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ABSTRACT

This research explores the understanding teachers have of their local school environment.
Using one primary and one secondary school, teachers understandings were explored via the
collection and analysis of data predominantly of a qualitative nature. School documentation,
teacher interviews and observation of meetings provided the main sources of data used to

identify teacher attitudes and knowledge of their local environment.

The research concludes that the relationship schools have with their local environment is based
upon a lack of any systematic approach to collecting information about the local community or
systematic analysis and description of the local environment. Whilst the schools suggested
that they worked mn partnership with individuals and agencies within the local community, the

operations of the schools reflected an unequal distribution of power, the majority of which was
held by the schools.

Teachers tended to interpreted their actions in terms of their own professional needs rather
than as a product of a systematic consideration of objectives, needs and aspirations that have
been agreed jointly with members of the local community and hold sceptical attitudes towards
the members of the local community in terms of the potential contribution they can and do

make to the professional work of teachers.

The schools demonstrated characteristics of a paternalistic monopoly in the operational style
with which they interact with their local communities. The schools use their power to control
their relationship with the local community of service users and attempt to control the

lifestyles of members of the local community.
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1. INTRODUCTION

The 1dea that relationship with parents and other environmental agencies is important to both
the achievements of individual students and to establishments as a whole is not new. There are
arguments that suggest that such relationships still have a long way to go in order to reach
optimum productivity. Indeed, Caldwell (1997) calls for a major restructuring of educational
provision if the kinds of desired improvements are to be made. This implies that we need to
go beyond mior adjustment. Caldwell suggests that re-engineering the school requires
radical changes to school design and operations in order to achieve marked improvements in

current measures of performance.

Tomlinson (1994) also suggested there was a necessity for schools to re-engineer themselves.
For Tomlinson the reason was economic, to do so offered an opportunity to create an
organisation that always focused on the customer. Tomlinson focused upon the economic
relationship between customer and supplier and suggested that only through a process of re-

engineering would the conditions arise for the needs of customers to be fully met.

The growth of research into the characteristics of effective schools over the last 10 years
(Reynolds et al 1996) reflects widely held concerns about the variance between educational
establishments in their effectiveness and the belief that educational establishments need to
improve if the young people and society at large are to gain the skills to confidently meet the
challenges that lie ahead. As this work has been reported critical factors appear to be
emerging. As far back as 1985 Fullan was commenting that parental input and support were

important factors for institutional change at local levels.

Tomlinson’s language is different to that of Reynolds because in the case of the latter the
focus of attention is towards the school's processes and members. Tomlinson, in contrast,
looks towards the relationships between the school as a supplier of educational services to an
environment that contains many different kinds of clients, customers and consequential

relationships.



In commenting upon the "Schools for the Future" project in Australia, Caldwell (1997) points
to factors that it is assumed will lead to improvement in learning. In this case Caldwell is less
hesitant bringing the environmental forces directly into the picture. Three of the factors were
firstly, the encouragement of parents to participate directly in decisions that affect their
children's education, secondly, creating better communication between parents and school to
help determine the direction of the school, its character and ethos and, thirdly, to be

accountable to the community for the progress of the school and the achievements of students.

Educational establishments react both to conditions that exist internally and to those which are
external to it. In the external environment are many players including Govemment, local
authorities, funding bodies HEFC/FEFC, awarding bodies - BTEC, RSA, SEG etc - parents,
companies, charities, the media etc. Indeed all of the multi-dimensional agents that express a

view both direct and tangential to the business of the educational establishment.

Schools are professional establishments that rest upon expectations, codes of behaviour and
cultural infrastructure that create a set of internal actions and behaviour for both individual
teachers and institution. Schools are also economic units, that is to say they engage in
economic activities similar to any commercial organisation. They employ staff to manage
budgets, recruit clients or customers, market their services or products and offer a service to
individuals and the wider community. It is not suggested that the terms are used in identical
ways to a commercial organisation but we can ask questions such as what, for example, is the

service or product offered by a school, or who are its customers?

There are other concepts that a school might take from a commercial enterprise and use 1n its
attempt to understand and respond to its environment. Such concepts include market
segmentation, consumer profile, consumer/service led activity and relationship marketing.
Many of these concepts involve ideas about the relationship between an organisation and 1ts
economic environment which influence the consequential types of behaviour and interaction

with the environment.



