinking, [INT]. This is perhaps not surprising given the recent
history within the school which resulted in frequent Ofsted inspections but again is an
interesting reflection on the influence and reach of the outside world into the work of Mrs
Dean and her class, [RR]. Talking about the previous day where a lesson had taken a
completely unexpected turn and she had veered from her plan significantly she, rather
defensively, said: 6Sometimes, like today, itds completely not what was planned. Well love
annotated the plans and said where 16d gone and why, so you know... | would have the
justification if somebody came ind, [INT]. In the case of Mrs Dean, an experienced
teacher, this was an act performed as a defensive measure perhaps without (or at best

questionable) benefits for her or her class, [RR].

Secondary school also was making its presence felt in Mrs Deands classroom. Again this is
not surprising T the headteacher at the time of the research was seconded from the local
secondary school where she had been a deputy head. She had been brought in to 6turn the
school aroundb after it went into Special Measures. In addition to this the location of the
primary school is unusual compared to other rural primary schools because the large and
successful secondary school which serves the area is also located in the same village. This
has many positive impacts on the primary school T they borrow the bus and other resources

for example at no cost T but the connection and proximity also meant the secondary school
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had a considerable presence in this Year 6 classroom. In fact the first day of observations
got off to a late start because some of the pupils had been over to the secondary school to

see a play, [RR].

Lucyos parents also played a part in her school work and represent another way in which
the outside has presence within classroom. In her post-observation interview she talked

about them:

‘I do have parents that push me to do my best so they re always, like, “Oh have you
done your homework? You should have done it by now.”, and they always mark my
work, like, at home, so if I do something that they think I could have done better
L'll, like, re-do it and so that helps to have supporting parents.’ [INT]

Teaching ‘two groups’ with no TA

It was not just the pressures placed on her from outside that created difficulties for Mrs
Dean T within her own class she was concerned about other issues. The two most
challenging she described as having two groups within one and not having any TA support.
The challenge of reconciling all the pressures T those the class group presented themselves,
the lack of resource, as well as the 6aspirationsd that were being put upon her from above or
outside T meant that Mrs Dean was unable to deliver what she considered étop quality
educationd to Lucy and she openly recognised this and talked about her inability to

overcome the problem, [RR]. She said:

‘Very occasionally I take them on their own at the moment because I haven'’t got a
TA, I mean there’s only 15 children which is wonderful, but I still don’t have...
what I'm trying to do is squeeze in a bit each morning with individuals but ['m not
doing enough of it for where Lucy is now. She does need more of that when | get
[my TA] back’. [INT]

Referring to a maths activity that Lucy did not do well in Mrs Dean said: 6l didnét get back
to her quick enough to pick up the fact that sheds got the first one wrong.0 The honesty
about the situation and her failings in the classroom in relation to individual pupils
revealed in this statement was typical of Mrs Dean and she appeared to be a very reflective

and self-critical teacher. Talking about a writing session she said:
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‘Basically you’ve got quite a weak Level 3 style writing group and you’ve got a
high 4 to 5 writing group and there’s not a lot in between. This morning’s lesson,
which really focused on the top group, because of what they need to do, whilst
trying to pull out some of the language and thought for the bottom group — it didn'’t
work. [INT]

Lucy also would have liked more one-to-one time with Mrs Dean but her comments were
couched in an inability to be overly critical of her teacher. The following interchange

between the researcher and Lucy was taken from the post-observation interview:

Researcher: 0Would you like more time, just you and her?6

Lucy: 6l think I have enough of it, but it would be nice every now and then just to
have her, like, go over my work with me and say, like, fioh we could change that
and make that bettero, and stuff like that every now and again, but I think otherwise
itds good.o

Due to the difficulty Mrs Dean found making time to work with individual pupils she
relied on alternative methods of structuring feedback like peer marking, mixed ability
pairings and asking more able pupils to help weaker pupils once they finished their own
work. Whilst these are commonplace teaching tools this particular case study opens
questions as to their value for Lucy (and possibly others like her). It was clear she was
useful to others but their use to her was not evident, [RR]. The following was captured in
an exchange between Lucy and a boy she had been paired with T they were to write a poem

individually and then read and comment on each otheros work, [OBS]:

The pair spent about five minutes working together on the boyds poem. Lucy
suggested lots of words he could use to make it more interesting. They then turned
their attention to her poem. They read quietly for a minute.

Boy: 0Not sure what to say about yours.0

Lucy: 6There must be something... look; this word is a bit weak.6

Boy: 6You could use a different word instead of fishimmeringo...I dondt know, |
was just trying to sound clever.b

Mrs Dean said she used strategies like these because they had value: ¢The level Lucyos at
now is getting her to explain her thought processes [...], if you finish, ok, go and explain to
someone else T itds the whole, can I explain how léve done it? Can I show the reason why

love done that?0 [INT]. During the observation days Lucy did this a twice T both times
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with numeracy tasks where she had been set different (more complex) work from the work
she helped others with when she had completed her own. There was no opportunity for her
to explain her thought processes relating to the more complex work. She was instead
acting as a teacher. This may not have been intentional T but it was another example of

Lucybs needs not being met in class, [RR].

Making the best of it: contingency and planning

During the observation period Mrs Dean had to respond to a number of unforeseen events,
some large scale and some small scale. For example if other peopleds timetables altered or
staff were not available then she was required to take on another class as well as her own.
The final afternoon I was with the class Mrs Dean had to take two classes for a PE lesson
in the hall because another teacher was not in school. She had some assistance from a non-
teaching member of staff, but effectively she was in charge of 45 pupils. Unable to do as
she had planned she improvised a circuit training session with the pupils in groups, [OBS].
There was not enough equipment or space for all the groups so two groups took turns to sit
out of the activity in each cycle. There were also times when she dealt with smaller scale
unexpected events in her class T pupils not grasping key elements of the lesson or having
forgotten lessons already learnt. Although these two days were particularly extreme in
some ways (the sudden timetable changes were rare) others were commonplace (for
example, the need to revise material because pupils had not retained a working knowledge
of a topic), [RR].

Reflecting on these adaptations rather facetiously Mrs Dean said: 6Sometimes | actually
follow my plan, occasionally I even look at itd. More seriously she added:

‘I spend hours making it so now and again I actually check what I was going to do
and think, “oh that would have been clever, pity I didn’t do it”. But yesterday was
a complete about-face for the simple reasons they hadn’t got something
fundamental — they hadn’t remembered’. [INT]

She believed it was important to 6not let the planning rule the lessond. She continued:

‘If there is no planning there is no thought [...], [but] you also have to have
ongoing assessment not just “when [ finish this I'm just going to carry on because
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it’s in my plan “...if they 're really running with it I may carry it on so it may be the
lesson | plan but the lesson I planned for the next day.’ [INT]

A comment on quality

This case study exposes some of the ways in which the system gets in the way of teacher
and pupils delivering or receiving what they believe to be quality. The multiple pressures
on teachers create an environment where it is not always possible to meet individual pupil
need, [RR].

Quality is also doing the best you can for the most number of pupils (and is therefore
compromised for some if not many). Mrs Dean failed to consistently support Lucy as she
wrestled with a diverse range of abilities and relentless content for that reason her failure is
not surprising. What | think is interesting is that Mrs Dean, of the four teachers, came the
closest to describing what it would be like to enact what New (2005) described in her
description of quality as a quest and a question. She seemed also to enact some pillars of
the alternative one too T attempting to meet the attainment targets set by leaders whilst
attempting to focus on activity as well as outcomes, she enacted an acceptance of
unintentional and unpredictable consequences of her actions and the actions of others and
displayed agility in her behaviours. Finally, she was relentlessly critical. She also
experienced pressures that are associated with the dominant framework T meeting targets
in terms of level 4s, 5s and 6s even, preparing the pupils for secondary school, all under the
watchful eye of Ofsted and the leadership team, for example.

I was impressed by Mrs Deands resilience in what she saw as a hopeless situation T doing
the best she could was what quality meant to her in reality even though this was clearly not
what it meant to her in idealistic terms, [RR]. This resonates with an underlying aspect of
the alternative conceptual framework T that quality is unobtainable (also echoed by some

participants in Phase 1.
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5.4 Thematic discussion of case studies

This chapter set out to consider the way that quality is defined by the interactions between
teachers and pupils in primary school classroom. The questions that guide this summary

are as follows:

e What do these case studies tell us about how quality is being defined in the
classroom?

e How does this add to our understanding of quality as a concept?

In part, this phase of the research was inspired by the first pillar of the alternative
conceptual framework which placed the adult/child relationship as central to understanding
the concept of quality in education. This phase of work was methodologically and
empirically tied to this idea. Collectively, the cases provided excellent examples of how
social structures impact on teacher-pupil interactions at the micro-level. This is an issue
dealt with by the likes of Giddens and Archer at a macro-level in terms of the structure
versus agency debates of the 1980s-1990s (summarised in King, 2010); here, it can be seen
illustrated well at the micro-level. Policy makers tinker with these issues at the meso-level
whilst always reluctant to consider the macro structural changes that would be required if
all children's educational achievements were to be maximised. Collectively these four
stories also stress the importance of looking at quality through interaction T this adds
credibility to the purpose of this phase of the research and raises a number of questions and
considerations that might help develop a broader understanding of qualityd in primary

schools.

The discussion that follows weaves together the cases presented in this chapter along with
the interim findings presented in Chapter 4. The key themes are then also considered in
light of the literature review and the two conceptual frameworks that were presented at the
end of Chapter 2.

The good pupil
The case studies revisit some ideas that were highlighted first in the literature review, then

in the previous chapter based on analysis of the interview data, for example the 6good
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pupild. The case studies show how useful dgood pupilsé are to teachers and they ways in
which they support the teacher.

The good pupil arose as a concept first in Chapter 2 and again in Chapter 4. In these
chapters the prevalence of notions of good (and consequently bad) pupils, teacher and
schools were brought to the fore. In Chapter 4 the 6good pupilé received particular

attention and has been developed as a thematic strand within the case studies too.

The case studies provide illustrations not only of the ways in which individual teachers
construct notions of 'good pupils' (as in the first case), but also how those constructions
begin to 'stick’. Two pupils in these case studies (Tom and Lucy T see sections 5.3.1 and
5.3.4) had been labelled as é6goodd and were used and relied upon as pedagogical tools in
their classrooms, assistants to their teachers and peers, teachers as well as learners. Whilst,
there may be some pedagogical arguments that would support such use as an integral part
of their own learning journeys it was also clear that the teachers needed their assistance to
enable them (the teacher) to support the rest of the class. Perhaps not all of the teacherso
interest in the 6good pupil actually had the learnerds interest at heart. Indeed, in the case of
Lucy (case study 4, section 5.3.4) the teacher explained the value of her having to explain
her thinking by helping others after she had completed her work. When this was enacted
in the classroom she was actually helping her peers complete tasks that did not require her
to exercise the mathematical skills she had been practicing. Instead she was helping them
with tasks considerably easier.

For the other two pupils who were part of the case studies who had not achieved the label
of dgoodd this revisiting of the dgood pupild idea also raised interesting questions about
what it is like to not be 'good'. Joe and Julie and despite being labelled as a good pupil
because of her ability and her predictability Lucy did not even fit the description of a good
pupil offered in Chapter 4 (see Figure 24 on p.132) which depicted a pupil who was eager
and curious T and there were perhaps good reasons behind this which were beyond the
control of the child. For example, the girl who came to school with a broken shoe that
prevented her from walking properly and who coped on a daily basis in a loud room with
hearing difficulties (see section 5.3.2). She also attempted to navigate some complex

social relationships that at times actually put her in physical danger. If teacherds
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understandings are bound up with the notion of the é6good pupild then pupils like Julie are at
a significant disadvantage and are excluded from enactments of quality. Furthermore, if
what makes a good pupil is largely beyond the control of the pupil then this is really not
fair on either child or adult as the definition of quality becomes unrealistic and therefore

unachievable.

The importance of being 6goodd was not just a feature of the discussions that framed the
observation; it was also a feature of the environments too. Wall displays offered advice for
pupils on how to be good stressing the importance of conformance, performance and
offering encouragement (in the form of reward charts which ranked pupils goodness as
well as in the form of descriptions of good behaviour and penalties for bad behaviour).
There was an implicit connection being drawn between these good behaviours and
achievement but the prominence of both rewards and penalties suggests that dgoodd
behaviour of this type is not the norm for pupils T at least not as consistently as required by

teachers.

Negotiating the social side of school

The cases also showed just how difficult it can be to safely navigate the complex social
world of school and the impact this can have on educational participation for pupils as well
as how accepting and unsympathetic teachers can be of these challenges. The cases
highlighted some of the difficulties that teachers face on a daily basis including the
challenge of managing multiple expectations and meeting conflicting needs.

For Julie, negotiating the social world of her classroom (and school) was difficult, time
consuming and perhaps even stressful and frightening. This would suggest that a large part
of quality is not about educational activity at all but about emotional and physical safety
and security within school. This was described in Chapter 4 on p.120-122 and p.138). This
is not something that featured in either conceptual framework (see p.65-70) in Chapter 2 as
a central to understandings of quality. Julieds case study also highlighted a lack of her
teacherfs understanding about her experience of schooling and the impacts of this on her
engagement with learning. In interview after the observation period when the researcher
and teacher were able to discuss some of the difficulties Julie had in class the teacher

focused on the adaptations she (the teacher) had to make in light of these challenges and
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gave no indication that she was considering the actions and adaptations that Julie was
making and how these might affect her learning.

There were also connections to Chapter 4 analyses in elements such as safety T highlighted
again and again by pupils in the earlier chapter. The case studies showed just how
significant these were to some pupils. Julie had bigger things to worry about than learning
or pleasing her teacher. The teacher did not do enough to manage the social undercurrents
in the group which impacted on Juliebs experience of the classroom and probably on her
opportunity to learn. Other children (not part of the observation directly) were not
protected from unpleasant and offensive behaviour from more dominant members of the
group. The attitude from the teacher seemed to suggest that this was acceptable and normal

and she did little to challenge it.

The categorisation of different group of pupils that Julie described was resonant with
Pollardds description of 6the goodies, the jokers and the gangsé (Pollard, 1985, p.57) (see
p.45 in Chapter 2). It is an example of pupils adopting a role in order to 6coped with school
and this is important for understanding quality because of the apparent disruption to
learning caused by behaviours that a 6roled requires and the relationships with peers and
teachers that ensue. In the case of Julie the role she assumed in her class was one in which
she tried firstly to stay on the good side of the most disruptive and violent pupils and then
one in which she tried to negotiate peace between various groups. This took up most of
her time. It also demonstrated the very different experience of schooling and of education

that she experienced.

Her teacherds lack of awareness and empathy for Julieds experience of schooling raised
more general questions about teacher attitudes toward behavioural issues and the impact on
pupilds ability to learn. Accepting notions of ébadd pupils as a counter to good pupils
without understanding from the pupilds perspective the reasons for their behaviour is
unfair. Julieds case shows, more than the others, what school can be like and what quality
means for pupils not in the dgoodd category. It also highlights the extent that teachers can
be unaware of the complex social wrangling of their pupils, particularly in dysfunctional
class groups, and the impact this can have on their ability to provide quality education and

their pupilds ability to access it. While it is important to note this, it is equally import to
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reflect on other points this thesis has raised. For example, the extreme resource issues
teachers were working with, the lack of sufficient time to dedicate to pupils (which was not
their choice or within their control), the absence of any training or encouragement to think
about pupils and/or the concept of quality in the way that this thesis has T all are potential
explanations for the less positive examples of teacher/pupils relationship that were
observed.

There were more positive examples of social interaction evident in the case studies too.
Tomos seeking out of interaction with his peers and teacher was suggestive of Pollardos
view of schools as social places and learning as a social activity (see p.46/7). Tom
appeared to want his learning environment to be even more interactive than it was and he
sought exchanges with his teacher and peers even when it was not required or desired by
the teacher. He also sought physical contact with is teacher in a way that was resonant
with ideas about love, care and kindness in Chapter 4 (See Figure 27 on p.141). The
teacher in case study 3 also offered this type of care, giving students physical and moral
support in difficult tasks, unconsciously. This was an enactment of the types of teacher

behaviours that pupils were calling for.

Case study 3 offered a slightly different take on understanding and manipulating classroom
relationships. In the case of Joe, the teacher went to great lengths to find out about Joeds
life before school, his likes and dislikes as well as his intellectual ability in order to create
an environment that would encourage his curiosity. His teacher stressed the importance
and staging of the learning relationship first emphasising the need for trust and which was
then followed by learning. In order to achieve this she talked about the importance of
research and reflection as key tools for the practitioner that could support the social

elements of the classroom interaction.

Teachers and teaching

Looking at quality through the lens of interaction makes visible the multiple demands that
teachers are attempting to reconcile.

The fourth point to make is that policy requirements are often expressed as if teachers are

professionals with similar personalities and personas. The case studies make visible how
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teacheros individual personalities mesh with the professional requirements of what it means
to be a primary school teacher engaged in bringing about quality in the classroom. Equally
interesting was the way in which the pupils understood this, and liked some teachers a lot,
or with thinly disguised reservation shown through comments phrased as follows: 'l wish

she would....I wish | could'.

In Chapter 4 | made a comment that pupils seem to rely on what they already know and do
to structure their ideas about quality (see section 4.3.1). Lucy and Mrs Deands story offers
an interesting counterpoint suggesting that while pupils may be unable to reject overtly
what they have to do they do so subtly. In this case study Lucy expressed finely veiled
contempt for her teacherds actions. Other case studies showed the gulf between what
teachers and pupils believe, for example, in case study 2 (see section 5.3.2) Mrs Connor
thought Julieds weaknesses were the cause of her dneedinessd but Julie thought Mrs
Connoros teaching was at fault T she sought additional explanation because Mrs Connors

instructions were not clear.

The research-engaged question

Only one of the case studies was conducted in a research-engaged school (Mrs Forester
and Joe T case study 4 T see section 5.3.4) so there are limits to any comparative analysis
that can be done. Despite this there were two interesting differences between this case
study and the others. Firstly, it was evident that there was a synergy between what was
said and what was done (between Phase 2 and Phase 1 data). The teachers talked in both
interviews and during the case study work about the importance of understanding the child
and doing research on the childds background, previous education setting etc. Secondly
there was also similarity between what the pupils had reported as important aspects of
quality and what the staff prioritised T particularly around the understanding of being safe.
It would be interesting to explore in greater detail whether this was connected to the

research-engaged nature of the school ethos.

Comparison with Chapters 2 and 4

The first conceptual framework placed values (and purpose, aims and goals) as central to

interpretations and foundations of the concept of quality. The information presented in this
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chapter frames values in a different way; they remain evident in individualos opinions
about the importance of standards but also highlight some differences suggesting a
disharmony with what the literature emphasised. The literature emphasised three distinct
but not necessarily independent purposes: individual (Riley et al. 2004; Shields and
Mohan, 2008); sociological (Kantor and Lowe, 2004; Ball, 2004; Brown and Lauder, 2004;
Kershaw, 2008; Pirrie and Lowden, 2004, Gewirtz, 2000); and market oriented (Brown and
Lauder, 2004; Halsey et al., 1997). The dominant conceptual framework depicted these
but also indicated the importance of knowledge gain, independence, morality, social
cohesion and democracy all with a strong positioning far into the future and little concern
with the present time. The case studies put a rather differ spin on things placing greater
importance on the more immediate future T the development of independence to aid
teaching and learning now and the importance of social cohesion in school. In fact the
importance of preparation for the future rather complicated affairs in one classroom (Lucy
and Mrs Dean T see section 5.3.4) by bringing in so many outside pressures and demands
that Mrs Dean was unable to meet all the demands placed on her as well as Lucyds more

immediate learning needs.