Schools have not traditionally used the language of the commercial sector to describe their
activities. Prior to the era of devolved budgets, much of the management of schools was based
around the curriculum, its implementation and other professional matters given that financial
and personnel responsibilities were largely managed from the LEA and the use of catchment

areas limited the market in which school managers operated.

This situation has now changed. Schools have considerable control over their affairs being
responsible for their budgets and recruitment and operating within a market in which parents
have the right to shop around for a school and for schools themselves to go beyond their
traditional catchment areas to find pupils. Further, the introduction during the early 1990s of
Grant Maintained Status offered nearly 1000 secondary schools an opportunity to largely

manage their affairs on their own outside LEA control.

These changes have altered the position of the school and its capability to respond to the local
community. Having control of its resources provides school managers with opportunities for
actions that were denied to them previously. We might thus argue that the school head teacher
now has available almost the full range of potential actions as does the managing director of a

medium sized business.

How do teachers individually and collectively construct a meaning to this new world? Fullan
(1992) suggests from work with teachers that they progressively focused their work and their
energies at the classroom level and disengaged from participating in collaborative classroom
activity or systematic change at institutional or community level. Further, that older teachers
turned their backs on life outside their classroom building protective barriers facing the outside
environment. If such a disengagement occurs at community level - in other words beyond the
walls of the school - how then does the remnant understanding of that world influence and
determine the teacher's behaviour towards it? In what ways do implicit assumptions and
dispositions to that environment lead to inefficient, or dysfunctional behaviour towards the
environment? How might such a situation be changed so that a redefined understanding of the
environment is developed which will lead to a more effective response to conditions in which

the school 1s located?



Robinson and Timperley (1996) point towards the conditions that need to exist for a school to
be considered responsive and one criterion identified is a willingness to learn about issues
from those outside the school. How do teachers do this? How do they and their schools go
about their learning processes. What is their epistemological stance in this respect and how is
this reflected in their actions? Habermas (1984) suggests that perhaps teachers do not actually
do this, rather they rest upon an assumed shared consensus about what is appropriate and
normal where teachers presume that actions would attract parental support rather than check to
see if this was actually the case. This investigation will attempt to disentangle some of these

differing views about how teachers experience and make sense of their environment.

The research thus seeks to:

e establish teachers’ understanding of the elements of their world that assist or hinder the
school;

¢ to find whether such understandings are created through a systematic process of interaction
with the local community;

e to reveal their associated behavioural patterns;

e to consider the potential consequences to the school of an interactive experience with the

world in which it 1s located.

This study does not assume that a market exists. Indeed, my personal view like that of Bottery
(1999) is that whilst some movement has taken place towards a market for education,

particularly since 1988, a full market in education has never been achieved.

The importance of this research derives from its attempt to uncover what understandings
teachers have of their community and how such understandings impact upon their function and
actions. I want to explore whether schools can benefit from the use of some concepts of the
market place to improve performance. The term market place is used to describe the general
range of concepts that describe the economic relationship between those who use educational
services and those who provide them — these might include the notion of customer and

customer service, service supplier, competition, the regulation of providers of services,
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compensation to service users when service provided does not meet expectations, market
research, customer orientation and supplier orientated, investment and return. By improving
and refining the definition of the environment in which the school is located, teacher and
organisational behaviour can be modified which might lead to an improvement in

effectiveness for both.
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2. LITERATURE

The literature on schools and their community may be separated into a number of types. There
is considerable literature on schools and their parents, particularly on how parents may help
pupil achievement (Bastiani & Wolfendale 2000), home school agreements and mutual
support arrangements (Ouston 2000, Hallgarten 2000)), impacting upon attendance (Howard
2000) and improving learning (Whalley 2001, Bloom 2000, McNaughton 2001, Collins 2000),
particular elements of the school population (Lee 2001, Swain 2000). These studies tend to
focus upon the internal relationship between schools and parents often looking at strategies for
‘helping’ parents contribute better to their children’s education (Ball 1998). There is also
literature focusing upon the economic relationships within education but usually at system
level (Tooley 1993, Bottery 1999, Hughes,1995, Ball 1993) but there is very little literature
that looks at how individual schools and teachers conceive of their local community through

thetr practices and utterances and particularly with an economic backcloth to the investigation.