In Chapter 4, when asked what quality meant, staff replied with comments that collectively
were categorised predominantly as values based statements, for example, striving for the
best and having high expectations (see Figure10 on p.113). This may be what they said but
it is not what they appeared to be doing in all the cases. For example, in the observation
phase of data collection no teacher directly mentioned this aspect in their interviews but the
observations and reflections afterwards did demonstrate that teachers were trying to do
what they thought was best for everyone but were also aware that this was not necessarily
in the best interests of the pupil who was the focus of the observation. Lucyds needs (see
section 5.3.4) were not being met by her teacher because the teacher was managing
multiple and conflicting demands; Julieds teacher (see section 5.3.2) had misunderstood the
central issues that affected Julieds experience of school and ability to access learning; and
Tomos teacher (see section 5.3.1) relied on him as opposed to striving to meet his needs T

he was a tool she used in order to provide for the whole class.

The code striving for the best was one of the most commonly mentioned responses by

individual staff members as well as being a key part of the values category (See Figure 13
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on p.119). The second most frequently mentioned code by staff described quality as
something defined by an external standard placed upon the school and the case studies
showed this in practice (see Figure 13 on p.119). The cases also generated a number of
issues and challenges about how educational reform operates at the micro-level not least
when both schools and teachers are judged as providing less than satisfactory 'quality’
education. The case study of the teacher in a school one year out of 6special measuresd
(see section 5.3.4) always, it would appear, watching her back in relation to Ofsted, to the
extent that it affected, in combination, her lesson planning, lesson enactment, and teacher-

pupil relations, is a very good example of this.

In chapter 4 there was, overall, a perceived alignment between staff views and official
versions of quality. The case studies showed some tensions but no outright rejections of
such influences T whilst there was acceptance of these definitions there was also a
subversive critique of them too as one teacher (Mrs Dean, see section 5.3.4) struggled to
reconcile multiple and sometimes opposing definitions of quality in her practice. The
attainment focus of the official definitions was criticised and rejected by about a third of
staff members (16/45) in Chapter 4 (see Figure 21 on p.132).

Other notable elements from Chapter 4 were also present in the case studies T for example
case study 2 showed examples of varied enrichment activities. Pupils were rarely in the
same room for more than half an hour because of this. Reflection and being reflective was
described by staff as a key element of quality (see Figure 25 on p.139) and was certainly an
important aspect of case study 3. The work observed in all case studies was almost
entirely literacy or numeracy focused showing the prominence of the basics in classrooms
which echoed in part the findings presented in Chapter 4 but also questions the extent to
which enactments of quality mirror the belief expressed by some schools (see p.160) that
quality was in fact about going beyond the basics.

There is little discrepancy between what pupils say quality is and their enactments of it
within a classroom setting and within the interactions between them and their teachers.
When asked what quality meant Chapter 4 showed that pupils focused on the importance
of social and safety aspects of schooling. This was echoed and elaborated upon in the case

studies, particularly so in case study 2 through Julieds story (see section 5.3.2) but was also
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in case study 1 and 3 (see sections 5.3.1 and 5.3.3) where Tom and Joe either sought out
social interaction or had to be lured away from them to engage with learning tasks set by
the teacher. Lucy was different, the way her teacher encouraged her to engage with her
peers in learning tasks was not interesting for her and she thought the behaviour of her
peers (and their constant social interaction) was annoying and she actively sought to
distance herself from it (see section 5.3.4). Importantly, the social aspects of the pupilsd
definition of quality appeared not to be understood by teachers either in Chapter 4 or in this

chapter.

Independence was another important code in Chapter 4 (see p.125 and Figure 17 on p.126)
and the case studies question teacherds interpretation of the term tending to privilege the
wordds association with 6aloned, dwithout the teachert or équietlyé. This was evidenced in
case studies 1, 2 and 4 (see section 5.3.1, 5.3.2 and 5.3.4) and is different to the meaning
hinted at in Chapter 4 which was more closely associated with pupilds capability, drive,

agency, desire for discovery and meta-cognitive proficiency.

Applying the components of the alternative conceptual framework (see p.70) of the
analysis highlights the weaknesses or gaps in how quality is enacted and moreover that
what people say is not necessarily what they do. This framework placed the relationship as
central to the concept of quality but the case studies showed that whilst this was sometimes
evident it was not always so. For some pupils the relationship was not a positive one that
encouraged and supported learning; in some cases direct interaction between pupils and
teacher was absent (case study 2 in particular T see section 5.3.2). The second conceptual
framework also encourages recognition of unintentional consequences and the case studies,
taken as stories of quality enactments, make visible elements that in Chapters 2 and 4 that
were at the periphery of the dominant definitions or understandings of the concept of
quality. For example the importance of the social world of schooling for Julie and the
negative impact this has on her educational experience and the use of 6goodé pupils as
pedagogical props. Reconsidered, and put within the context of a pupils and teachers
narrative, such apparently innocuous and minor elements of the concept of quality (as they
appeared in earlier chapters) become disturbing.
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Chapter 6 A Synthesis and discussion

6.1 Introduction

The purpose of this, the penultimate, chapter is to bring a level of synthesis to what has

been presented thus far, particularly to the review, findings, and analysis presented in

Chapters 2, 4 and 5. In so doing this chapter revisits the intentions of the thesis and draws

together the key points and makes clear the challenge to quality that has been presented.

The aims were set out in brief in the introduction and again in more detail in Chapter 4 T

they were:

e To challenge how the concept of quality is defined and understood in relation to
primary education in England by:

o

o

exploring the way that the concept of quality has been understood and
defined in text (the academic literature)

exploring with staff and pupils in schools how they understand the concept
of quality in primary education (talk) by collating participant views on
quality using two conceptual frameworks derived from a synthesis of the
literature

observing and interpreting the interactions and enactments of quality with a
subset of participants in four English primary schools (interaction)
critically considering the connection that may exist between the work of
research-engaged schools and an alternative approach to defining quality
that has been proposed but ignored in the literature (that written about by
New (2005) and Burbules (2004) .

The table below shows how each has been addressed.
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Table 18: Research intentions and data

Research intention Data

Challenging how the concept of quality is defined and All — considered in Chapters 6
understood in relation to primary education in England and 7

Exploring the way that the concept of quality has been Chapter 2 — literature review
understood and defined in text

Exploring the concept of quality in primary education Chapter 4 — reporting of
through talk by collating participant views on quality interview data

Observing and interpreting the interactions and Chapter 5 — reporting of
enactments of a subset of participants (interaction) observation and pre-and post-

observation interview data

Critically considering the connection between the work of | Comparative analysis of all data
research-engaged schools and an alternative approach to | (described above) from school 1
defining quality that has been proposed but ignored in the | and 3 compared with that from

literature school 2 and 4

This chapter draws together the key points from Chapter 2 and the findings from Chapters
4 and 5 in response to the sub-aims above. Chapter 2 described, analysed and synthesised
literature on quality and arrived at two distinct conceptual frameworks which have been
applied throughout this thesis. The first depicted a series of four key areas that, either
alone or in some combination, offered a description of quality and the means by which it
was measurable or made visible. These four areas were values, responsibility, business
and levels (see p.65-69). Although each of these branches differed they all shared a focus
on outcomes, a preference for quantitative measurement and a tendency to avoid difficult
debate.

The second offered an approach quite different to the first conceptual framework (see
p.70). Rather than describe quality in a static way like the dominant model it emphasised
questioning relationships, activities, attitudes and behaviours of teachers or between

teachers and pupils.

The first conceptual framework was heavily criticised in Chapter 2 for narrowing how the
concept of quality in education is understood T albeit unintentionally. The second
conceptual framework was inspired by the work of a number of scholars who have been
particularly influential in this thesis (New, 2005; Burbules; 2004; Pollard with Filer, 1996;
Pollard et al., 2000) but whose ideas were not reflected in the dominant framework and

subsequently absent from debate on quality.
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Following their introduction in Chapter 2 both conceptual frameworks have continued to
play a part throughout this thesis in the foundation of theoretical and methodological
frameworks in Chapter 3 as well as the methods adopted in data collection and the
approach to analysis. They continue to play a part in this chapter too in the final synthesis

and summary of data.
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6.2 A challenge to definitions of quality

This section starts with a general discussion largely centred on the response to questions
about what quality meant to participants. Comparison is drawn between participant groups
and between findings and key points in Chapters 2, 4 and 5. After this the dominant
conceptual framework comes centre stage again as | compare the conceptual frameworks
with the views of staff and pupils. The result is a challenge to the way that quality is
understood and defined but also suggests ways in which staff should be challenged about
the way they understand and define quality T and enact it too. In turn I will talk about
values, responsibility (these two were directly reflected in the interview schedules used in
Phase 1 data collection) and then levels and business influences (these two categories were
not directly reflected in the interview schedules).

Analysis of the data gathered in Phase 1 mirrored in many ways what the literature
suggested about quality T quality can be understood in many ways and complexity and

contradiction in definition is common.

The figure below (Figure 46) summarises the response from staff when asked what quality
meant. The arrow on the left contains the thematic grouping of codes (and relates to
Figures 10 and 13 in Chapter 4) and the arrow on the right contains the most frequently
given responses (and relates to Figures 10 and 13 on p.113 and 119). There was not a great
deal of difference in the code counts within each of the thematic groupings suggesting that
staff definitions of quality were evenly shared between the four categories. Reliance on
values to understand quality was only slightly more common than as describing activities

and structures and behaviours.
The most frequently mentioned codes reflect some of the pressures that staff perceive from

outside the school T like inspection T but also the pressure to always strive for the best, to
offer extra (exiting enrichment) and to be reflective in their practice.
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Figure 46: How staff defined quality

striving for the best;
externally imposed
standards; exciting
enrichment opportunities;
being reflective

values; educational
provision, teaching and
pedagogy; educational
structures; ways of behaving

It is interesting to note that the experiences of this study suggest that TAs remain excluded
from full membership of the teaching team (based on TAs not being represented within

two of the four schools despite having been invited) within schools.

Pupils were not asked exactly the same question which created difficulties when
comparing data. Instead of asking a direct question about quality the pupils were asked a
series of questions that collectively were designed to understand the same thing (see
section 3.4.3 in Chapter 3 for more details). As a result instead of one diagram there are

two for pupilsd responses.

There is some similarity in the contents of the arrows on the left in Figures 47 and 48
(these equate to Figures 11 and 12 on p.114 and 117). Pupils highlighted the social side of
school, care, and people and interactions T not included in the staff response. They also
mentioned similar aspects to those mentioned by staff, for example education provision

and activities.

The right hand side arrows (the most frequently mentioned codes in response to each
question) echo the thematic analysis with social aspects of schooling featuring alongside
the educational aspects. Collectively the social nature, the social dangers or threats and

non-learning aspects of quality feature far more highly than they did in the staff views.
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Figure 47: What pupils said they liked about school

Figure 48: How pupils described a perfect school

=) ¢m

It is interesting that staff and pupilso ideas about what the concept of quality means are so

different with pupils emphasising the experiential aspects more, particularly focusing on

the social difficulties encountered with other children and a need to feel safe from harm.
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6.2.1 Comment on quality

There were some interesting discrepancies between what staff said and what they did too.
It is also interesting that the aspects of staff definitions of quality reported in Chapter 4 are
called into question in Chapter 5. For example the four case study teachers were not
always ostriving for the bestd for the case study pupils T in some cases they knew they were
failing some pupils (for example, Julie and Mrs Dean T see section 5.3.4). This is not to
say the teacher was content with the situation but it makes visible the complex and often
uncontrollable aspects of teacherfs roles. However, in another case study (Julie and Mrs
Connor T see section 5.3.2) the teacher showed neither awareness nor concern about
achieving the 6besto for the case study pupil. This makes visible less forgivable
discrepancies between the meanings that staff gave and the enactments that were observed

in the classroom.
Some interesting connections between the literature and the data are evident too T there is a
connection between the breadth of things mentioned and the list that Gray and Wilcox

considered important in 6frameworks for judging qualityd (1990) (see page 38/9).

It is also interesting to note the mirroring of local context and recent history in both
Chapter 4 findings (see p.150-157) and the literature (see p.56).
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6.3 Values, purpose and quality

In Phase 1 staff and pupils were asked a direct question about the purpose of education. In
this case the question was the same to both groups so the responses are comparable.

Table 19 below shows a summary of responses from staff and pupils alongside some of the
dichotomies presented in the literature and the emphasis added by the observation phase of
data collection. The comparison of these four data sources in this direct manner reveals

some interesting points.

Table 19: Purpose — compared

Literature Staff (Chp4) Pupils (Chp4) Enactment (Chp5)

Individual, societal, economic
and democratic purposes

compete or complement Teachers
emphasised the

importance of
conformist
behaviours and
social conduct

Independence | Learning

Functional or profound? Knowledge Jobs
(Campbell, 2008)

Flexibility and autonomy
versus centralisation and
standardisation (Shuayb &
O'Donnell, 2008)

Social skills Maths Pupils emphasised
the next phase of
education or the

' mastery of
Spgety/ _ Future knowledge or levels
citizenship
Next ph f
Future &t phaseo

education

Firstly, independence was the most frequently mentioned purpose of education by staff.
Sometimes this echoed the meaning associated with independence in the literature review
which emphasised the requirement to achieve some level of independence which would
enable individuals to participate successfully in society and be a productive citizen (see
p.32-34). While this was reflected in comments made by staff, more often in the staff
responses greater emphasis was placed on the need for pupils to master some degree of
independence in school and as a skill that would be useful in their more immediate
educational careers. Most often when talking about independence teachers were making

references to the school environment and the need for pupils to be able to work alone and
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without help rather than develop any sense of resilience or perseverance. Chapter 4 (see
p.128) presented the data on this along with a quote from a FS teacher that talked about
independence as a required skill to support pupils as young as four with self-directed
learning, peer support, being resourceful and taking responsibility for their own learning.
The need to be independent is not so much a desirable skill for a successful future but a
necessary one to secure survival of school. There are echoes here with Pollardés
description of pupils coping with school (see p.48). In similar fashion, one of the case
studies in particular also emphasised the importance of social conduct and conformist

behaviours (see section 5.3.1).

One suggestion made by this study is that some of the characteristics of the good pupil are
about the ways in which those pupils are also independent. Mrs Alyson (see section 5.3.1)
talked about the difficulties of teaching a fast paced curriculum to a class of different
abilities hinting that the more a pupil could take responsibility for elements of their own
learning and behaviour the more time was freed for the teacher to get on with teaching or
helping those pupils who did not have the same level of independence. This was in part,
what made Tom good. Independence was important to Mrs Dean too (see section 5.3.4)
and she relied on Lucy to work alone (or without teacher support) much of the time. The
case study evidence suggested that Lucy was unchallenged and at times bored (see p.197).
Mrs Dean was aware of this and explained the difficulties she had in managing so many
demands in her class of Year 5 and 6 pupils. According to Mrs Dean she did not have the
time to spend with Lucy even though she knew the difference it would make. So whilst
independence was something that Mrs Dean required from Lucy it was not necessarily

something that she chose or wanted.

Interestingly, when asked about the purpose of education (phrased as: 0What is school
for?’) the pupil responses were in agreement with staff more than their responses to any
other question. They talked most about the purpose of education being about the future
and focused less on the experiential side of education T their views placed emphasis on
learning (relevant subject and knowledge that they would need in the future), preparation
for employment and jobs, the need to be able to calculate in everyday life and to prepare
for the next phase of education. Some of the data presented in Chapter 5, particularly in

the case study of Lucy and Mrs Dean (see section 5.3.4) was in line with these comments.
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Lucy recognised the importance of the next phase of education T as a Year 6 pupil she was
aware of the transition to secondary school and her teachers (and school leaders) ambitions

for her to attempt a Level 6 paper as she edged closer to this transition.

The literature on values, purpose, aims and goals in education also talked about the future.
As well as describing the three complementary and/or competing purposes described on p.
30 (individual, sociological and market oriented) the literature also identified a number of
dichotomies. For example, Shuayb and OdDonnellés (2008) description of values and aims
set in a flexible and autonomous way at a local level or set centrally and executed in a
standardised fashion (see p.30). Another example from Campbell (2008) distinguished
between functional aims and purpose of education and the profound (like being a better
person). Nothing similar to these dichotomies was present in the comments made by staff
or pupils or in the interactions in report in Chapter 5. No participant group gave any
indication that they were even aware of the potential for disagreement about aims and

purpose.

This links to the need for debate about what the aims, purpose, values and goals of
education should be T something that Alexander and colleagues were keen to revitalise
(2009). Interestingly Alexander concluded that aims were best set at a local level within a
broader national framework (see p.36). The absence of any critical appraisal concerning
purpose and values would suggest that staff within schools would find such engagement
difficult. Adding to this the findings presented in Chapter 4, (p.153-159) would suggest
that the local level T or in my words the school circumstance T play an important part in
defining quality at any one point in time and that this could differ between schools quote
substantially. The lack of awareness, skill and knowledge to support engagement in such
debates on the part of staff is concerning when considering broader definitions of quality
than those espoused by the dominant model.

6.3.1 Comment on quality

The figure below (Figure 49) shows the values diagrams from the dominant conceptual
framework and highlights the areas where the findings from staff, pupils and interaction

have offered challenge.
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The responses from staff and pupils suggests agreement between the views of participants
and the dominant conceptual framework in terms of the future interest for the individual,
society and market productivity and participation. There are differences in interpretation
over independence, moral and social cohesion T the next level of the diagram. In the
literature these were all equally far in the future but in the responses of staff in particular

these were more about the immediate future or even at this time.

There are two time points that matter when defining quality. The first is that the prime
purpose of education is for the future (the pupilds adult future) in line with the dominant
framework. The second is more immediate and about fostering the skills of independence,
conformist behaviours and social conduct for schooling as a means to equip the pupil to
succeed (or cope) in an environment that requires agency and resilience, metacognitive

skill and competition for attention amongst 30 or more others.

Figure 49: Dominant conceptual framework revisited (values)

<
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Values (aim,
purpose, goal)
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6.3.2 A research-engaged school comment

Interestingly, the responses to this question about purpose in education were among those
that did show some difference between the research-engaged schools and the two non-
research-engaged schools. Independence did not feature highly in the responses from
research-engaged schools (with only two out a possible 12 staff members in research-
engaged schools citing this as a purpose compared with 13 out of a possible 28 in non-
research-engaged schools (see Table B11 in Appendix B). This is far from a definitive
finding but is an interesting point in the light of the discussion at the end of Chapter 2
(p.72) which summarised elements of Newds 6quest and questiond approach (2005) as
favouring an unconventional and more immediate view of aims (see Figure 50). This is
complex but interesting. Greater numbers of teacher in non-research-engaged school
focused on fostering independence as an aim T in light of the alternative framework |
would argue this was not surprising because the staff interpretation offered by many runs
counter to placing the teacher/pupil relationship at the heart of quality definition which was
key pillar of the alternative framework. In contradiction to this independence also seemed
to be interpreted as more immediate and activity focused which would bring the non-
research-engaged school staff viewsg in line with the alternative framework.

In terms of the two frameworks in this thesis independence seems to be a bit of an anomaly
that requires further work and exploration to understand its place within participantos
definitions of quality. It may also be that two frameworks also need further work and
refinement so they can accommodate some of the more complex ingredients of

participantos views.
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Figure 50: Alternative conceptual framework revisited (1)

Adult/child relationship central

Activity more important than outcome
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6.4 Responsibility for quality

The dominant conceptual framework set out at the end of Chapter 2 contained a branch
labelled responsibility T indicting the actors or aspects of the education system that were
most often, in the literature, associated with having responsibility for quality in education
(see p.69). This diagram contained, amongst other things, three items T schools, teachers
and pupils and the notion that they could be good (or bad). The implications were twofold:
first that schools, teachers and pupils were at the heart of understanding quality; and
second, that schools, teachers and pupils were in some way responsible for quality. Each
of these items was explored with the staff and pupil participants during the interviews and

the case studies.

6.4.1 Good pupils

The idea that there was such a thing as a good pupil was controversial in interviews with
staff but not with pupils. Many teachers initially rejected there was any such thing but half
of those that rejected the idea then described in detail what a good pupil was. The findings

from across the thesis have been collated into the table below (Table 20).

Table 20: The good pupil - compared

Pupils
Literature Staff (Chp4) (Chp4) Enactment (Chp5)

Much of the literature
does not consider

oupils Engaged, responsive,

bright, willing, team player,
Eager and curious Not violent helpful, happy, loves to
learn, a role model,
contributes ideas, useful,
predictable, reliable, able,
used as pedagogical prop

Much wider than just
'good' - schooling is
difficult for pupils to
navigate

Good and bad No such thing Kind

Good pupils are
deserving - but bad
pupils are problematic

Good listener Friendly Creates a 'bad' pupil

ideas of good and bad

Outgoing/confident | Nice 'stick!
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On the one hand teachers found it unacceptable that there could be such a thing and yet it
was easy for many to then label the most prized characteristics of a good pupil. In terms of
how the concept of quality is understood in education at primary level this causes some
difficulty with what a good pupil is supposed to be. As first suggested on p.177 in the
account of Tom and Mrs Alyson, a good pupil made it easier for the teacher to do her job T
in fact many of the codes in Table 10 (p.137) could have been responses to the question:
0What kind of pupil is easy to teach?0. Examples from the raw data also described an ideal

pupil, for example a Year 1 and 2 teacher said a good pupil was one that:

‘[...] wants to learn, wants to achieve, maybe has goals in mind (but obviously the
teacher helps with that) but they want achieve the goals themselves. That reflects
on their own learning so they can say I’ve learnt this or I want to learn this... that
think about or talk about what they learn - so to be able to verbalise everything
they are doing. Someone who is self-motivated, someone who can adapt to work in
teams, partners, individually so they get the most out of their learning, someone
that asks questions’.

The description is of a driven, motivated, ready-to-learn, independent child T and | am
suggesting also one that is easy to teach. Such descriptions, typical of the data presented
on p.138-141, also say something about factors beyond the control of pupils in primary
school. For example, it mentions elements of personality, attitude and behaviour that a
child would have little or no control over. Some of the characteristics of a good pupil are

out of the control of the pupil (for example, being confident and out-going).

There are a number of issues worth raising the first of which is about the extent to which
teachers challenge official discourses which paint some pupils as 6badd and responsible for
eroding the quality that others aim for. At the crux of this question is another about
fairness T these pupils may not be in control of the things that make them 6badd, where
that blame lies is problematic, sociological and political. Finally there is also a question
about the extent to which school staff have the power to control quality when they are not

in control of all the components that constitute it.

Staff were asked this question because the dominant framework suggested that the notion
of a good pupil is part of the debate around issues of quality (p.45). The way this played

out in the fieldwork was surprising. | had assumed that because the idea of a good pupil
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was uncontested in the literature that it would not provoke a strong reaction amongst
participants, | was unprepared for the negative reaction of staff to my question and then
over prepared for similar reaction from pupils. The teachers reaction against being asked
such a question coupled with the ease at which they did so speaks of a deep seated conflict
perhaps in the way teachers think about teaching, learning and pupils and the way they
think about children (or the way they think they should think and/or speak about the
children they teach).

The literature painted pupils as both good and devild or bad (Pollard, 1985) and as both
deserving and problematic (DfE, 2010; Rose, 2009). Some reports elaborated on the
definition of a 6good pupild, for example the Rose review (2009) gave the following

description of a pupil, suggesting this as the norm:

‘Primary children relish learning independently and co-operatively; they love to be
challenged and engaged in practical activities; they delight in the wealth of
opportunities for understanding more about the world; and they readily empathise
with others through working together and through experiences in the arts,
literature, religious education and much else.’(ibid. p.10)

Rose talked about échildrend and the way they 6enjoyd, ddelightd, érelishd and dloved
learning. The findings presented in this study T particularly those in Chapter 5 T suggested

that not all pupils are good in this way.

The acceptance of such a construct raises conceptual and practical issues for other pupils
too - what about all the pupils who are not good? Legitimising the idea of a good pupil
could be even more damaging because accepting it automatically creates an opposing
group who are by implication dnot goodd (see p.42 T Thomas and Loxley, 2005; Gewirtz,
2000) Téestablishing certain knowledge as valuable [...] automatically creates a group that
lacks it; indeed the only knowledge that is valued in this way is precisely knowledge that
only a relative few possesso, (Burbules, 2004, p.7). Given pupils (and teachers) may have
little control over their ability to either be or to encourage pupils to reflect those
characteristics that make them good (also indicated in MacLure et al., 2012 T see p.58) it
seems morally questionable to accept the good pupil as an idea and as a defining element
of a definition of quality.
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Conversely the pupilos description of a good pupil was vastly different to that described so
far in this section. Instead, they focused again on the behaviours that pupilés exhibit and
the need to feel safe from others. Added to the responses given by pupils to other
questions (what they liked and what made a perfect school reported on p.117-121) the need
to be safe from others, safe from danger and safe from the environment as well as the
importance of being amongst familiar and supportive people and having some degree of
consistency amongst those people emerged as critical aspects of a definition of quality for
pupils. Notably this was absent from staff definitions of quality and response to all
questions asked of them. In the case studies safety from others and the difficulty and
dangers associated with navigating the social side of school was most visibly an issue for
Julie (case study 2, see section 5.3.2). The notion that pupils experienced school and
education as a difficult social experience is not new. Some of the literature emphasised the
complex social nature of school (Pollard, 1985; Pollard with Filer, 1996; Cullingford,
1997; Breggin, 2000; Harber, 2000). Other literature suggested a connection between
academic performance and enjoyment (Gorard and See, 2011) or emphasised the role of
relationships and interaction. Gorard and See (2011) did investigate the relationship
between enjoyment and learning reporting positive conclusions but the spotlight has not
yet been turned on exploring the effects of these complex relationships on learning. The
findings from this study T from both the Phase 1and Phase 2 data T would suggest this is an
important element of understanding quality, particularly if the views of pupils in any

definition or approach to defining quality are to be considered seriously.

6.4.2 Good teachers

Both staff and pupils were asked a question about what a good teacher was. Their main
responses, along with the some key elements from the literature review and Phase 2 are
presented below in Table 21.
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Table 21: A good teacher - compared

Literature Staff (Chp4) Pupils (Chp4) Enactment (Chp5)

Offers love, care

and kindness Gets to know pupil

Reflective

Building trust and
Flexible/adaptable | Fun/ entertaining relationships - with
pupils and family
literature describes

either teachers as the Structures support

Puts pupils first o Reflective
most central element within lessons
of quality or as not
Thinks teaching is . . .
good enough about & Does literacy Engages in discussions
activities about learning

relationships
Being nice to pupils and
caring for them

Provides rules and
codes and expectations

The concept of a good teacher or a good school was far less controversial than that of a
good pupil. In fact teachers gave a sense that describing or defining a good teacher was
simple and free from the discomfort that many experienced when asked about a good

pupil. Despite this I think the idea of a good teacher is no less complex.

Teachers thought that good teachers were reflective, adaptable, able to put the learner first
and approached teaching through relationships. Pupils thought a good teacher offered love
care and kindness as well as some light relief in the classroom T fun and entertainment
were also important. This was not particularly surprising but it was interesting that
teachers did not reflect this view in their answers to the question showing, yet again, a gulf

between what was important to teachers and what was important to pupils.

The literature reflected more of the complexity underlying the idea of a good teacher
raising issues concerning the impact of narrow discourses on quality on how teachers view
themselves and how teachers relate to others in their work (Gewirtz, 2000; Osgood, 2009;
Larsen, 2010). Other literature debated the centrality of teachers to achieving quality
(defined largely by pupil outcomes on national tests) with some arguing that teachers were
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the most critical element of achieving quality (DfE, 2010; Rose, 2009) and others saying
that teachers were overly credited for pupil progress (Sammons et al. 2008). The data
from staff in schools, collected in Phase 2, shows no recognition of such debates or even
recognition of different positions on the importance of teachers in understanding the
concept of quality. The data gathered in Phase 2 however I think tells a different story.
Mrs Dean and Lucy for example (see p.195-203), offer a neat account of a teacher enacting
just the kind of struggle that Gewirtz (2000) was referring to, described first in this study in
the final paragraph of p.47 T that teachers are caught in the middle T directed by above
(government, leadership) to adopt a narrow quality interpretation but may themselves hold
broader interpretations of quality (albeit sub-consciously). Being encouraged to enact one
version T one that values pupil outcomes above all else T clashes with their own broader
interpretations. | think this is evident in the comments made by Mrs Dean reported on
p.195-203. Mrs Dean was unaware of all of this T unaware of the different positions
evident in the literature, unaware of the views of scholars that suggest teachers might
struggle to enact competing understandings of quality and unaware of her interactions with

a pupil and how these might be affected.

6.4.3 Good schools

According to staff, a good school was made up of good teachers, leadership, vision and
direction as well as underpinned by the staff-pupil-family relationships (see Figure 31 on
p.147). According to pupils a good school was one where pupils were safe, echoing their
views from elsewhere in Chapter 4 (see Figure 33 on p.148).

Table 22: A good school compared

Literature Staff (Chp4) Pupils (Chp4)
judged to be good (or not) in | Staff/teachers safe

some official capacity

have good leadership leadership nice environments

are held accountable

vision/direction

staff, pupil, families
are foundation

organic places of
change

places of fun and
play

there are teachers
and staff
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The idea of a good school and a good teacher appeared interrelated with questions raised in
analysis about the relative importance of the good school and teacher in definitions of
quality T which is most important and does one lead to the other (see Table 14 on p.155)?
For example there were connections made by staff and pupil interviewees between the
challenges the school had recently faced and the range of defining characteristics of quality
they cited T the bigger the challenges the wider the range of characteristics (see p.151 and
Figure 35). There was also a mirroring between the type of challenges and the types of
responses (see p.154 and Figure 38). So for a school recently out of special measures
whose staff had been subject to a series of termly inspections for up to two years, the
Ofsted version of quality was echoed in the views and responses of staff and pupils in
response to my questions. This showed a link between what they had recently been
prioritising and what they viewed as quality. This, it is suggested, shows that quality is
largely defined by school circumstance. This part of the description of findings was
framed by the extent to which circumstances and regimes external to the daily routines of

the classroom impact upon what happens there.

6.4.4 Comment on quality

The school staff in this study appeared to echo some of the ideas within the literature but I
argue that the data particularly emphasised certain elements more than others. Figure 51,

below, emphasises these areas.
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Figure 51: Dominant conceptual framework revisited (responsibility)

Responsiblity

Puplls

My study suggests that, although controversial, the notion of a good pupil is an important,
central and difficult part of how quality is defined by both staff and pupils. Although
recognised in some of the literature it is the importance and centrality suggested here that
is not reflected within the dominant conceptual framework. The use of a second
alternative framework within this study has helped to make visible the magnitude and
manifestation of this concept. Despite this some elements important to definitions of the
good pupils (like independence) do not fit well in either calling for further investigation

and refinement of the frameworks.

Another similar element emphasised by my data concerns that of the good teacher.
Although not controversial | have argued this is complex and largely mistakenly accepted
by participants as a simple idea. In fact | argue that some of the staff that took part in this
study are unaware of the complexity despite the fact that they struggle with the difficulties
that arise from their attempts to enact multiple and conflicting definitions of quality in their
classrooms on a daily basis. This chimes with ideas from scholars such as Gewirtz (2000)
who expressed concerns about the way that narrow quality agendas undermine the complex

relations and interactions of pupil teacher making them more production line (p.47).
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In terms of the alternative conceptual framework the discussion presented here comments
on four of the six pillars (see Figure 52 below). The centrality of the adult/child
relationship and the acceptance of learning taking place in social educational settings have
both been placed centre stage, particularly by the views of pupils in this study, casting a
challenge to the dominant framework and the absence of either of these elements there.
The idea that activity is more important than outcome has come under scrutiny. First
through the literature that suggested epistemological difficulties created under the
prevalence of narrow conceptualisation of quality and the impact of these on pupil/teacher
relationships and secondly, through the enactment of exactly this in the case study
analyses. Finally, many unintended consequences have been made visible by using
interaction and enactment to investigate the ways in which quality might be defined in
addition to dtalkd and Gtextd (see section 3.3.2). This has made observable far more than an
outcome focused framework and revealed tensions between the dominant and alternative

conceptual frameworks.

Figure 52: Alternative conceptual framework revisited (2)

mal Adult/child relationship central

smmd  Activity more important than outcome

=l Learning happens in social educational settings

=mmd Accepting of unintentional consequences

=aad Requires unconventional view of aims

=aad Relentlessly critical

Good schools, leadership and inspection frameworks have also been the focus of many of
the participants of this study and to a lesser degree this thesis has challenged the
relationship between the concept of quality and these three elements that were included in
the responsibility branch of the dominant conceptual framework. Leadership has been

surprisingly quiet element but this may be due to the methods and questions used which
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did not encourage participants to feature leadership as prominently as they have pupils and
teachers and schools.
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6.5 Levels of quality

Compared to other areas of the dominant conceptual framework there is little recognition
of this branch in the responses given by participants T what was complex in the literature is
almost ignored in the views of staff and pupils. Figure 53, below, shows that beyond
recognition of quality being a positive, desirable and good thing there was no discussion or
reflection upon the philosophical debates concerning excellence, transformation, business
outcome-oriented interpretations, and the related issues of access, equity and entitlement
(Harvey and Green, 1993 T see section 2.2.1).

Figure 53: Dominant conceptual framework revisited (levels)

There was however, recognition from a minority of participants that quality might not be
definable (as the dominant conceptual framework asserts) suggesting instead a small
number of participants who considered the concept of quality in terms similar to those
suggested by Burbules (2004) in his anti-teleological description (p.54). This is one of the
foundational aspects of the alternative framework T it treats quality not as an outcome but
as a quest or a journey, most visible in the second pillar which states that activity is more

important than outcome (see Figure 54 below).
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Figure 54: Alternative conceptual framework revisited (3)

e Adult/child relationship central

= Activity more important than outcome

Learning happens in social educational settings

md  Accepting of unintentional consequences

s Requires unconventional view of aims

md  Relentlessly critical

Herein lays a major problem | think. To treat quality in this way requires knowledge,
language and criticality which, for the most part, the staff and pupils in this study did not
possess. Harvey and Green (1993) pointed out that quality as transformational was reliant
on the consumer having the right 6habits of mindd which meant a level of criticality to
engage with the education debate. Such skill they argued (see p.25) was rarely taught (at
HE level) and presumably less likely to be taught in school. How then are teachers
expected to acquire such skills? These skills and knowledge are not encouraged by the
dominant conceptual model of understanding quality either but they are valued in the

alternative framework.

On balance the staff views have been more closely aligned to the dominant model than
they have to the alternative one (see Figures 49 and 51) T where the latter has been seen it
has been an interesting minority view. This would further suggest that these staff were
predominantly affected by influences of the dominant model and therefore have not been
encouraged to develop and use knowledge about the ways in which quality as a concept in
primary education can be understood, the language of talking about it (particularly in
relation to understanding it through interaction) and a critical voice. The point | am
making is that the staff participants were unable to engage in any meaningful way with

levels because they did not possess the necessary skills and knowledge to do so.
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Does this matter? | would argue that it does because the pupilsd views have emphasised
the importance of the alternative framework in understanding the concept of quality (by
focusing on the immediate experiential aspects of school and relationships) yet the staff

seem not to possess the necessary skills to engage with it.

This lack of ability also isolates school staff from the wider discussion and debate. Staff
isolation was also suggested in another way by the response to questions about the things
that influenced their definitions of quality. A comparison between the literature and the
staff on influences shows the following (see Table 23). The literature reflects deep seated
influences from business, production (Sayed, 1993; 1997; Hoy et al., 2000; Brown and
Lauder, 2004) and notions of good and bad (Gray and Wilcox, 1995; Alexander et al.,
2009; and implied in government documents such as HMSO, 2011; Rose, 2009). Staff
talked about their own personal professional experience (their work as a teacher), the
conversations they have with their colleagues, their own experience at school as pupils in
the past and themselves now. There is nothing in common at this level of comparison T for
the most part, the staff in this study do not look outside themselves or their schools very

much.

Table 23: Influences - compared

Literature Staff (Chp4)

Business - ideas and language Professional experience

Production - idea and language Interacting/talking

Notions of good (and bad) Own educational experience
Me - reflection (personal)

The analysis of the differences between research-engaged schools (which may embody
more of quest and questioning approach to defining quality) is still to come but it showed
that staff within the two research-engaged schools did not think that their view of quality

came from them as individuals (see p.162 and Figure 44).
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The table above (Table 23) shows the lack of awareness on the part of school staff about
the ideas that can influence their interpretation of quality. This is another example of the
lack of teachers criticality and critical engagement with their profession (questioning the
extent to which staff are professional | think). Without engaging in debates and without
the language and skill to engage in debates about what quality is teachers cannot make
rational decisions about the best interpretation for their setting.

Chapter 5 showed teachers struggling to reconcile competing definitions of quality. For
example Mrs Dean knew she was failing to meet the needs of Lucy but had made a
decision attempt to meet the requirements put on her by her head, the next level of
education for her class (who would be moving to secondary school the following academic
year) and the requirements of external judgements of quality (Ofsted) (see section 5.3.4).
The case study showed that Mrs Dean was managing the conceptualisations of quality
imposed by Ofsted, a future oriented interpretations for the next phase of schooling, the
difficulties of a class with a range of abilities and levels but she was doing so for those

audiences and not for her pupils.

When asked about the kinds of things that support or challenge their ability to deliver
quality in the classroom they relied primarily on the staff network immediately available to
them in their school and found time the biggest challenge to delivering what they believed

was quality on a daily basis.
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6.6 Business influences

Staff gave examples of the ways in which business influences permeated their
understandings and definitions of quality. Prized characteristics of the good pupil
suggested teachers valued consistency and reliability. They also agreed that part of the

purpose of education was to ensure future economic productivity and success.

Staff comments about quality also reflected the role of measuring quality with most
implicitly accepting that this was both possible and necessary. There were a small number
of participants that commented on the over-reliance on such measures in definitions of

quality (see p.132, Figure 21).

Most interesting however, was that pupilsd comments, with the exception of
acknowledging the importance of education for future job prospects, did not reflect any
other aspect of the business influence branch of the dominant model.

For staff, there was a sense of tension between teaching as a craft and the need to achieve
some degree of precision and predictability which echoes the views of Hart (1997) which

were described first on p.27.