The 1dea that parents should be seen as consumers of education emerged in the late 1970s and
1980s in the writings of various right-wing educationists including Cox and Boyson (1977)
and Few (1987). Their view was that education had become too producer-dominated and that
the route to reverse this position was to open education to market forces, The Hillgate Group
(1986) suggested that the survival of schools depended upon their capability to satisfy their
customers. The group viewed parents as the principal customers and believed they should be
free to choose a school as they wished. The consequence of a reformed market would be that
schools and the educational service would be shaped by parental demand. Schools attractive

to parents would flourish whilst those rejected would go the wall.

The idea of seeing education as an economic commodity that could be delivered through some
form of market framework was not confined to the UK. Carter & O’Neill (1995) summarise
the evidence on the state of education policy making in their review of international
perspectives on educational reform by identifying a new orthodoxy - ‘a shift is taking place’
they say ‘in the relationship between politics, government and education in complex

westernised post-industnalised countries.” (p9).
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They cite five main elements to this new orthodoxy.

improving national economies by tightening a connection between schooling, employment,
productivity and trade

 enhancing student outcomes in employment related skills and competencies

e attaining more direct control over curriculum content and assessment

¢ reducing the costs to government of education

* increasing community input to education by more direct involvement in school decision-
making and pressure of market place

C this convergence in education policy, indeed in social policy more generally, involves

the replacement of bureaucratic-professional regimes of organisation and provision with

managerial-entrepreneurial regimes or, in other words the marketisation of education and the

insertion of business methods into the organisation and the management of schools - and

colleges and universities. ............ education is becoming commodified .......... ” (p9)

The arguments for the introduction of a market for education along with reforms that have
sought to move education towards this objective have received their criticism, for example
Ball (1993), and Bowe (1994). However, Ball (1999) uses Michael Focault’s (1979) notion of
a teacher having a soul to suggest the introduction of reforms that include marketisation and
performance measures impact upon the practice of teaching and teachers. Bell suggests that
such reforms challenge the soul of the teacher causing teachers and their practice to be
changed in response to the reforms.  Classroom practice is increasingly made up out of
responses to changing external demands. Teachers are thought of and characterised in new
ways, increasingly they are thought of as pedagogic technicians. As a result, what 1t means to

be a teacher is fundamentally reconstituted.

Ball suggests that the teacher’s sole does not lie in the values of the changing external
circumstances that confront teachers in the UK as well as other westermnised countries. Never-
the-less, changes have taken place and do not merely surround schools but also permeate their

daily activities. How do teachers see such changes and what sense do they make of the
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economic community outside the school that may be making new expectations of the school

resulting from such policy reforms?

That tension has arisen within the teaching profession as they have come to interpret the
consequences of reform have been very public. A tension exists between a view that locates
the source of underachievement within the individual child or family, housing estate or

community against one that locates the source of underachievement within the individual

school and school system.

Ainscow (1988) suggests that the notion of a deficit model has been subject to massive
criticism and that this has helped to redirect attention away from a concentration on the
characteristics of individual children and their families, towards a consideration of the
processes of schooling. Ainscow believes that despite the shift in thinking, deficit thinking is
still deeply rooted resulting in a belief that some pupils require alternative treatment. Such
ingrained thinking can generate a view of certain pupils and families as ‘them’ who have
particular and negative characteristics that are not like ‘us’. Such a stance can distract
“attention from the possibilities of pedagogic development arising from the positive challenge
to teachers of meeting the leaming needs of this group of pupils. Perceived differences
between pupils and families could be seen as opportunities for leaming rather than as

problems to be fixed.

Ainscow agrees that teaching methods are neither devised not implemented in a vacuum. He
suggests that the design, selection and use of particular teaching approaches and strategies
arise from perceptions about leaming and learners. Thus teacher belief systems become
important in the way that teachers conceive of their location both in respect of the teaching
and learning relationship with pupils and with their relationship with the local community.
Such belief systems become important if teachers see some pupils as having problems that
need fixing, problems that can’t be fixed, pupils coming from families that are deficient in
skills, or see themselves within a profession that is under attack from the press or govermment
or has the right to carry on its activities with little or no challenge from those to whom the

educational service is provided.
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It can be argued that the culture within a school has an impact upon how teachers see their role
and work, and how they see pupils, parents, governors, local business and so on. Hargreaves
(1995) argues that school cultures can be seen has having a reality-defining function, enabling
those within an institution to make sense of themselves, their actions and their environment. A
current reality defining function of culture, he suggests 1s often a problem-solving function
inherited from the past. In this way today’s cultural form created to solve an emergent

problem often becomes tomorrow’s taken-for-granted recipe for dealing with matters stripped

of their novelty.