Figure 55: Dominant conceptual framework revisited (business influences)

consistency

uniformity

Business
influences

benchmarks

measurable

standards
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6.7 Epistemological tensions between research-engaged and non-

research-engaged schools

If there were important differences between the ways in which research-engaged and non-
research-engaged schools conceptualised quality |1 would expect to find evidence of
epistemological or philosophical clashes between the questions asked and the response
given (see p.72/3). Such clashes could show through difficulty, inability or refusal to
answer some questions or in the analysis of responses (for example codes that conflict with
the majority). The comparative analysis between research-engaged and non-research-
engaged schools has explored the data to reveal any evidence of this T this was presented

in section 4.6.

Elements of Newos thinking which were particularly influential included her issue with
interpretations of quality that éinhibit critical thinking about alternative possibilitieso,
(2005, p.446); her belief that learning is a socially constructed activity (ibid.; Mallory and
New, 1994); her interest in the differing forms that quality can take in different contexts;
and her recommendation that quality is underpinned by dsustain[ed] critically reflective

practiced and dcollaborative enquiryd, (New, 2005, p.447).

Although presented as tentative and inconclusive the findings set out in section 4.6
described five apparent differences T definitions of quality in research-engaged schools
appeared to show less tangible approaches to defining quality; be less concerned with
future oriented purpose in education; focus beyond the basics (of literacy and numeracy);
be more outward looking in the influences on their views of quality; and consider staff as

learners.

6.7.1 A less tangible approach to defining quality

A less tangible approach to defining quality could be indicative of a subtle difference
between the two types of school, with the research-engaged schools more likely not to
focus on concrete or discreet events but on process. When asked to define quality they
expressed greater philosophical difficulty. Some of the responses indicated that quality
could not be easily described or defined, it was a 6feelingd: something indescribable (see

p.155). The dquest and questiond approach described in Chapter 2 (see p.63/4) is less
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tangible T the quest is quality and the questions concern everything practitioners do and the
consequences any actions may have on achieving quality. This attitude and approach is the

definition of quality rather than the outcome.

6.7.2 Less concerned with future oriented purposes

The participants in the research-engaged schools appeared to give less or different
consideration to the purpose of education in this phase of education to those in the non-
research-engaged schools. Theoretically speaking this would be expected because the
research-engaged approach prioritises different aims/purposes of education as does the
dquest and questiond view (p.63/4). My expectation therefore was that participants would
find the questions about aims and purpose in education difficult to answer, irrelevant and
perhaps answer by raising more questions. This was, in part, borne out in the data (see
p.159-160) which showed some participants chose not to answer the question whereas
others responded with more immediate concerns like sharing learning journeys and

instilling curiosity.

6.7.3 Focus beyond the basics

The expected area where differences might be made visible was through questions about
what quality meant. Participants in research-engaged schools did not mention the
importance of literacy and numeracy as much as staff in other schools did but there are a
number of important caveats that rather diminish any suggestion that this is evidence of a
wider focus. For example this could have been as a consequence of school capacity rather
than research-engagement.

6.7.4 More outward looking

The connection to the alternative framework inspired by New and Burbules was about a
desire to engage in some level of philosophical critique of what quality means, alone or
with others (or both). The tendency to rely on themselves and insular practices to drive
their views on quality as expressed by the majority of participants in this study was
suggestive of an underlying framework that sees quality as fixed and tangible; one that
lacks fluidity, uncertainty and anything akin Burbulesés (2004) idea that quality can be
indefinable. It was anticipated that if there were to be differences between the two school
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types that the uncertainty of a dquest and questiond approach would be manifest in a need
for discussion. It would result in an unending search for quality which would likely lead to
practitioners seeking out others to inspire, fuel and drive their thoughts and actions. On the
whole the responses given by staff in this study did not constitute evidence of such ideas,
actions or beliefs on the whole. It is interesting that staff in the research-engaged schools
did hint at this. | would not suggest this be taken as evidence of a difference but in a wider

data context should not be dismissed too early.

6.7.5 Adults as learners

A quest and question approach would require and encourage a greater degree of
interaction/questioning/discussion/reflection much of which may be shared. There were
echoes of the alternative framework in the responses given by staff in research-engaged
schools that reference the idea that the need to be a learner is manifest in the actions of a
practitioner whose underlying framework for defining quality is sympathetic to that which
I have described in this thesis as an alternative approach.

6.7.6 A comment on quality
While the findings are largely inconclusive there are some interesting differences evident
between the two which point to some avenues for further research and investigation. The

causal nature of these is not clear and that is in part a methodological issue.

This chapter has synthesised the key findings from across the thesis and prepared the way
for the next and final chapter. Chapter 7 concludes and challenges the way that quality can
be understood and the way it is defined. It is also an opportunity to reflect on the successes

and challenges of this study.

243



Anna Riggall A PhD Thesis

Chapter 7 A Conclusion

7.1 Introduction

| set out to challenge the way in which the concept of quality is understood, approached
and defined inspired by a long standing interest in the concept of quality and a belief that
the concept of quality is vague, elusive and important in equal measure. This began during
my Masters research which investigated the concept of quality in an EFA context from the
perspective of pupils. It is also a response to my professional research experience in
England which, over the past decade, has exposed me to primary schools, classrooms and

research projects which have deepened my views about the arcane nature of the concept.

By challenging the interpretation of the concept my intention has been to:

o reveal weaknesses or gaps in the current understandings and offer something to
redress the balance

e reawaken interest in less prevalent ways of investigating or understanding the
concept of quality

e experiment with investigating quality through interaction in particular and to start
the development of language that those in schools can use to talk about quality

e suggest where further research or thought is needed to continue to develop broader,
deeper and pragmatic understandings about quality.

The remainder of this chapter is dedicated to expanding on each of these bullet points and
in the process making clear:

e my conclusions T my challenge to understandings, definitions and
conceptualisations of quality in relation to primary education in England and the
direction of further research

e the success, challenges and limitations of the thesis and experience of undertaking
this research

e the original contribution of the thesis.

The very final section, section7.3, offers a final comment on the personal journey towards

the completion of the thesis.
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7.2 Conclusions

This study has considered a topic of relevance and importance to a range of areas within
education including leadership, policy, pedagogy and teaching and learning. Greater
understanding of the concept of quality in primary education could inform practice in
school contexts, support further research and provide a platform from which school leaders
and practitioners can challenge and advance their own context, experience and practice

with greater clarity.

The theoretical contribution of the study can be characterised, in the words of Edmondson
and McManus (2007) as 6nascentd (p.1160). Such research seeks patterns and tries to
build elements of theory for further testing/investigation (Edmondson and McManus,
2007).

Section 7.2 presents four concluding discussions and indicates areas for further
investigation (in 7.2.1). It then considers the success, challenges and limitations (section
7.2.2) of the thesis.

7.2.1 Ways of approaching the concept of quality

Tackling naivety

Moss and Pence (1994) suggested that those who dictate how quality is defined
(researchers, policy makers and official bodies for example) need to stop imposing their
own models of quality on research and evaluation and start to search for éperspectivesd T a
move away from universals and towards a respect for écultural, environmental and social
diversityd (p.177) (see p.62/3 for first discussion of this text). This thesis has attempted a
search of this nature. In so doing this study has challenged my own definitions and
understanding of the concept of quality in primary education and | hope will challenge

others too.

In the opening chapter and in Chapter 2 | was critical of narrowing definitions of quality.
While I remain critical of such interpretations of quality and believe that any definition (or
approach to defining quality) that sets out rigid criteria, descriptions or rules will limit how

quality can be understood my own definition of the concept has altered.
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Having completed the literature review and having arrived at two different conceptual
frameworks my opinion was, at that time, that the second of these, the alternative
framework, should be used instead of the first because it could overcome the narrowing
and limiting effect of the other. Having explored quality through multiple perspectives as
Moss and Pence suggest and through interaction (as was suggested by Pollard with Filer,
1996, Pollard et al., 2000; Wrigley, 2013; Coffield and Edward, 2009; Burbules, 2004;
New, 2005) | now believe that it is the combination of the two that could create broader
ways of approaching the concept of quality. Staff and pupils have described and enacted
elements of each framework and helped to reveal some areas of consensus (for example,
purpose of education is future oriented) as well as deep seated difficulties (for example, the

good pupil and the gulf between staff and pupils ideas in many areas of quality).

The definition | gave at the start (see p.12) reflected Harvey and Greends category of
distinctive excellence. My view on this has altered also. I like what the alternative
framework offers T | think that it overcomes the limiting effect of other frameworks and is
aspirational. As an active framework it avoids the narrowing effect of more descriptive
ones (like the dominant model) but is also more usable than distinctive excellence is as an
idea T this is just too arcane a description to be workable, as Harvey and Green (1993)

suggested (see p.22/3).

The two conceptual frameworks, arrived at through analysis and synthesis of literature, are
important contributions that add originality to this thesis. Despite this contribution, made
possible only through the availability of a broad and intelligent literature, it is also my view
that the literature (taken as whole) is still naive. This is one of my overarching conclusions
and applies equally to participantsé knowledge and literacy in relation to the concept of

quality.

I refer back to the points made by Halliday (1994) (see p.51) which talk about the
epistemological and semantic complexity associated with the concept of quality T the fact
that this still exists is testament to the naivety of the debate. The lack of semantic clarity,
the lack of clarity over which areas are understood well and which are still vague; the
absence of in-school perspectives from the literature; and the absence of an interest in

quality across education phases (at present the UK literature focuses mainly on Early Years
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and HE) are all indicators of naivety. This calls for more debate, more thought and more

research to develop the concept as an area of academic study.

The findings presented here show the wealth of opinion that in-school perspectives brings
to the debate. The data collected and analysed in this study suggests that the participants
were also naive and for the most part did not possess the knowledge and skills necessary to
engage in any debate. For the most part, they did not even demonstrate awareness of areas
that might require debate. This, | would argue is a call for education, thought and research

to develop the concept of quality as a pedagogic study.

The dominant and alternative frameworks are important developments and are a first step
away from this naivety. This is important: they are only a first step and themselves require

further refinement, thought and application.

Engaging a range of people in defining quality

There are other areas where further work, thought, study, discussion and awareness raising
are also needed. The importance of ensuring a range of stakeholders engage in difficult
discussions was highlighted in the literature by a number of scholars (McNess T see p.60;
Biesta T see p.54; Burbules T see p.55) but the data gathered in this study suggested that
participants did not possess the knowledge and skill necessary to enter into these debates.
This constitutes a serious barrier to the development of the concept of quality as a topic of

academic and pedagogic importance.

Quality and school staff

Staff in the four participating schools made valuable contributions to the thesis and
represent one of the successes of and points of originality within the study. In terms of
understanding quality there are a number of thematic strands worthy of mention in this

final chapter T independence and purpose and aims.

Through the lens of values staff emphasised the important of independence as a skill that
pupils needed to develop for the future but there was an undertone in their comments that

suggested it might be needed more in school than beyond. | am left questioning whether
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this is example of the semantic complexity or ambiguity which requires further
investigation and refinement of language or whether it is a solution to a teacher problem
(as suggested on p.221). The case studies suggested it was used as a synonym for ¢aloned
which works in opposition to the desires of pupils T particularly those in the case studies T
who sought interaction and actively tried not to work alone. Chapter 6 has raised further
questions about its position in the two frameworks and its treatment by the two types of
schools. This particular element of quality is interesting and worthy of further study in its

own right.

Another of the conclusions | wish to make concerns the need to educate, raise awareness of
and equip staff in schools to better understand the complexity of quality. This is an
extension of the point made three paragraphs before. This knowledge should go hand in
hand with attempts to ensure staff are literate in the concept of quality enough to engage in
the debates that matter. The knowledge required would include understanding quality and
its many complexities, conflicts and difficulties associated with attempting to define it as
well as the myriad of differing definitions that currently are in operation. The skills needed
would include criticality and critical reflection (as described in the alternative conceptual

framework).

Balancing the future oriented natures of purpose or aims and the immediate experience of
school has emerged as difficult to achieve, (see p.222/3). There was agreement in pupils
and staff voices about the future oriented nature of purpose yet a strong thread of
experiential focus given by pupils throughout. This was further shown in the observations.
How can purpose/aims encompass and reflect, in the right measures, both immediate and
future concerns better than they do now? On a bigger stage how can such aims be set at
local and/or national level in such a way that meets the needs of all (governments, regions,
schools, staff and pupils). Alexander and colleagues (2009) (see p.36/7) called for local
level involvement in setting aims for education but the findings of this study would suggest
this could be difficult in terms of the staff (senior leaders included) having the necessary
knowledge and skills to do so. They did not show any detailed understanding, awareness
of skills required to engage in debates of this nature. Without this the likelihood of local
level aims reflecting the priorities of multiple different participant groups is low. Given

the weak understanding and representation of pupil perspectives as revealed in this study
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(compared to adults views and the dominant conceptual framework) this would be a

particular cause for concern.

A similar weakness was revealed also in the understanding staff expressed through
descriptions of a good teacher. Staff did not recognise the complexities of this notion (see
p.229 and 230). This adds to the evidence suggesting a naivety in this field of study as
well as a lack of critical engagement in understanding quality (p.235). | would argue that
the debate around quality needs reawakening more generally but particularly in schools. In
addition to this, teachers, TAs and senior leaders need to gain the knowledge and skills to
engage in the quality debate if something akin to Newds quest an question was to be
achieved (2005). Questions have been raised about the professionalism of those that do
not (see p.237/8).

I have raised questions about whether research-engaged schools display greater levels of
critical skill T one of the skills required to be literate in the concept of quality and to
engage in complex debate. There are a myriad of limitations that apply to what | have
done in this study (discussed in greater details in section 7.2.2) and this element of my
thesis has been complex and inconclusive. Despite this | think there are hints that staff in
schools that are more research-engaged in their activity and outlook might also display
greater critical thought (see p.224). This is worthy of further investigation, perhaps not in
research-engaged schools per se but within the wider policy context of teaching school
alliances and the self-improving system; both of which are moving towards encouraging
greater engagement in research activity by schools and within schools and which have
arisen and gained momentum during the development of this thesis (Riggall, forthcoming;

Hargreaves, 2012).

Pupils views need to be taken seriously
Another of the successes of the thesis has been the inclusion of the pupil perspective T

again a point of originality.

The pupilsd perspective has raised moral questions about the unintended consequences of

relying on the dominant conceptual framework and the narrow, outcome focused

interpretations of quality. The findings from this study show just how important other
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factors are to pupils in their interpretation of quality. Given the suggestions that what is
prioritised seems to cloud everything else this needs to be addressed or pupils views will

continue to be marginalised, dominated and go unheard.

Overall, there remains a gulf between staff interpretations of quality and those offered by
pupils. A minority of staff expressed views consistent with those of pupils also mentioning
aspects such the security and safety side of school. Despite this, the case studies showed
that teachers were then powerless to act in a way that matched these more experiential
definitions. I recognise that this is based only on four case studies so I make no comment
on the prevalence of this, instead | focus on the morality of it.

As a result of this study and of my new found preference for combining the dominant and
alternative frameworks | am interested in understanding better the impact of the factors
most important to pupils on their learning and the more quantitative elements that the
dominant framework measures. For example, the Gorard and See (2011) report cited
earlier (p.46/7) linked, tentatively, enjoyment and outcomes. Further research like this™
that explored the gulf between staff and pupils views and the lack of understanding and

consistent enactment could reveal whether this is more than a moral issue.

This study has also re-emphasised some of Pollardds work about coping (see p.46/7 and
p.228), this is challenging to accept and directly questions an implicit assumption: that the
concept of quality is associated implicitly or explicitly with positivity, niceness and notions
of good or perfect. Another difficult area that may need to be added in to the difficult
discussions about quality concerns whether quality is or should be about making education
nice, and about making schools nice places for young people to be? It is a hard question to
ask but not addressing it (which was the situation in the schools that took part in this study)
IS not making it any less of an issue for pupils.

I think the participantsd views demonstrated an over-reliance on pupils being responsible
for quality through the dominance of the good pupil theme. As a theme it recurred
throughout the thesis in ever prominent ways. | think it is an unhelpful and morally

19 Not necessarily adopting the design or methods used in this study T but taking as inspiration the idea that
there be casual connections between pupilés priorities for quality and outcomes.
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questionable construct (see discussion on p.227) and implies that all pupils are
theoretically homogenous which is nothing short of ridiculous and not borne out in the data
presented here (see p.229). This thesis calls for a move away from pupils being
responsible for quality and a move way from any expectation that all pupils are eager,
curious, love learning, and are grateful for being in school etc. Definitions or
understandings of quality that instead elevate the notion that pupils are heterogeneous, not
desperate to be learning in school and that accept pupils as neither good nor bad nor
responsible are needed. The alternative conceptual framework is reflective and
accommodating of ideas and could be used as a direct challenge to those elements of the
dominant framework that encourage the over-reliance on this construct at present. It would
also be interesting to investigate how quality is experienced and defined by those pupils
who are not deemed good as well as to investigate the impact of being labelled good (or

not) on outcomes and other aspects of schooling.

Last but most certainly not least, another area worthy of further work concerns the
interaction/enactment focus of the thesis. This has been, perhaps the contribution of the
thesis that I am most pleased with. As well as adding to the data, findings and originality |
think it also has great potential as a start to developing a language that would support
making visible the teacher/pupil relations and to make them objects for consideration as
required by a learner centred pedagogy (Bibby, 2009). In the thesis this particular
research intention and the methods used has made the relations more visible and
objectified them. Further work is needed to make this accessible in a classroom context if

it were to be done by practitioners rather than researchers.

7.2.2 A reflection on defining quality

Some of the successes of the thesis have been discussed in section 7.2.1 already. These
were the inclusion of multiple perspectives, pupils in particular; the focus on investigating
quality by observing interaction and enactments between teachers and pupils; and the
synthesis of literature that arrived at the two conceptual frameworks which have been so
important in this thesis and which | have suggested will continue to be so. Section 7.2.1
also highlighted the original contributions of the thesis associated with these successes.
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This section discusses those aspects of the thesis which have been challenging and the
original contribution associated with them. It also considers the limitations that apply to

the study.

Vast and diverse literature

It has been difficult to manage the literature which is vast and diverse. Describing,
analysing and synthesising the literature on quality has been among the most challenging
pieces of work within the thesisiés development. Over the course of the preceding two
years | have attempted many different iterations of the review (Chapter 2) T playing with
its structure and form. | have also listed the outputs of this chapter amongst the successes
of the thesis because, despite the challenges, the two conceptual frameworks presented at
the end of Chapter 2 (p.65-72) are an important foundation for the study as a whole.
Although still in need of refinement and work, these frameworks constitute an original

contribution of a theoretical nature.

Privileging pupil perspectives

Privileging pupil voices was another of the successes and areas of original contribution but
there have been issues too. These are methodological in nature. 1 asked staff to define
quality whereas | asked pupils to talk about what they liked and what might constitute a
perfect school. In analysis this was problematic leaving me unable to compare like with
like which undermined the comparative nature of some aspects of the examination. As |
have focused on writing up my work | have become increasingly uncomfortable about this
detail. If re-doing the research | would make changes: firstly 1 would seek to achieve
comparable schedules for pupils an staff where this mattered in analysis; secondly, | would
investigate the literature to understand better the ways in which pupils this age group might
understand quality as well as what words might be synonymous with quality (and be more
understandable); and thirdly, | would pilot a greater range of questions with both groups

before settling on a final schedules.

Quality in interaction
Amongst the strengths of this thesis is the focus on looking at quality and the way it is
enacted in the classroom. Literature (see p.61/2) suggested that interaction between pupil
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and teacher was a vital component of quality and yet there was little research that
elaborated on that. | have tried to address that. This close up look through interaction and
enactment has offered a wealth of understanding and originality. The methodological
approach and research design have produced something which contributes to existing

knowledge T both extending and challenging what is already known.

The research-engaged element

The final research intention was to critically consider a connection between the work of
research-engaged schools and an alternative approach to defining. The findings of this
element of the study are, as has been discussed already, inconclusive but encouraging for
further study. | defend my original intention to draw comparison between research-
engaged and non-research-engaged schools as a means of ascertaining whether this is a
school type that already approaches quality in a way more in line with the second,
alternative framework. | recognise that this has not been entirely satisfactory however.
The number of participating schools and the characteristics of those schools proved
problematic. The two research-engaged schools were also both outstanding schools
whereas the two non-research-engaged schools were both recently out of special measures.
This meant that many of the differences that were apparent between the two types might
have been linked to the research-engaged status or the capacity (measured in terms of the
Ofsted judgments) of the schools. Despite this, | think there are some interesting
differences that are aligned to expectations and that the question about whether there are
already schools that approach quality in a different way remains interesting. If so, there
would be implications for research that could extend and challenge definitions and
understanding of quality even further.

In addition, it has been consistently hard to explain my interest in the exploring quality
within research-engaged schools and | have worked hard in my writing to make the
connections between the alternative conceptual framework and the approach adopted

within research-engaged schools evident and explicit.
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Implications

The topic and findings of this thesis will be of interest to researchers in the field of
education, primary school teachers, providers of teacher training and professional
development, school leaders, policymakers and others involved in the business of

encouraging and monitoring quality in the education system.

This thesis is a challenge to these groups: a challenge to think about how they and their
institutions conceptualise quality. It is also an invitation to these groups to engage with a
new way of thinking about quality. In this way the challenge is also to apply the
alternative framework to the way that they and their institutions approach the concept. For
researchers this could take the form of considering the frameworks in more detail,
investigating further any relationship between quality and research-engaged schools, and
exploring further the concept of independence in learning. For teachers and providers of
training (both initial and ongoing) the challenge is to develop a deeper understanding of
and ability to engage in discussion and debate about complex concepts, to explore ways
that the frameworks and the approach to defining quality through interaction can influence
practice and training. It also raises the profile of pupils as central to the conceptualisation
of quality. Alongside this the notion of the good pupil (and the bad) and how this connects
to the way quality is defined should be of interest to those who work in schools, those who

work with teachers and those who provide policy guidance and monitoring of schools.

For those who are responsible for either the policies that drive school improvement or the
monitoring of school quality the challenge is to consider how the frameworks might
influence the mechanisms and sources of evidence that indicate quality. This would

implicate move away from simplistic measures of quality alone.
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7.3 Final comment

It has been at times an emotional experience. | was shocked at some of the things |
observed, saddened by some of the pupil accounts of quality and surprised by the disparity
between how pupils and staff defined the concept. The emotive element of studying
quality was something | was not prepared for but | had to adapt quickly. | was ill-prepared
to see school as such a dangerous and socially treacherous place to be for some pupils. 1
was ill-prepared for the level of emotion some staff showed me T for example, in my
second school visit | had a headteacher cry during an interview because she was so moved
by her work and desire to improve the school. Equally there were moments when staff
demonstrated such lack of care for the pupils in their classes that | found it hard to
continue. There have also been some entertaining moments too when pupils opened up
and expressed some very imaginative views and moments when | have been reassured that

schools can be nice and safe places for children to be.

Another important aspect of the learning journey for me has been the challenge of
attempting a more theoretical research undertaking (as opposed to a primarily applied or
practical one which is where | am most comfortable because of the connections to my
work). Many a crisis of confidence has accompanied the development of this thesis. It has
been important to try and reflect both academic and pragmatic interests and | am pleased
that at the end | appreciate the depth and nuance that academic thoughtfulness can bring to

a study. This is something | will carry over in to more of my work.

Talking to people about this thesis has also been a constant challenge. Most people | have
discussed this work with appear to hold views in line with the dominant conceptual
framework and subscribe to the idea that quality can be defined in descriptive ways (rather
than active ways) and that it is not problematic to rely on definitions which emphasise the
importance of outcomes (rather than the quest). Attempting to convey that there might be
an alternative way of conceptualising quality that relies instead on treating the concept as a
quest has been extremely challenging and I have no doubt will remain so beyond the

completion of this thesis, but the challenge is a worthy one.
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Appendix A A Research tools

Al: Invitation letter to schools

OXFORD

BROOKES

UNIVERSITY

Mrs Anna Riggall (Doctoral Researcher)
Smethan Room

Westminster Institute of Education
Oxford Brookes University

Harcourt Hill Campus

Oxford, OX2 9AT

<School address>
<Date>

Dear <name>,

I am writing to invite you and your school take part in a research study. The purpose of
the study is to create a more comprehensive understanding of the concept of équalityd in
primary education. The study will provide greater understanding of how pupils and
teaching staff define quality in education T this is something we do not know very much
about T and it will help further our understanding about if and how centralised definitions
of quality impact on pupil/teacher interactions. This information will be of use to your
school and your teachers and pupils, as well as to a wider audience including other schools,

academics and policy makers.

If you are willing to take part, the research would be organised into two phases. The first
would involve inviting your staff and some of your pupils to take part in an interview and
observations of their talk in the playground and staffroom. The purpose of this first stage
would be to explore how individuals define dqualityd and how they talk about quality in
their everyday work and activities. The second phase would involve inviting two pupils
and two teachers to take part in a more in-depth study. They would be asked to participate
in two interviews, one either side of some classroom observations. The purpose of this

phase would be to explore the impact of centralised or dominant definitions of quality on
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pupil/teacher interaction. ldeally the research would all take place between September
2011 and July 2012.

The results of the study will be used to complete my doctoral thesis for the degree of PhD
in Education. This research is funded by Oxford Brookes University and has been

approved by the Universityos Research Ethics Committee. The Chair of Universityds

Research Ethics Committee can be contacted at ethics@brookes.ac.uk should you have a

query about the ethical conduct of the study.

I will be in touch with you shortly to ask if you are willing to take part and answer any
questions you may have about the research. If you would like to contact me beforehand
please do so at the address above or by email or phone at anna.riggall-2010@brookes.ac.uk
or 07814 737421.

Yours sincerely,
Anna Riggall

(Doctoral Researcher)
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A2: Information sheets (Phase 1)

Research information sheet for pupils - Phase 1

What is good about your school, your teachers and your education?

You have been invited to take part in a research study, and before you decide whether or not you
would like to take part, it is important for you to understand why it is being done and what it will
involve.

| want to know what children think is good about school, learning and education. 16d like to know if
what you think is the same or different from what your teachers think, or from what people in
government think. And 16d like to find out whether this affects your experience of school. | will be
in your school a few times this year talking to children and teachers and watching and listening
teachers and children around the school and in class.

| would be very happy if you would like to take part in my research but you donét have to. Even if
you say yes now but change your mind later that is ok T and you donét have to tell me why. No one
will mind if you decide you donft want to take part. If lots of children in your class want to take
part then | will have to choose six people from the volunteers. If you are not chosen it is only
because | am trying to make sure I have enough boys and girls in the group from your class.

What will I have to do?

If you want to take part | will ask a group of about six of your classmates some questions. These
questions will be about what you think makes a good school, a good teacher and what you like or
dontt like about school. There are no right or wrong answers to these questions T | want to know
what you think. After this I will watch and listen to you and your friends in the playground so | can
see what kinds of things you talk about when you are not in class.

After Christmas you might be asked if you would like to do something more T this would involve
talking to me again and me spending some time in your class watching you and your teachers work
together. Some more information will be given to you before you have to make up your mind.

Why is this important?

| can learn lots from talking to you and your friends about what it is like to be in school. | can
share this information with other people, schools and people who work in education so we all know
more about how children experience school. It will also help me with my course at Oxford
Brookes University where | am a student.

You might be taken out of your class for a short time or asked to miss part of your break or
lunchtime so you can talk to me. | will try to make sure that you dondt miss anything important.

Will anyone know what | say?

I will collect lots of information from children in primary schools, and teachers too. | will write
about what | have learned from talking to you all, but | will not use your name or the name of your
school in anything | write. It is possible that someone who knows you well might guess which bit
you said but this is unlikely and I will try to make sure that it cannot happen.
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I will be using some computer and recording equipment to keep all the information and | have to
make sure that this meets standards set by my University and a law called The Data Protection Act.
This means that all the information | collect from you will be kept safely.

If you take part, we will talk in a quiet part of your classroom or another place in your school like
the library. | will ask you if it is ok for me to record our conversation because this helps me
remember what everyone said afterwards.

What should | do if | want to take part?
If you would like to take part in this study please talk to your teacher and your parent or carer.
They have also been given some information about what | am doing and can help you volunteer.

I hope to be back in your school when love finished the study to share what I have learned from you
all. 1 will send some of the things I write about too, so ask your teachers if you would like to see
these. If you have any questions or are worried about anything to do with this study please talk to
your teacher or your parents or carer and they can help you. They have been given my contact
details and the addresses of the University too.

Thank you for reading this information sheet.
Anna Riggall (Researcher)

Research information sheet for parents of pupils - Phase 1
Mrs Anna Riggall (Doctoral Researcher)

Smethan Room

Westminster Institute of Education

Oxford Brookes University

Harcourt Hill Campus

Oxford, OX2 9AT

Study title: How is 'quality’ in education defined in talk, text and interaction, particularly by
pupils and teachers in primary schools?

Your child has been invited to take part in a research study. Before you decide whether or not your
child can take part, it is important for you to understand why the research is being done and what it
will involve. Please take time to read the following information carefully.

What is the purpose of the study?

The purpose of the study is to explore how children and teachers define the concept of quality in
education. The study is interested in ways their definitions are similar to or differ from those
represented in government documentation and seeks to explore any implications for teacher and
pupil relationships and childrends experience of school. The study will take place during one
academic year (Sept. 2011 to Sept. 2012). Your
child has been invited to participate and it is up to you to decide whether or not your child can take
part. If you do decide to take part you will be given this information sheet to keep and be asked to
sign a consent form on behalf of your child. It might be necessary for the researcher to select from
those who have volunteered to ensure the right number of participants and a gender balance. You
and your child are still free to withdraw at any time and without giving a reason. Choosing to
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either take part or not take part in the study will have no impact on your childés marks, assessments
or future studies.

What will happen to my child if they take part?

Your child will be asked to take part in a group interview with up to five of their friends, lasting
about 45 minutes. In this interview the research will be explained again to your child and s/he will
be asked if s/he is happy to take part. If your child agrees s/he will be encouraged to join in a
discussion about what makes a good school, a good teacher, what s/he likes or dislikes about
school, for example. Your child (amongst others) will then be observed in the classroom and
playground going about their normal school activities so the researcher can see if/how children talk
about education quality more naturally. Following this, your child may be invited to take part in
one of eight more in-depth investigations which will take place later in the school year. These will
specifically look at interactions between them, their teacher and teaching assistants to explore
if/now narrow government definitions of quality are impacting on the learning relationship between
these three people. This study will involve two further interviews of about 30 minutes each and
about three days of observations in classrooms. If your child is invited to participate in this phase
you will receive further details later in the school year.

What are the benefits or disadvantages of taking part?

The study will provide greater understanding of how children like yours experience primary
schooling, what they think is important in their everyday experience of education which and how
they define quality in education T this is something we do not know very much about. It will help
further understanding about if and how pupil/teacher relationships are impacted by more
centralised definitions of quality. This information will be of use to the school, the teacher and the
pupils as well as to a wider audience including other schools and teachers, academics and policy
makers.

The disadvantages are that your child may be taken out of his/her normal school activities for the
duration of the interviews. As far as possible the interviews will take place during non-teaching
parts of the school day to minimise disruption to learning.

Will what my child says in this study be kept confidential?

All information collected about your child (e.g. name, year group, school) will be kept strictly
confidential (subject to legal limitations). Your child will not be named in any publication,
presentation or written material generated by the study. However, it is a small study and with only
a select number of individuals within only four schools taking part, it may be possible for some
people to guess who said what from the context of a statement or quote. All data collected during
interviews and observations will have the names and any other personal information removed from
it and it will be stored securely in line with the Universityds policy on Academic Integrity. At all
times the study will comply with The Data Protection Act and any memory sticks used in the data
collection will be security-code encrypted. The data generated in the course of the research must be
stored securely in paper or electronic form for a period of ten years after the completion of the
research project. All interviews and observations will be conducted in public spaces within your
childds school. The researcher will be CRB checked and experienced in conducting research with
children and young people. With permission, interviews will be audio recorded to aid note taking.
These recordings will serve no other purpose other than analysis.
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What should | do if | want my child to take part?
If you would like your child to take part in this study please complete the attached consent form
and return it to the school via the school office or classroom teacher.

The results of the study will be used to complete a doctoral thesis for the degree of PhD in
Education. Final versions of the thesis will be made available to your childés school and a
presentation of the findings from the study will be offered to your school and your child in due
course. The study is funded by Oxford Brookes University and has been approved by the
Universityds Research Ethics Committee.

Contact for Further Information
Should you require any further information please contact me on anna.riggall-2010@brookes.ac.uk
or 07814 737421.

If you have any concerns about the way in which the study is conducted, please contact the Chair
of the University Research Ethics Committee on ethics@brookes.ac.uk.

If you wish to contact Anna Riggallés PhD supervisory team you can do so at:
Professor Stephen Rayner (Director of Studies) s.rayner@brookes.ac.uk
Westminster Institute of Education

Oxford Brookes University

Harcourt Hill Campus

Oxford

OX2 9AT

Professor Marlene Morrison (Supervisor) m.morrison@brookes.ac.uk
Westminster Institute of Education

Oxford Brookes University

Harcourt Hill Campus

Oxford

OX2 9AT

Thank you for reading this information sheet.

May 2011

Research Information Sheet for Governors & Staff - Phase 1

Mrs Anna Riggall (Doctoral Researcher)

Smethan Room

Westminster Institute of Education

Oxford Brookes University Harcourt
Hill Campus

Oxford, OX2 9AT

Study title: How is *quality’ in education defined in talk, text and interaction, particularly by
pupils and teachers in primary schools?
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You have been invited to take part in a research study. Before you decide whether or not you can
take part, it is important for you to understand why the research is being done and what it will
involve. Please take time to read the following information carefully.

What is the purpose of the study?

The purpose of the study is to explore how children and school staff define the concept of quality in
education. The study is interested in ways their definitions are similar to or differ from those
represented in government documentation and seeks to explore any implications on teacher and
pupil relationships, how teacheros think about their roles and childrengs experience of school. The
study will run during one academic year (Sept. 2011 to Sept. 2012).

Your school has agreed to take part in the study and all teachers and teaching assistants have been
invited to participate. It is up to you to decide whether or not you can take part. If you do decide to
take part you will be given this information sheet to keep and be asked to sign a consent form. You
are still free to withdraw at any time and without giving a reason. Choosing to either take part or
not take part in the study will have no impact on you or your work in any way.

What will happen if | take part?

You will be asked to take part in an interview, lasting about 45 minutes. If you agree you will be
asked questions about what makes a good school, a good teacher, what you think the purpose of
primary education is and should be, what values are important to you in your work as a teacher, for
example. Your opinion is valuable and there are no right or wrong answers. You and your
colleagues will be observed going about your normal school activities so the researcher can see
if/how school staff talk about education quality more naturally. Following this, a few pupils,
teachers, and maybe teaching assistants, will be invited to take part in one of eight more in-depth
investigations which will take place later in the school year. These will specifically look at
interactions between pupils, teacher and/or teaching assistants and aim to explore if/how any
differences between definitions of quality impact on the learning relationship between teaching
staff and pupils. This part of the research will involve two further interviews of about 45 minutes
each and about three days of classroom observations. If you are invited to take part in this phase
you will receive further information later in the school year.

What are the benefits or disadvantages of taking part?

The study will provide greater understanding of how pupils, teaching staff experience primary
schooling, what they think is important in their everyday experience of education and how they
define quality in education T this is something we do not know very much about. It will help
further understanding about if and how centralised definitions of quality impact on pupil/teacher
interactions. This information will be of use to the school, the teacher and the pupils as well as to a
wider audience including other schools and teachers, academics and policy makers.

If you take part you may find that your daily routine is disrupted on occasion when you are
involved in an interview with the researcher, have a researcher present in your classroom or have
children taken out of school activities for their interviews. As far as possible the researcher will
aim not to disrupt learning in the classroom; interviews will take place at convenient pre-arranged
times and observations will be done sensitively to minimise disruption to teaching and learning.
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Will what | say in this study be kept confidential?

All information collected about you (e.g. name, year groups, school) will be kept strictly
confidential (subject to legal limitations). You will not be named in any publication, presentation
or written material generated by the study. However, it is a small study and with only a select
number of individuals within only four schools taking part, it may be possible for some people to
guess who said what from the context of a statement or quote.

All data collected during interviews and observations will have the names and any other personal
information removed from it and it will be stored securely in line with the Universityds policy on
Academic Integrity. At all times the study will comply with The Data Protection Act and any
memory sticks used in the data collection will be security-code encrypted. The data generated in
the course of the research must be stored securely in paper or electronic form for a period of ten
years after the completion of the research project. All interviews and observations will be
conducted in public spaces within your school. The researcher will CRB checked and experienced
in conducting research with school staff and children. With permission, interviews will be audio
recorded to aid note taking. These recordings will serve no other purpose other than analysis.

What should | do if | want to take part?
If you would like to take part in this study please complete the attached consent form and return it
to your named school contact.

The results of the study will be used to complete a doctoral thesis for the degree of PhD in
Education. Final versions of the thesis will be made available to your school and a presentation of
the findings from the study will be offered to your school in due course. The study is funded by
Oxford Brookes University and has been approved by the Universityés Research Ethics Committee.

Contact for Further Information
Should you require any further information please contact me on anna.riggall-2010@brookes.ac.uk
or 07814 737421.

If you have any concerns about the way in which the study is conducted, please contact the Chair
of the University Research Ethics Committee on ethics@brookes.ac.uk.

If you wish to contact Anna Riggallds PhD supervisory team you can do so at:
Professor Stephen Rayner (Director of Studies) s.rayner@brookes.ac.uk
Westminster Institute of Education

Oxford Brookes University

Harcourt Hill Campus

Oxford

OX2 9AT

Professor Marlene Morrison (Supervisor) m.morrison@brookes.ac.uk
Westminster Institute of Education

Oxford Brookes University

Harcourt Hill Campus

Oxford

OX2 9AT
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Thank you for reading this information sheet.

May 2011
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A3: Consent forms (Phase 1)

OXFORD

CONSENT FORM 1 (for Governors and Staff) BROOKES

UNIVERSITY

How is "quality” in education defined in talk, text and interaction,
particularly by pupils and teachers in primary schools?