How then do teachers make sense of conditions within the local community if their
construction of reality is determined by a school culture itself affected by issues of the past?
Fullan (1991) suggests that by and large schools find it difficult to cope with change. There is
a tension between schools needing to respond to new challenges but at the same time they also
need to maintain some continuity between their present and their previous practices. There is,
therefore a potential conflict between development and maintenance. The problem is that
schools tend to generate organisational structures that predispose them toward one or the
other. Schools (or parts of schools) at the development extreme may be so over-confident of
their innovative capacities that they take on too much too quickly, thus damaging the quality
of what already exists. On the other hand, schools at the maintenance extreme may either see
little purpose in change or have a poor history of managing innovation. Moving practice

forward, therefore, necessitates a careful balance of maintenance and development.

However, how is such a balance to be achieved? How do schools judge the needs for change?
Indeed, do they do so or is their disposition to change determined by the latest Act or Circular
from government? Perhaps it is a response to their latest report from Ofsted. Do teachers
engage in a dialogue with the local community to develop a shared understanding of future
needs or is this debate seen as one located within the profession? Is the dialogue outward
looking to those social and economic conditions that surround a school or inward looking to
the professional concemns and responses to educational issues and reforms originating from

within the profession 1tself or from a government’s dialogue with the profession?
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Ainscow (1998) suggests a typology of 6 ‘conditions’ to be a feature of moving schools:
* Effective leadership, not only by the head teacher but spread throughout the school.
* Involvement of staff, students and community in school policies and practice.

* A commitment to collaborative planning,

» Co-ordination strategies, particularly in relation to the use of time.

* Attention to the potential benefits of enquiry and reflection

* A policy for staff development that focuses upon classroom practice.

The mvolvement of the community in school policy and practices is one of the conditions and
reflects a similar view of Easen (1998) who suggests ten key themes needed to support
educational achievement. Of these themes two are parental involvement in children’s learning
and community facilities in schools. However, how do teachers see the ‘community’, what are
its boundaries and make-up? What attempts do they make to understand and engage with the
community? This study will attempt to shed some light on these questions within specific
school locations and with the backdrop of the economic circumstances that surrounds the

school.

For some, the development of an economic climate surrounding a school seems to conflict
with the central being of what a school and teachers are about. Cochlin and Davis (1996)
suggest that on the one hand, there are other claims for autonomy and flexibility, for creating
an educational system responsive to the local context, where equality and quality are promoted
whilst on the other, education is to become more business-like, more managenal, all efficient,
defined in terms of market responsiveness and market forces. For Cochlin and Davis,
responding to a local context appears to conflict with the language of economics or business.
Perhaps they see such language as a reinforcement of the notion that education 1s, or should

be, a commodity for consumption and that this is a notion to be rejected.

Snook (1992) suggests that good schools are those in which principals are leaders not
managers, and in which teachers form a community of professionals who talk a lot among
themselves about school and related matters. Good schools spend more on education, pay

more to teachers, have lower teacher pupil ratios and have more resources. For Snook there
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seems to be a suggestion that that the notion of managers, and perhaps all that goes with the
business-like model of education, is to be rejected and that a community of teaching
professionals has an inward looking process of self-discourse. However, as Mortimore (1997)
suggests schools are part of a wider society and subject to its norms, rules and influences and
with limited independent impact upon pupil output. Reynolds & Packer (1992) suggest there
is an argument to be made that schools and teachers need to have a focus towards those forces
outside the school that seem to impact so greatly upon pupil performance. Rather than have a
lot of discussion amongst themselves it might be useful for teachers to have discussions with
those who directly use the service or those in the community who have an indirect interest in

the outcomes of the service.