Mrs Anna Riggall (Doctoral Researcher)
Smethan Room

Westminster Institute of Education
Codford Brookes. University

Harcourt Hill Campus

Oodord, OX2 BAT

Please initial box

| confirm that | kave read and understand the information sheet
for the above study and have had the opportunity to ask I:I
questions.
| understand that my participation is voluntary and that |
am free to withdraw at any time, without giving reazon. |:|
| agree to take part in the above study. |:|
| agree to be conzsidered for zelection to take
part in the eight in-depth studies taking place D
im the latter stages of the project (teachers
and TAs only).
Please tick box
Yes
| agree to interview's or being audio recorded I:I

| agree to the use of anonymized quotes in publications

| agree that my data gathered in this study may be stored
(after it has been anonmymised) in a specialist data centre and

[]
L] L
L] L

miay be used for future research.
Name of Participant Dt Eignatue
Hame of Researcier Cale Eignature
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OXFORD

CONSENT FOREM 1 (for parents and pupils) BROOKES

UNIVERSITY

How is ‘quality’ in education defined in talk, text and interaction,
particularly by pupils and teachers in primary schools?

Mrs Anna Riggall (Doctoral Researcher)
Smethan Room

Westminster Institute of Education
Codford Brookes University

Harcourt Hill Campus

Oodford, OX2 BAT

Please initial box

| confirm that | have read and understand the information sheet

for the above study and have had the opportunity to ask I:I
guestions.

| understand that my child’s participation is voluntary and that D
they are free to withdraw at any time, without giving reason.

| agree to my child taking part in the research. I:I
| agree to my child being considered for selection for participation I:I
in the in-depth studies taking place later in the year.

Please tick box

Yes No
| agree to interview's being audio recorded I:' I:'
| agree to the use of anonymised quotes in publications I:I I:I
| agree that miy child's data gathered in thiz study may be
stored (after it has been anonymised) in a specialist data I:I I:I

centre and may be used for future research.

M of Pafiipant & child Duiten = ]

Hama of Researcher Dz Edgnatiars
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Ad4: Interview schedule for staff (Phase 1)

Information to share before start of interview:
e Wholam and where I’'m from
e This phase of the research:
o Interested in word quality and what it means to you
o What will happen in the interview
= Your opinions as to what quality means
= Some questions for us to discuss — no right or wrong answers
o Observations to accompany — purpose to try and capture how quality is discussed
more naturally by staff.
o Collecting documents that school produces as well to see if/how quality is defined
within them
¢ Confidentiality and anonymity (inc. limits to confidentiality because small study)
e Recording for notes taking purposes
e Check consent; Any questions and how to contact me
e Thank you for taking part

School name

Participant’s name

Role/s and responsibility
within school

A: Background

1. How long have you been a teacher?

2. How long have you worked at this school?

3. Have you ever worked at any other schools?

4. Are there any documents that your school has that address ‘quality’ — could | have a copy?

o

: Quality

5. What makes a good school? What makes a bad school? (e.g. facilities, location, catchment,
teachers, management/leadership)

6. What makes a good teacher? (e.g. experience, training, personal qualities)

7. What makes a good pupil? (e.g. attitude, ability)

8. What do you think quality means? What do you think quality should mean? Are these the
same?

9. Can you give me some examples of things that represent quality in your experience?
(examples from your experience)

10. What does quality look like in your school context?

11. How do you think quality is defined in your school?

12. Is it the same as your own definition of quality?

13. Where do you think your ideas about this come from? [What has influenced you answer?

14. Are there any documents (policy, guidance, other) that have influenced your views on what

quality is?]
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A5: Interview schedule for pupils (Phase 1)

Information to share before start of interview:

Who | am and where I’'m from
I’m trying to find out what pupils like you think is good about school
o I'd like to ask you some questions about this, there are no wrong answers, | would like
to know what you think.
o | might also listen to you and your friends in the playground later to see if you talk
about what makes school good with your friends.
| won’t talk to anyone else about what we say here — | will write about the conversation we
have but | won’t tell anyone who said what. But it might be possible for some people to guess
because there are not that many people taking part.
I'd like to record what we say using this machine (show recording device). This helps me to
remember everything later on.
Is that ok with you? Are you happy to take part today?
Would you like to ask any questions? If you want to ask any questions later you can ask your
teacher or your parent/carer to pass on a message to me.
Thank you for taking part

School name

Participant’s names

Ages

Year group/s

©oONOU A WN

Have you only ever been to this school? (Have you been to any other schools before this
one?)

Do you like school?

What do you like at school? Why? (Examples)

Why is school important? (Purpose) Where do these ideas come from? (Are they your ideas?)
What makes a good school

What makes a bad school

What makes a good teacher?

What makes a bad teacher?

What makes a good pupil?

10. What makes a bad pupil?
11. Can you describe a perfect school? Use your imagination?
12. What would it be like to be a pupil at this perfect school?
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AG6: Information sheets (Phase 2)

Research information sheet for pupils
Phase 2

What is good about your school, your teachers and your education?

Your school is taking part in a research project this year and you kindly spoke to me about what
you like and dislike about school before. | would like you and your teacher to take part in the next
part of the research too. Please read this letter, it will give you more information about what will
happen so you can decide if you would like to take part or not.

Before | was trying to find out what children think is good about school, learning and education. |
wanted to know if this was same or different from what your teachers think, or from what people in
government think. Now I6m interested in whether this affects your experience of school.

I would be very happy if you would like to take part in the next part but you donft have to. Even if
you say yes now but change your mind later that is ok T and you donét have to tell me why. No one
will mind if you decide you don6t want to take part.

What will | have to do?

This part of the research is about what kinds of activities you and your teacher do in class. | would
like to talk to you about this, this time | will only be speaking to you and not a group of your class.
I will then spend some time in your classroom watching you and your teacher to see what you do.
Then | would like to talk to you again about some of the things | have seen in your class. Just like
last time, there are no right or wrong answers to my questions T | am interested in what you think.

Why is this important?

| can learn lots from talking to you and your teachers about what it is like to be in school. | can
share this information with other people, schools and people who work in education so we all know
more about how children experience school. It will also help me with my course at Oxford
Brookes University where | am a student.

You might be taken out of your class for a short time or asked to miss part of your break or
lunchtime so you can talk to me. | will try to make sure that you dondt miss anything important.

Will anyone know what | say?

I will collect lots of information from children in primary schools, and teachers too. | will write
about what I have learned from talking to you all, but | will not use your name or the name of your
school in anything | write. It is possible that someone who knows you well might guess which bit
you said but this is unlikely and I will try to make sure that it cannot happen.

I will be using some computer and recording equipment to keep all the information on and | have to
make sure that this meets standards set by my University and a law called The Data Protection Act.
This means that all the information | collect from you will be kept safely.

If you take part, we will talk in a quiet part of your classroom or another place in your school like
the library. | will ask you if it is ok for me to record our conversation because this helps me
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remember what everyone said afterwards. When | am in your classroom | will make notes about
what | see on paper.

What should | do if | want to take part?
If you would like to take part in this study please talk to your teacher and your parent or carer.
They have also been given some information about what | am doing and can help you volunteer.

| hope to be back in your school when love finished the study to share what | have learned from you
all. 1 will send some of the things I write to your school, so ask your teachers if you would like to
see these. If you have any questions or are worried about anything to do with this please talk to
your teacher or your parents or carer and they can help you. They have been given my contact
details and the addresses of the University too.

Thank you for reading this information sheet.

May 2011
Research information sheet for parents of pupils - Phase 2

Mrs Anna Riggall (Doctoral Researcher)
Smethan Room

School of Education

Oxford Brookes University

Harcourt Hill Campus

Oxford, OX2 9AT

Study title: How is 'quality’ in education defined in talk, text and interaction, particularly by pupils
and teachers in primary schools?

Your school is taking part in a research project this year. Your child has been invited to take part
in one of two case studies. Before you decide whether or not your child can take part, it is
important for you to understand why the research is being done and what it will involve. Please
take time to read the following information carefully.

What is the purpose of the study?

The purpose of the study is to explore how children and teachers define the concept of quality in
education. The study is interested in ways their definitions are similar to or differ from those
represented in government documentation and seeks to explore any implications of the differences
on teacher and pupils relationships and childrends experience of school.

You may remember that your child took part in a group interview earlier this school year. Your
child has been invited to participate in the next stage of the study and it is up to you to decide
whether or not your child can take part. If you do decide to take part you will be given this
information sheet to keep and be asked to sign a consent form on behalf of your child. You and
your child are still free to withdraw at any time and without giving a reason. Choosing to either
take part or not take part in the study will have no impact on your childds marks, assessments or
future studies.
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What will happen to my child if they take part?

This part of the research is about exploring the interactions between pupils, their teacher and
teaching assistants to investigate whether narrow government definitions of quality are impacting
on the learning relationship between these key individuals. If your child participates s/he will take
part in two interviews of about 30 minutes each and the researcher will be present in the classroom
for up to three days conducting observations. These interviews and observations will be concerned
with how the teacher and your child interact and work together and how this interaction is
supported, structured or limited by different understandings of quality.

What are the benefits or disadvantages of taking part?

The study will provide greater understanding of how children like yours experience primary
schooling, what they think is important in their everyday experience of education and how they
define quality in education T this is something we do not know very much about. It will help
further understanding about if and how pupil/teacher relationships are impacted by more
centralised definitions of quality. This information will be of use to the school, the teacher and the
pupils as well as to a wider audience including other schools and teachers, academics and policy
makers.

The disadvantages are that your child may be taken out of his/her normal school activities for the
duration of the interviews. As far as possible the interviews will take place during non-teaching
parts of the school day to minimise disruption to learning.

Will what my child says in this study be kept confidential?

All information collected about your child (e.g. name, year group, school) will be kept strictly
confidential (subject to legal limitations). Your child will not be named in any publication,
presentation or written material generated by the study. However, it is a small study and with only
a select number of individuals within only four schools taking part, it may be possible for some
people to guess who said what from the context of a statement or quote. All data collected during
interviews and observations will have the names and any other personal information removed from
it and it will be stored securely in line with the Universityds policy on Academic Integrity. At all
times the study will comply with The Data Protection Act and any memory sticks used in the data
collection will be security-code encrypted. The data generated in the course of the research must be
stored securely in paper or electronic form for a period of ten years after the completion of the
research project. All interviews and observations will be conducted in public spaces within your
childds school. The researcher will be CRB checked and experienced in conducting research with
children and young people. With permission, interviews will be audio recorded to aid note taking.
These recordings will serve no other purpose other than analysis.

What should | do if | want my child to take part?
If you would like your child to take part in this study please complete the attached consent form
and return it to the school via the school office or classroom teacher.

The results of the study will be used to complete a doctoral thesis for the degree of PhD in
Education. Final versions of the thesis will be made available to your childés school and a
presentation of the findings from the study will be offered to your school and your child in due
course. The study is funded by Oxford Brookes University and has been approved by the
Universityds Research Ethics Committee.

283



Anna Riggall A PhD Thesis

Contact for Further Information
Should you require any further information please contact me on anna.riggall-2010@brookes.ac.uk
or 07814 737421.

If you have any concerns about the way in which the study is conducted, please contact the Chair
of the University Research Ethics Committee on ethics@brookes.ac.uk.

If you wish to contact Anna Riggallés PhD supervisory team you can do so at:
Professor Stephen Rayner (Director of Studies) s.rayner@brookes.ac.uk
Westminster Institute of Education

Oxford Brookes University

Harcourt Hill Campus

Oxford

OX2 9AT

Professor Marlene Morrison (Supervisor) m.morrison@brookes.ac.uk
Westminster Institute of Education

Oxford Brookes University

Harcourt Hill Campus

Oxford

OX2 9AT

Thank you for reading this information sheet.

May 2011
Research Information Sheet for teachers -Phase 2

Mrs Anna Riggall (Doctoral Researcher)
Smethan Room

School of Education

Oxford Brookes University

Harcourt Hill Campus

Oxford, OX2 9AT

Study title: How is 'quality’ in education defined in talk, text and interaction, particularly by pupils
and teachers in primary schools?

You have been invited to take part in the second phase of a research study. Before you decide
whether or not you can take part, it is important for you to understand why the research is being
done and what it will involve. Please take time to read the following information carefully.

What is the purpose of the study?

The purpose of the study is to explore how children and school staff define the concept of quality in
education. The study is interested in ways their definitions are similar to or differ from those
represented in government documentation and seeks to explore any implications on teacher and
pupil relationships, how teacherds think about their roles and childrends experience of school.
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You have been invited to take part in the next stage of the research. It is up to you to decide
whether or not you can take part. If you do decide to take part you will be given this information
sheet to keep and be asked to sign a consent form. You are still free to withdraw at any time and
without giving a reason. Choosing to either take part or not take part in the study will have no
impact on you or your work in any way.

What will happen if | take part?

You have been invited to take part in one of two case studies in your school. Each case study
involves a pupil and a teacher (and possibly a teaching assistant). The purpose of the research is to
explore if/lhow interaction between pupils, teachers is supported, structured or limited by different
definitions of quality. If you agree to participate you will be invited to take part in two interviews,
one either side of a period of two days classroom observations. The purpose of the interviews is to
explore further your own definitions of quality and discuss iffhow you think the way you interact
with one pupil is affected by any other, different, definitions of quality that influence your work.

What are the benefits or disadvantages of taking part?

The study will provide greater understanding of how pupils, teaching staff experience primary
schooling, what they think is important in their everyday experience of education and how they
define quality in education T this is something we do not know very much about. It will help
further understanding about if and how centralised definitions of quality impact on pupil/teacher
interactions. This information will be of use to the school, the teacher and the pupils as well as to a
wider audience including other schools and teachers, academics and policy makers.

If you take part you may find that your daily routine is disrupted on occasion when you are
involved in an interview with the researcher, have a researcher present in your classroom or have
children taken out of school activities for their interviews. As far as possible the researcher will
aim not to disrupt learning in the classroom; interviews will take place at convenient pre-arranged
times and observations will be done sensitively to minimise disruption to teaching and learning.

Will what | say in this study be kept confidential?

All information collected about you (e.g. name, year groups, school) will be kept strictly
confidential (subject to legal limitations). You will not be named in any publication, presentation
or written material generated by the study. However, it is a small study and with only a select
number of individuals within only four schools taking part, it may be possible for some people to
guess who said what from the context of a statement or quote.

All data collected during interviews and observations will have the names and any other personal
information removed from it and it will be stored securely in line with the Universityds policy on
Academic Integrity. At all times the study will comply with The Data Protection Act and any
memory sticks used in the data collection will be security-code encrypted. The data generated in
the course of the research must be stored securely in paper or electronic form for a period of ten
years after the completion of the research project. All interviews and observations will be
conducted in public spaces within your school. The researcher will CRB checked and experienced
in conducting research with school staff and children. With permission, interviews will be audio
recorded to aid note taking. These recordings will serve no other purpose other than analysis.
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What should | do if | want to take part?
If you would like to take part in this study please complete the attached consent form and return it
to your named school contact.

The results of the study will be used to complete a doctoral thesis for the degree of PhD in
Education. Final versions of the thesis will be made available to your school and a presentation of
the findings from the study will be offered to your school in due course. The study is funded by
Oxford Brookes University and has been approved by the Universityds Research Ethics Committee.

Contact for Further Information
Should you require any further information please contact me on anna.riggall-2010@brookes.ac.uk
or 07814 737421.

If you have any concerns about the way in which the study is conducted, please contact the Chair
of the University Research Ethics Committee on ethics@brookes.ac.uk.

If you wish to contact Anna Riggallds PhD supervisory team you can do so at:
Professor Stephen Rayner (Director of Studies) s.rayner@brookes.ac.uk
Westminster Institute of Education

Oxford Brookes University

Harcourt Hill Campus

Oxford

OX2 9AT

Professor Marlene Morrison (Supervisor) m.morrison@brookes.ac.uk
Westminster Institute of Education

Oxford Brookes University

Harcourt Hill Campus

Oxford

OX2 9AT

Thank you for reading this information sheet.

January 2012
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AT: Consent forms (Phase 2)

OXFORD

BROOKES

CONSENT FORM 2 (for parents and pupils) UNIVERSITY

How is "quality’ in education defined in talk, text and interaction,
particularly by pupils and teachers in primary schools?

Mrs Anna Riggall (Doctoral Researcher)
Smethan Room

Westminster Instiute of Education
Codford Brookes. University

Harcourt Hill Campus

Crodford, OX2 BAT

Please initial box

I confirm that | understand my child has been selected to take

part in the in-depth further study and have had the opportunity to |:|
ask questions.

| understand that my child's pariicipation is voluntary and that D

they are free to withdraw at any time, without giving reason.

I agree to my child continuing to take part in the research. I:I

Please tick box

Yes Mo
| agree to interview's being audio recorded I:I I:I
| agree to the use of anonymised quotes in publications I:I I:I
I agree that my child's data gathered in this study may be
stored (after it has been anonymised) in a specialist data I:I I:I

centre and may be used for future research.

P of Paricipant & child Dt Eagralurg

Hame of B essarcher Daie =
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OXFORD

BROOKES

CONSENT FORM 2 (for Staff) UNIVERSITY

How is "quality’ in education defined in talk, text and interaction,
particularly by pupils and teachers in primary schools?

Mrs Anna Riggall (Doctoral Researcher)
Smethan Room

Westminster Institute of Education
Codfiord Brookes University

Harcourt Hill Campus

Crodord, OX2 SAT

Please initial box

| confirm that | understand | have been selected to take part in

thie in-depth part of the study and have had the opportunity to |:|
ask questions.

| understand that my participation is voluntary and that |

am free to withdraw at any time, without giving reason. |:|
| agree to take part in the above study. |:|

Please tick box

Yes No
I agree to interview's or being audio recorded I:I I:I
| agree to the use of anonymised quotes in publications |:| |:|
| agree that my data gathered in this study may be stored
{after it has been anomymised) in a specialist data centre and I:' I:'

may be used for future research.

Narme of Farticipant Db Eignature

Name of Researcher Date Signatus
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A8: Interviews and observation schedules for staff (Phase 2)

Information to share before start of interview:

e Recap who I am and where 16m from (research student at Oxford Brookes)
e This phase of the research:
o Interested in concept of quality and interaction between you and a specific
pupil
o Interview T observation- interview design
o What will happen in the interviews
= Look at some of the responses you gave in a previous interview
about what quality means to you and in this school
= Talk about whether the way quality is defined has implications for
interaction between you and your pupil
= no right or wrong answers, your opinions valuable
o Observations to accompany T and discussion of those observations will take
place in a later interview
Confidentiality and anonymity (inc. limits to confidentiality because small study)
Recording for note taking purposes
Check consent
Any questions and how to contact me
Thank you for taking part

School name

Case number

Interview number

Participantds name

Role/s and responsibility

within school

Questions for interview 1 (pre-observation interview)
A: Recap on quality definitions

1. You said the following... about quality T would you agree with my summary?
Would you like to add to it or change it?

2. Your school appears to define quality in the following terms... Would you agree
with that? Do you think this is a good definition of quality? Would you change it
in any way?

B: Interaction
You and pupil X have been chosen to be part of the in-depth part of this study because
I think the way you work together is really interesting.
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3. Can you tell me about what you are working on with this pupil at the moment
(targets)?

4. Can you describe the interaction you have with this pupil (how you work with
them, time spent individually etc)?

5. Can you tell me about what you think is good about the way you are able to work
with this pupils? Examples? Is there anything not so good about the way you are
able to work with this pupil?

6. Quality: does the way quality is defined (by you, your school, in official
documents) in anyway structure your interaction with this pupil? If so, how? Can
you give examples?

7. Are there things you would like to do with this pupil that you are not able to? What
and why? Is this anyway related to any aspects of who you define quality or how it
is defined for you in the workplace?

Observation information

Three days of observations in classrooms will be carried per case (each case consists of
a pupil, teacher and TA if appropriate) to watch the interaction between teacher and
pupil. The observations will record interesting exchanges between the relevant
individuals. This information will then be analysed alongside the data gathered in the
interviews that are conducted pre- and post-observations.

Questions that might frame the observation will include:

1. Interaction: What interaction is taking place T describe? What is the purpose of
the interaction? Is it obvious? Verbal and non-verbal interaction?

2. Dialogue: What are staff saying? What are pupils saying?

3. Examples: Are they displaying elements of their own understanding of quality
(as defined in previous phases of the research)?

Draft questions for interview 2 (post-observation)

The questions that structure this interview will be based on the observations that have
been taking place since the first interview in this phase of the research. It is hard to be
specific about what the interview might include at this early stage; however, the
following topics are likely to be covered:

1. Discussion about specific observation events (interactions, dialogues and
examples)

2. Discussion about how definitions of quality translate into classroom actions and
interactions

3. Discussion about if/how different definitions of quality structure, support or
limit types of interaction in the classroom
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A9: Interview and observation schedules for pupils (Phase 2)

Information to share before start of interview:

e Who I am and where 16m from

e 10m back again, still finding out about what pupils and teachers think is good about
school.

o This time Iom interested how you are your teacher (Mrs/Mr X) work
together in class.

o lod like to ask you some questions today. Then 161l be watching and
listening to you and Mrs/Mr X in class over the next few days. After that
10d like to ask you a few more questions.

o Just like before there are no right or wrong answers and when 1om in your
class 1om not being a teacher, 10m there to try and understand how you work
and learn together.

o Today, l0d like to talk about what love found out so far and see what you
think about it. 16d also like to ask you some questions about what you do in
class and some questions about your teacher.

e Again, everything we talk about today is secret, | might write about it but | wonot
use your name so no one will know exactly what you said. Like last time, it might
be possible for some people to guess that you said something, even if your name is
not written T this is because there are not that many pupils taking part.

e Just like last time 1dd like to use this (recording device) to record what we talk
about because it helps me remember afterwards.

e Isthat ok? Are you happy to carry on?

¢ Do you have any questions youdd like to ask? If you have any questions after love
gone you can ask your teacher or your parents/carers to contact me. Or you can ask
me next time we meet.

e Thank you for taking part

School name

Case number

Interview number

Participantds name

Questions for interview 1 (pre-observation interview)
A: Recap on quality definitions

1. Pupils in your school said the following... about quality T would you agree with
that? Would you like to add to it or change it?

2. | think that your school thinks ... is good. Do you agree with those ideas? Do you
think there is anything else they have forgotten or got wrong

291



Anna Riggall A PhD Thesis

B: Interaction
You and your teacher have been chosen to take part in this bit of my project because |
think the way you work together is really interesting.

3. Can you tell me about what you are working on in class at the moment?

4. Can you describe the way you and your teacher work together (activities you do, do
you work with them individually, groups, whole class)?

5. Quality: what is good about the way you work with this teacher? Is there anything
not so good about how you work with this teacher? Can you give examples?

6. How does your teacher help you?

7. Are there things you would like to do with this teacher that you are not able to?
What and why? Or things you would like to do more of? Or things you would like
to do less of? What/Why?

Observation information

Three days of observations in classrooms will be carried per case (each case consists of
a pupil, teacher and TA if appropriate) to watch the interaction between teacher and
pupil. The observations will record interesting exchanges between the relevant
individuals. This information will then be analysed alongside the data gathered in the
interviews that are conducted pre- and post-observations.

Questions that frame the observation include:

1. Interaction: What interaction is taking place T describe? What is the purpose of
the interaction? Is it obvious? Verbal and non-verbal interaction?

2. Dialogue: What are staff saying? What are pupils saying?

3. Examples: Are they displaying elements of their own understanding of quality
(as defined in previous phases of the research)?

Draft questions for interview 2 (post-observation)

The questions that structure this interview will be based on the observations that have
been taking place since the first interview in this phase of the research. It is hard to be
specific about what the interview might include at this early stage; however, the
following topics are likely to be covered:

1. Discussion about specific observation events (interactions, dialogues and
examples)

2. Discussion about how definitions of quality translate into classroom actions and
interactions

3. Discussion about if/how different definitions of quality structure, support or
limit types of interaction in the classroom
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Appendix B A Full tables from interview analysis

B1: Results (staff data sets, presented by school)

Table B1: According to the staff participants, a good school is one whereé

Count by school
Code 1 2 3 4 Total count (N=45)
(N=17) (N=12) (N=11) (N=5)
staff/teachers 10 4 2 1 17
leadership 5 3 4 3 15
Vision/direction 0 3 11 1 15
staff/pupil/families are foundation 5 4 2 3 14
organic - constant change 4 2 3 4 13
team work 2 2 8 0 12
happy place (staff/pupils) 4 4 0 1 9
is reflected in the ethos 1 2 2 1 6
environment 1 3 1 0 5
high expectation 4 0 1 0 5
safe places 1 2 0 1 4
enrichment opportunities 4 0 0 0 4
exciting curriculum 1 3 0 0 4
Successful (attainment/outcomes) 3 1 0 0 4
community support is valued 3 0 0 0 3
equality in challenge (for all) 3 0 0 0 3
communication 1 0 2 0 3
children are heart of the school 0 1 0 1 2
good behaviour 1 0 1 0 2
whole school approach 0 0 0 1 1
consistency 1 0 0 0 1
busy 1 0 0 0 1
critically reflective 1 0 0 0 1
low teacher and pupil mobility 0 1 0 0 1
moral purpose 0 1 0 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total
number of codes may exceed N=45
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Table B2: A good teacher was described by the adult participants asé

Count by school

Code 1 2 3 4 Total count (N=45)
(N=17) (N=12) (N=11) (N=5)
reflective 5 6 3 2 16
flexible/adaptable

put pupils first

is about relationships

passion/love of teaching

hardworking

learners

innovative/creative

good at everything

pedagogically skilled

interesting lessons

good team worker

authenticity (being yourself)

fun

offer challenge

knows kids

in control/class management

has good subject knowledge

care/wellbeing of

consistent

planning

has high expectations

trained

listener

clear

confident

patient

is a leader

encourages independence

communication

o O[O |0 |0 |k Ok |O|N W (N |O|Ww |0 |0 |W |0 |0k [Wwiw|w|ON [k |w|d |k
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O O |k |k |k |O |k |O0|w |0 |00 |w|O0|ON kR |k |Ww|hd Ok | |OoNMNN (U |-k

O O[O |0 |0 |0 |0 |0 |0 |0 |O |k |O|OCO|IN (R |k |d|OCO|ONIN|OINN[W(FR |W|(Fk

R R R (PR RININWWiww (b Oojonu (o |00 |0 (N [N [N | |(v (v |v

nice/approachable/friendly

0

1

0

0

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45
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Table B3: A good pupil T the staff view

Code

Count by school

(N=17)

2
(N=12)

3
(N=11)

(N=5)

Total count (N=45)

eager/curious

[Eny
w

7

7

D

31

no such thing: all great

15

no such thing: teachers’ responsibility

15

good listener

12

outgoing/confident

[y
[y

tries hard

challenge teacher

safe and secure

take ownership/independent

good socially

well behaved

have ideas

ready/pre-school

reflective

happy

resilient

depends on home life

works with teacher

offers behavioural challenge

takes risks

adaptive/flexible

|k OO |0 |0 |F |k |O|0O|F (kP |(k |00 (wid|Iv|o

o O |0 || |O 0O |0 |0 |0 (R |k |00 ||| u

O O |O |0 |O|N |k |k |O|ON [N |0 |0 (w (N |O|+ |+ N

O O |k |k |O|OO|O|N|WwW|O 0O |d |k |(dO|d|O|O|N

PR (PR, NININININ WIS o N

leadership

1

0

0

0

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45

Table B4: What quality means to staff

Code Count by school
1 2 3 4 Total count (N=45)
(N=17) (N=12) (N=11) (N=5)

striving for the best 11 8 6 2 27
an external standard/Ofsted 12 2 8 2 24
exiting enrichment opportunities 9 5 5 2 21
being reflective 8 4 3 4 19
good teaching/staff 4 7 6 0 17
using data/targets 3 2 6 2 13
high expectations/pride 7 2 2 0 11
difficult/unobtainable 4 2 3 2 11
leadership 5 0 6 0 11
relevance 3 5 1 2 11
more than just attainment 6 3 1 0 10
we don't use the word 'quality’ 8 0 2 0 10
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communication

the union of school/pupils/parents

Considerate of individuals

about nurturing aspiration/ambition

consistency/stability

pupil engagement

manners/consideration/behaviour

goals

work ethic/commitment

innovation/creativity

school doing research

AfL

basic skills/'must do's'

logical connections between years

about constant change

pupil challenge

coaching/mentoring

care and academic focus

environment/resources

confidence

safety/security

a happy place

pupil leadership

equality of opportunity for pupils

personal appearance of Ts and Ps

planning

subject knowledge

being a model learner

pupil voice

considerate of child experience

modelling

CPD

listening

pupil/teacher interaction

O |k |k (kO |k |k (kP |IN |k (kM |O O OO |W|Ww|(w |O |0 0|w |0 |0 (N ||k (Ww lw|w | o o |+

= O |O O | [O|O |O |O |0 |0 |0 |w |w M (N |o|o | (N[ (k (w v O (w (o (ko | N

o [0 [o |[o o |o | |+~ |0 | |o|o |o o o (| o |o(|N [k |00 |0 |0 |0 |k 00N (w0 (w|w| o |k
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visible to pupils

0

0

1

o [0 o |o o | |k |k O |0 |k |k 0o |0 |0 |k |0 |0 o (o o (N (O |o (N OO0 |00 (o (N [0 [0 [k (N

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45

Table B5: Examples of quality given by staff

Count by school

Code 1 2 3 4 Total count (N=45)
(N=17) (N=12) (N=11) (N=5)
witnessing impact, change or engagement 6 2 10 0 18
displays 4 4 2 0 10
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teamwork/shared goals

a particular approach

something that is seen not written

imaginative lessons/pride

feel

behaviour for learning

school openness/confidence

outdoor learning

teacher openness/confidence

praise

whole school activities

freedom to be creative

evidence of influencing others

not always knowing/learning

pedagogic exploration

safeguarding practices evident

leadership

pupils feeling progress

curriculum

o |O |o |o | (0o O |k |k |k |k (O |O |0 |k |k [0 |k

o |©O |0 |~ |k |k |» O |O |0 |0 |0 |0 |k |W |k |JO | (w
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trips

0

0

1

0

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45

Table B6: Supports for delivery of quality

Count by school

Code

(N=17)

2
(N=12)

3
(N=11)

(N=5)

Total count (N=45)

teamwork

8

10

N
[€,]

reflection

visiting other schools/networking

listening/sharing

resources/money

leadership/head

coaching/mentoring

faith/trust

common goals

training (informal and formal)

curriculum

structure/quality indicators

governors

time to plan

observations and feedback

fluid approach

open staffroom

O |0 |k [k |k |O [k [k |k |O (&N W | w||d |[w
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communication

0

0

1

0

1

parents

0

0

1

0

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45

Table B7: Challenges to staffso ability to deliver quality

Code

Count by school

(N=17)

2
(N=12)

3
(N=11)

(N=5)

Total count (N=45)

time

2

behaviour

confidence (teacher ability)

money/resource

teamwork (limits creativity)

SATs pressure/A of L

success (bigger= more problems)

values/work ethics

bad reputation of school

O [k |O |O |O [N [N O |Ww

o O |O |» |O |0 [+ (O

family support

outside definitions of 'good'

demanding progress/challenge

subject knowledge

being new

quality unachievable

capacity (success mean absent Ts)

incomparable ways of working

= |O O O |O |O O |N N (kP O |k W |k [N |0 (W
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paper work

1

0

0

0

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45

Table B8: Influences that underpin the adult participantsd responses

Count by school

Code 1 2 3 4 Total count (N=45)
(N=17) (N=12) (N=11) (N=5)

professional experience 5 3 7 3 18
interacting/talking 5 0 4 2 11
own educational experience 6 3 0 2 11
me - reflection 5 0 4 0 9
observing others/being observed 3 2 2 0 7
background/family 6 1 0 0 7
reading (educational) 2 1 1 2 6
studying (current/ongoing) 2 0 2 1 5
studying (prior, ITT) 4 0 1 0 5
links with other schools 1 2 0 2 5
me - ideas 1 1 0 2 4
being a parent 1 1 1 1 4
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reading (non-educational) 1 0 0 2 3

the pupils 1 1 1 0 3

me - interests 1 0 0 1 2

inspirational teachers 1 1 0 0 2

working in a learning environment 0 0 2 0 2
from parents 0 0 1 0 1

education is transformative 0 0 1 0 1

from head 0 0 1 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45

Table B9: Extent to which staff thought their definitions of quality matched official

definitions (e.g.: Ofsted/Policy)

Count by school

Code

(N=17)

2
(N=12)

3
(N=11)

(N=5)

Total count (N=45)

more attainment focused

=
)]

yes, the same

=
o

assessment focused

statistical

not about progress

different but necessary

no, different

not practical/real

hope it is more than official version

politically driven

narrow (academic interest)

they don't know about school

favour breadth over depth

don't know

= |k [O |O | (N (kP |O |O O |0 | W
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official version improving

0

0

1

0

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45

Table B10: Extent to which staff thought their definition of quality matched that of a pupil

Count by school

Code 1 2 3 4 Total count (N=45)
(N=17) (N=12) (N=11) (N=5)
my own more complex 5 0 7 1 13
yes, the same 3 0 4 3 10
pupils don't know 2 0 4 1 7
mine more academic 2 3 0 0 5
we teach them what it means 3 0 1 0 4
pupils opinionated 2 0 0 0 2
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age dependent (older more likely)

0

0

2

0

2

staff don't know

0

1

0

0

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45

Table B11: What staff say about the purpose of education

Count by school

Code 1 2 3 4 Total count (N=45)
(N=17) (N=12) (N=11) (N=5)
independence/control/agency 8 2 5 0 15
knowledge (inc basics) 2 2 10 0 14
social skills 4 1 5 0 10
society/citizenship 3 2 3 0 8
for the future 7 0 0 0 7
reach potential 2 0 4 0 6
for education beyond primary 1 2 3 0 6
to teach relevant things 3 1 1 0 5
instil curiosity 0 0 3 1 4
jobs/work 3 0 0 0 3
moral character 0 2 1 0 3
fun/enjoyment 0 3 0 0 3
a good start in life 0 2 0 0 2
dev whole child 0 0 2 0 2
biological need 1 0 0 0 1
instil ambition 1 0 0 0 1
shared learning journeys 0 0 0 1 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45
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B2: Results (pupils data sets, presented by school)

Table B12: According to pupils, a good school is one where...

Count by school

Code 1 2 3
(N=5) (N=5) (N=7)

(N=7)

Total count (N=24)

safety (personal/bullying) 4 0

iy
w

nice environment/building

playing/fun

teachers/staff

lots of friends

healthy places - outdoors/fruit

Nice/helpful place

resources to support learning

don't know

Manners/politeness

subject specific comments

not overcrowded

gives rewards

food

rules

high expectations

interesting lessons

time to finish work

trips

big

days off

telephones

o | | [0 O |k |k |O |0 |k (N |k |O |k O |k |WwW |0 |k |w w | wlu
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has a headteacher
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grass 0 0 0

1

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=24

B13: A good teacher was described by the pupils as...

Count by school

Code 1 2 3 4 Total count (N=24)
(N=5) (N=5) (N=7) (N=7)
offers love, care, kindness 3 4 4 4 15
provides fun/entertainment 2 2 3 3 10
structures support within lessons 1 1 3 2 7
reading/writing/stories 0 1 1 4 6
strict 1 1 2 1 5
interesting work/topics 1 3 0 0 4
has nice voice (no shouting) 2 1 0 1 4
looks nice (hair, clothes) 1 0 2 1 4
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gives praise/rewards

art/creative work

clever/good subject knowledge

offering intellectual challenge

allows play in class

ICT/VLE

imaginative/creative

act as referee in disputes

knows me

helpful

patient

happy

O |O |O |[©O O |k |k |k |+ |»k (O |O
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female

0

0

0

1

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=24

Table B14: A good pupil T the pupilso view

Code

Count by school

(N=5)

2
(N=5)

3
(N=7)

(N=7)

Total count (N=24)

not violent

5

2

=
N

kind

friendly

nice

rule abiding

sensible

helpful

not mean/doesn't bully

quiet

open/honest

happy

listens

caring

polite

eager/curious

popular

o [0 [0 [0 |0 |+ |O |k |[O |0 |O [N [0 |k (k.
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beautiful
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0

0

1

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=24
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Table B15: What pupils say they like about school

Count by school

Code 1 2 3 4 Total count (N=24)
(N=5) (N=5) (N=7) (N=7)
friends 5 4 3 5 17
playtime/break time/lunchtime 11
lunch/food 11
subjects - literacy 11
Subjects - maths/numeracy 10
subject - drawing/art 10

outside equipment/climbing frames

teachers

subjects - PE/sport

learning new things

consistency - friends | already knew

toys

playing

fun

singing/music

computers/ICT

academic progression

consistency - siblings at school

games in lessons

building

subject - science

afterschool/breakfast clubs

makes me happy

circle time

stories

guided reading

subject - drama

consistency - toys that | have at home

swimming

fresh air/outdoors

TV

better than home

subject - history

IPC/curriculum,

homework

O |k |k |k |k |k ook |k |kLR (R [R |k |O|FR |k L F[WIIF[F|[FINEFE[W[F|[F|[Fwdiw
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working in groups

0

0

0

1

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=24
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Table B16: What pupilsd say they dondt like...

Code

Count by school

(N=5)

2
(N=5)

3
(N=7)

(N=7)

Total count (N=24)

accidents (falling over)

[
[

bullies/being bullied

older kids

falling out/social trouble

rain/weather

boredom

maths

getting in trouble

noise

teasing

bad behaviour

sitting still

settling in (FS)

not having time to complete work
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being scared/lacking confidence

0

0

1

0

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=24

Table B17: A perfect school T the pupilsd view

Code

Count by school

(N=5)

2
(N=5)

3
(N=7)

(N=7)

Total count (N=24)

shop/lollies/sweets/ice-cream

2

[EEN
[ERN

no bad kids

equipment unlimited

this one/my school

colour/decorations

fun/happy

nice teachers

pupils in charge

animals/pets

full of friends

new and shiny

light/windows

bigger

longer breaks

swimming pool

never move school again

provides privacy - personal space

stairs/elevators

treats
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motivating

cookers/cooking

floating

school you can be proud of

money

smaller

indoor play area

trips

no uniform

uniform

calm and peaceful

safe

eager kids

loads of sports

home-like

o |0 | |o |o | O |k |k |k |k |k |k O |0

o O [© (P |k |O |k |0 |0 |0 |0 |0 |0 |0 (o
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= |O |O |O O |k |O|O |0 |0 |0 |0 |0 |k |k
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like foundation stage

0

0

0

1

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=24

Table B18: Influences that underpin pupil participantsd responses

Count by school

Code 1 2 3 4 Total count (N=24)
(N=5) (N=5) (N=7) (N=7)
don't know 0 4 4 5 13
teachers 1 0 1 1 3
my own ideas 2 0 0 0 2
mum/dad/parents 0 0 1 1 2

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=24
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Table B19: What pupils say about the purpose of education

Code

Count by school

(N=5)

2
(N=5)

3
(N=7)

(N=7)

Total count (N=24)

learning

2

[y
N

jobs

=
o

maths

future

education beyond primary

spelling/handwriting

money/economic success

being able to do things properly

relevance/life skills

reading/writing

healthy living

to be good/moral

older kids look after younger ones

transform your chances in life

gives parents a break

keeps us busy

keeps us safe

o |O (kP O |k |O O |O |N O (Fk |k W [w]|N |w (N
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fun

0

0

0

1

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=24
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B3: Results (staff data sets, presented by teachers, TAs, senior

leaders)

Table B20: According to teachers, TAs, senior leaders, a good school is one where...

Count by group
Code Senior leaders Teachers TAs Total count (N=45)
(N=9) (N=29) (N=7)

staff/teachers 4 12 1 17

leadership 4 10 1 15

Vision/direction 2 12 1 15
staff/pupil/families are foundation 3 8 3 14
organic - constant change 4 9 0 13
team work 0 11 1 12

happy place (staff/pupils) 3 5 1 9

is reflected in the ethos 0 6 0 6
environment 1 4 0 5

high expectation 2 3 0 5

safe places 0 4 0 4

enrichment opportunities 1 3 0 4
exciting curriculum 0 4 0 4

Successful (attainment/outcomes) 1 3 0 4
community support is valued 0 3 0 3
equality in challenge (for all) 0 3 0 3
communication 0 2 1 3

children are heart of the school 1 1 0 2
good behaviour 1 0 1 2

whole school approach 0 1 0 1
consistency 0 0 1 1

busy 0 1 0 1

critically reflective 0 1 0 1

low teacher and pupil mobility 1 0 0 1
moral purpose 1 0 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45
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Table B21: A good teacher was described by teachers, TAs, senior leaders as...

Count by group
Code Senior leaders Teachers TAs Total count (N=45)
(N=9) (N=29) (N=7)

staff/teachers 4 12 1 17

leadership 4 10 1 15

Vision/direction 2 12 1 15
staff/pupil/families are foundation 3 8 3 14
organic - constant change 4 9 0 13
team work 0 11 1 12

happy place (staff/pupils) 3 5 1 9

is reflected in the ethos 0 6 0 6
environment 1 4 0 5

high expectation 2 3 0 5

safe places 0 4 0 4

enrichment opportunities 1 3 0 4
exciting curriculum 0 4 0 4

Successful (attainment/outcomes) 1 3 0 4
community support is valued 0 3 0 3
equality in challenge (for all) 0 3 0 3
communication 0 2 1 3

children are heart of the school 1 1 0 2
good behaviour 1 0 1 2

whole school approach 0 1 0 1
consistency 0 0 1 1

busy 0 1 0 1

critically reflective 0 1 0 1

low teacher and pupil mobility 1 0 0 1
moral purpose 1 0 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45
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Table B22: A good pupil T the views of teachers, TAs and senior leaders

Code

Count by group

Senior leaders
(N=9)

Teachers
(N=29)

TAs
(N=7)

Total count (N=45)

eager/curious

7

21

31

no such thing: all great

11

15

no such thing: teachers’ responsibility

[EEN
w

15

good listener

12

outgoing/confident

[EEY
[EEY

tries hard

challenge teacher

safe and secure

take ownership/independent

good socially

well behaved

have ideas

ready/pre-school

reflective

happy

resilient

depends on home life

works with teacher

offers behavioural challenge

takes risks

adaptive/flexible
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leadership

0

1

0

1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45

Table B23: What quality means T the views of teachers, TAs and senior leaders

Count by group
Senior leaders | Teachers TAs
Code (N=9) (N=29) (N=7) Total count (N=45)
striving for the best 3 21 3 27
an external standard/Ofsted 4 17 3 24
exiting enrichment opportunities 2 19 0 21
being reflective 1 18 0 19
good teaching/staff 4 11 2 17
using data/targets 1 11 1 13
high expectations/pride 1 7 3 11
difficult/unobtainable 2 9 0 11
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leadership 3 7 1 11

relevance 2 9 0 11

more than just attainment 2 6 p 10

we don't use the word 'quality’ 0 9 1 10
communication 1 8 0 9

the union of school/pupils/parents 5 3 0 8
Considerate of individuals 1 5 1 7

about nurturing aspiration/ambition 1 5 0 6
consistency/stability 0 4 2 6

pupil engagement 2 4 0 6
manners/consideration/behaviour 5 0 1 6
goals 0 6 0 6

work ethic/commitment 4 0 5
innovation/creativity 1 4 0 5

school doing research 1 4 0 5

AfL 0 4 0 4

basic skills/'must do's' 2 2 0 4

logical connections between years 0 4 0 4
about constant change 0 3 0 3

pupil challenge 1 2 0 3
coaching/mentoring 1 2 0 3

care and academic focus 3 0 0 3
environment/resources 1 1 1 3
confidence 0 3 0 3

safety/security 0 3 0 3

A happy place 0 3 0 3

pupil leadership 0 2 0 2

equality of opportunity for pupils 1 1 0 2
personal appearance of Ts and Ps 0 2 0 2
planning 0 2 0 2

subject knowledge 0 2 0 2

being a model learner 0 2 0 2

pupil voice 1 1 0 2

Considerate of child experience 1 1 0 2
modelling 0 1 0 1

CPD 1 0 0 1

listening 0 1 0 1

pupil/teacher interaction 0 1 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total
number of codes may exceed N=45
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Table B24: Support for quality according to senior leaders, teachers and TAs

Count by group
Code Senior leaders | Teachers TAs Total count (N=45)
(N=9) (N=29) (N=7)
teamwork 4 17 4 25
reflection 1 6 1 8
visiting other schools/networking 2 6 0 8
listening/sharing 2 4 0 6
resources/money 0 6 0 6
leadership/head 1 2 2 5
coaching/mentoring 0 4 0 4
faith/trust 0 4 0 4
time to plan 0 0 4 4
common goals 1 0 1 2
training (informal and formal 1 0 2
curriculum 1 1 0 2
structure/quality indicators 0 2 0 2
governors 1 0 0 1
observations and feedback 0 1 0 1
fluid approach 0 1 0 1
open staffroom 0 1 0 1
communication 0 0 1 1
parents 0 1 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45

Table B25: Things that challenge staff by senior leader, teacher and TA

Count by group
Code Senior leaders | Teachers TAs Total count (N=45)
(N=9) (N=29) (N=7)
time 2 4 2 8
behaviour 1 3 2 6
confidence (teacher ability) 0 5 0 5
money/resource 2 2 0 4
teamwork (limits creativity) 0 2 1 3
SATs pressure/A of L 0 3 0 3
success (bigger= more problems) 0 2 0 2
values/work ethics 1 1 0 2
bad reputation of school 0 2 0 2
family support 0 2 0 2
outside definitions of 'good' 0 0 1 1
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demanding progress/challenge 0 0 1 1
subject knowledge 0 1 0 1

being new 0 1 0 1

quality unachievable 0 1 0 1

capacity (success mean absent Ts) 1 0 0 1
incomparable ways of working 0 1 0 1
paper work 0 0 1 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total
number of codes may exceed N=45

Table B26: Examples of quality given by senior leaders, teacher and TAs

Count by group
Code Senior leaders | Teachers TAs Total count (N=45)
(N=9) (N=29) (N=7)
witnessing impact, change or engagement 4 11 3 18
displays 2 7 1 10
teamwork/shared goals 1 3 0 4
A particular approach 1 3 0 4
something that is seen not written 0 2 1 3
imaginative lessons/pride 0 3 0 3
feel 3 0 0 3
behaviour for learning 1 2 0 3
school openness/confidence 2 0 0 2
outdoor learning 0 2 0 2
teacher openness/confidence 1 0 0 1
praise 0 0 1 1
whole school activities 0 0 1 1
freedom to be creative 0 1 0 1
evidence of influencing others 0 1 0 1
not always knowing/learning 0 1 0 1
pedagogic exploration 0 1 0 1
safeguarding practices evident 1 0 0 1
leadership 0 1 0 1
pupils feeling progress 0 1 0 1
curriculum 0 1 0 1
trips 0 1 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may
exceed N=45
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Table B27: Influences that underpin teachersd, TAs6 and senior leaderso responses

Count by group
Code Senior leaders | Teachers TAs Total count (N=45)
(N=9) (N=29) (N=7)

professional experience 5 12 1 18
interacting/talking 2 9 0 11
own educational experience 1 9 1 11
me - reflection 2 7 0 9
observing others/being observed 0 7 0 7
background/family 1 3 3 7
reading (educational) 1 5 0 6
studying (current/ongoing) 0 4 1 5
studying (prior, ITT) 0 4 1 5
links with other schools 1 3 1 5
me - ideas 1 1 0 4
being a parent 0 4 0 4
reading (non-educational) 0 3 0 3
the pupils 1 1 1 3
me - interests 0 2 0 2
inspirational teachers 0 2 0 2
working in a learning environment 0 2 0 2
from parents 0 1 0 1
education is transformative 0 1 0 1
from head 0 0 1 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45
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Table B28: Extent of agreement perceived between senior leaders, teacher and TAs and

Policy/Official discourses

Count by group
Code Senior leaders | Teachers TAs Total count (N=45)
(N=9) (N=29) (N=7)
more attainment focused 1 14 1 16
yes, the same 2 8 0 10
assessment focused 0 6 2 8
statistical 2 3 0 5
not about progress 2 2 0 4
different but necessary 0 4 0 4
no, different 0 4 0 4
not practical/real 0 2 1 3
hope it is more than official version 1 1 0 2
politically driven 1 1 0 2
narrow (academic interest) 2 0 0 2
they don't know about school 1 0 1 2
favour breadth over depth 0 1 0 1
don't know 0 0 1 1
official version improving 0 1 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may

exceed N=45

Table B29: Extent of perceived agreement between senior leaders, teachers and TAs and

pupils
Count by group
Code Senior leaders | Teachers TAs Total count (N=45)
(N=9) (N=29) (N=7)
my own more complex 3 8 2 13
yes, the same 1 9 0 10
pupils don't know 0 6 1 7
mine more academic 0 3 2 5
we teach them what it means 0 4 0 4
pupils opinionated 0 2 0 2
age dependent (older more likely) 0 2 0 2
staff don't know 0 0 1 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45

314




Anna Riggall A PhD Thesis

Table B30: Values and purpose of education by senior leader, teachers and TAs

Count by group
Code Senior leaders | Teachers TAs Total count (N=45)
(N=9) (N=29) (N=7)

independence/control/agency 2 13 0 15
knowledge (inc basics) 5 7 2 14
social skills 7 2 10
society/citizenship 7 0 8
for the future 2 4 1 7
reach potential 2 3 1 6
for ed beyond primary 1 3 2 6
relevant 0 3 4
instil curiosity 2 2 0 4
jobs/work 0 1 2 3
moral character 0 3 0 3
fun/enjoyment 0 3 0 3
a good start in life 1 1 0 2
dev whole child 0 2 0 2
biological need 0 0 1 1
preparation for life - experience 0 0 1 1
instil ambition 1 0 0 1
shared learning journeys 0 1 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=45
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B4: Results (pupil data sets, presented by year group)

Table B31: According to pupils in Years FS to 6, a good school is one where...

Count by
Code FS YR1&2 | YR3&4 | YR5&6 Total count (N=24)
(N=4) (N=12) (N=5) (N=3)
safety (personal/bullying) 1 11 1 0 13
nice environment/building 0 7 2 0 9
playing/fun 2 4 1 1 8
teachers/staff 0 4 3 0 7
lots of friends 1 3 2 0 6
healthy places - outdoors/fruit 1 3 1 0 5
Nice/helpful place 1 3 0 1 5
resources to support learning 0 3 1 0 4
don't know 1 2 1 0 4
Manners/politeness 1 2 0 0 3
subject specific comments 0 2 1 0 3
not overcrowded 1 1 0 0 2
gives rewards 0 2 0 0 2
food 1 0 1 0 2
rules 1 0 1 0 2
high expectations 0 0 2 2
interesting lessons 0 0 1 0 1
time to finish work 0 1 0 0 1
trips 0 0 1 0 1
big 1 0 0 0 1
days off 0 1 0 0 1
telephones 0 1 0 0 1
has a headteacher 0 0 0 1 1
grass 0 1 0 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total may

exceed N=24
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Table B32: A good teacher was described by pupils in years one to six as...

Count by
Code FS YR1&2 | YR3&4 | YR5&6 | Total count (N=24)
(N=4) (N=12) (N=5) (N=3)

offers love, care, kindness 3 9 1 2 15
provides fun/entertainment 2 2 4 2 10
structures support within lessons 0 4 1 2 7
reading/writing/stories 2 4 0 0 6
strict 0 1 2 2 5
interesting work/topics 0 4 0 0 4
has nice voice (no shouting) 1 1 1 1 4
looks nice (hair, clothes) 2 0 2 0 4
gives praise/rewards 0 2 2 0 4
art/creative work 0 4 0 0 4
clever/good subject knowledge 1 0 2 0 3
offering intellectual challenge 0 1 2 0 3
allows play in class 0 3 0 0 3
ICT/VLE 1 1 1 0 3
imaginative/creative 0 2 1 0 3
act as referee in disputes 0 3 0 0 3
knows me 0 2 0 0 2
helpful 1 1 0 0 2
patient 0 0 0 2 2
happy 0 1 0 0 1
female 1 0 0 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total
number of codes may exceed N=24
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Table B33: A good pupil T the views of pupils in Years FS to 6

Count by
Code FS YR1&2 YR3 &4 YR5 &6 | Total count (N=24)
(N=4) (N=12) (N=5) (N=3)
not violent 1 9 2 0 12
kind 0 5 3 1 9
friendly 1 6 0 1 8
nice 1 3 3 0 7
rule abiding 1 3 3 3 6
sensible 0 4 1 1 6
helpful 0 2 2 0 4
not mean/doesn't bully 0 2 2 0 4
quiet 0 3 0 0 3
open/honest 0 2 0 0 2
happy 0 2 0 0 2
listens 0 1 1 0 2
caring 0 0 1 0 1
polite 0 1 0 0 1
eager/curious 0 0 1 1 1
popular 0 1 0 0 1
beautiful 0 1 0 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=24

Table B34: The things pupils in Years FS to 6 like about school

Count by
Code FS YR1&2 | YR3&4 | YR5&6 | Total count (N=24)
(N=4) (N=12) (N=5) (N=3)
friends 3 8 4 2 17
playtime/break time/lunchtime 1 8 2 0 11
lunch/food 3 5 2 1 11
subjects - literacy 2 6 1 2 11
Subjects - maths/numeracy 0 7 2 1 10
subject - drawing/art 1 6 1 2 10
outside equipment/climbing frames 2 6 0 1 9
teachers 1 7 0 0 8
subjects - PE/sport 0 6 0 1 7
learning new things 0 5 1 0 6
consistency - friends | already knew 0 6 0 0 6
toys 3 2 0 0 5
playing 2 1 1 1 5
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fun 1 2 0 2 5

singing/music 0 5 0 0 5
computers/ICT 1 4 0 0 5

academic progression 0 5 0 0 5
consistency - siblings at school 1 4 0 0 5
games in lessons 1 2 1 0 4

building 0 4 0 0 4

subject - science 0 2 0 3
afterschool/breakfast clubs 0 2 0 1 3
makes me happy 1 1 0 0 2

circle time 0 2 0 0 2

stories 1 1 0 0 2

guided reading 0 2 0 0 2

subject - drama 0 2 0 0 2
consistency - toys that | have at home 1 1 0 0 2
swimming 0 P 0 0 2

fresh air/outdoors 0 1 0 0 1

TV 0 1 0 0 1

better than home 0 0 1 0 1

subject - history 0 0 1 0 1
IPC/curriculum, 0 0 1 0 1

homework 1 0 0 0 1

working in groups 0 0 1 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total
number of codes may exceed N=24
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Table B35: The things pupils in Year FS to 6 dislike about school

Count by
Code FS YR1&2 | YR3&4 YR5 &6 | Total count (N=24)
(N=4) (N=12) (N=5) (N=3)
accidents (falling over) 1 10 0 0 11
bullies/being bullied 1 5 1 1 8
older kids 1 3 1 0 5
falling out/social trouble 0 3 0 1 4
rain/weather 0 2 1 0 3
boredom 0 1 1 1 3
maths 0 0 2 0 2
getting in trouble 1 1 0 0 2
noise 0 1 0 0 1
teasing 1 1 0 1 1
bad behaviour 0 1 0 0 1
sitting still 1 0 0 0 1
settling in (FS) 0 1 0 0 1
not having time to complete work 0 1 0 0 1
being scared/lacking confidence 0 1 0 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=24

Table B37: How pupils in Years FS to 6 describe a perfect school

Count by
Code FS YR1&2 | YR3&4 | YR5&6 | Total count (N=24)
(N=4) (N=12) (N=5) (N=3)

shop/lollies/sweets/ice-cream 1 5 3 2 11
no bad kids 0 5 3 0 8
equipment unlimited 0 6 0 1 7
this one/my school 4 0 1 0 5
colour/decorations 0 3 0 1 4
fun/happy 2 0 1 1 4
nice teachers 1 3 0 4
pupils in charge 0 3 0 1 4
animals/pets 0 1 1 1 3
full of friends 0 3 0 0 3
new and shiny 0 3 0 0 3
light/windows 0 3 0 0 3
bigger 1 0 2 0 3
longer breaks 0 2 1 0 3
swimming pool 1 2 0 0 3
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never move school again 0 2 0 0 2
provides privacy - personal space 0 0 2 0 2
stairs/elevators 1 0 1 0 2

treats 0 0 1 1 2

motivating 0 1 0 1 2
cookers/cooking 0 2 0 0 2

floating 0 1 0 0 1

school you can be proud of 0 0 0 1
money 0 1 0 0 1

smaller 0 1 0 0 1

indoor play area 0 0 1 0 1

trips 0 0 1 0 1

no uniform 0 1 0 0 1

uniform 0 1 0 0 1

calm and peaceful 0 1 0 0 1

safe 0 1 0 0 1

eager kids 0 1 0 0 1

loads of sports 0 0 1 0 1

home-like 0 1 0 0 1

like foundation stage 0 1 0 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=24

Table B37: Influences that underpin the responses of pupils in Years FS to 6

Count by
Code FS YR1&2 [ YR3&4 [ YR5&6 | Total count (N=24)
(N=4) (N=12) (N=5) (N=3)
don't know 2 8 1 2 13
teachers 0 2 0 1 3
my own ideas 0 1 1 0 2
mum/dad/parents 0 0 2 0 2

*Shows basic frequency of codes, participants could mention more than one code per transcript so total

number of codes may exceed N=24
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Table B38: The purpose of education described by Years FS to 6

Count by
Code FS YR1&2 | YR3&4 | YR5&6 | Total count (N=24)
(N=4) (N=12) (N=5) (N=3)

[y
N

learning

=
o

jobs

maths

future

education beyond primary

spelling/handwriting

money/economic success

being able to do things properly

relevance/life skills

reading/writing

healthy living

to be good/moral

older kids have to look after younger ones

transform your chances in life

gives parents a break

keeps us busy
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keeps us safe

fun 1 0 0 0 1

*Shows basic frequency of codes, participants could mention more than one code per transcript so total
number of codes may exceed N=24
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