Within the context of the economic climate that surrounds a school, whatever that might be,
one starting point might be the way, and on what basis, teachers interact with those who have
direct and indirect interest in the outcomes of the educational process. The word ‘parent’
offers us nothing about the relationship between such an adult and a school at which the
adult’s child attends. The word parent informs us of something about a relationship between
an adult and at least one child. Within an economic context would it be helpful to use terms
such as ‘customer’ or ‘client’? Such terms imply a little more about a relationship between
supplier and user of a service. To use such terms opens the door to a discussion about the
form of relationship that should be present, about obligations and responsibilities.
Importantly, in modem commercial life, these terms have attached to them assumptions about
the need of the supplier to have clear strategies to meet the needs of the individual using the

service or acquiring the product.

This study does not attempt to assert that schools should use such terms nor that parents
should be seen as customers or clients. Rather, it is whether teachers have any economic view
as they look upon their community and, if so, what 1t might be. Teachers talking to parents as
customers 1s not necessarily in conflict with teachers talking to parents without the attachment.
As Collins (1997) suggests that giving pupils and their parents a voice in the classroom is
important in the genuine pursuit of shared understanding between pupils and parents. Perhaps

what is at stake i1s whether the discussion, if couched in terms of customer, places a greater
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emphasis on the teacher to listen and adapt practice in light of ‘customer’ comment than the
teacher would prefer. The teacher-parent dialogue may support and reinforce the teacher’s
authority to control the learning situation from a teacher as professional point of view rather

than place an obligation on the teacher to respond to the ‘customer’ when operating from a

quasi-business approach.

Edwards and Aldred (1999) suggest that teachers see children and parents within their family
roles, a process of ‘familialisation’. Under the process of familialisation, located as sons,
daughters, brothers, sisters and so on in their home, children are increasingly conceptualised in
terms of their familial dependency status. This has been reinforced by prolongation of the
education aspect of institutionalisation in young people’s lives particularly with the shrinking
of youth labour markets and benefits for young people, and an emphasis on, and growth of,
further education and training. Familialisation involves an emphasis on children’s home

environment and on their being the financial and social responsibility of their parents.

If teachers see children and their parents in this way, it may reduce their capability to see them
as economic actors — customers or clients. Indeed, if the economic relationship and
responsibility 1s seen solely as that of parents it may preclude the possibility of teachers seeing
themselves, or the school, as having any part to play in the economic development of the child
and parent or having any economic relationship with them. Thus if a builder or a photocopier
repair mechanic arrives and works on a school site, the individual is seen as conducting an
economic role rather than as a mother, step-parent, grandparent whereas when parents are
engaged by a school they may be seen within their familial roles rather than within any form

of economic relationship.

Edwards and Aldred also suggest that the introduction of the home-school agreement has
reinforced the teacher’s focus upon familial roles rather than the parent as an economic actor
or the school’s interface with an economic world. Indeed, Edwards and Aldred suggest a
process of colonisation of the family through institutional interventions that encourage family

homes to become more like educational settings.
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Parents are encouraged to be involved in their children’s education to the extent that the
encouragement becomes a taken for granted wisdom, the common sense thing to do. This
common sense position is supported by newspapers such as the Guardian which often carries

a parents page alongside its weekly education section, while the Independent newspaper has

carried a series for parents on dealing with homework.

It might be argued that though this process, attention is deflected from the relationship
between the provider and consumer of an economic service to a rather different relationship in
which the educational institution controls the educational process and the family 1s perhaps
seen as having a very junior part in the process and one in which they are instructed in how to
perform rather than be part of a dialogue between participants each having legitimate interests

to pursue.

This study intends to explore something of the value system held by teachers by trying to see
what sense hey make of their economic environment. One reason for this is to see how far the
value system held can account for the interaction style taken by teachers and schools. Babiae
(1998) suggests a teacher’s behaviour is defined by the characteristics of the value system
held. Babie suggests that the inner mental representation 1s gradually incorporated into the
individual’s personality structure and then influences the individual teacher’s response to
teaching. Babiae also suggests that the development of the implicit pedagogy is a combination
of individual development and the result of collective wisdom that forms a culturally
conditioned set of ‘conceptions, schemes and screenplays’. In this way the school as an
institution may play a role in developing the mindset of teachers in their conceptual and
attitudinal framework brought to play at the boundary between school and its community.
Teachers may bring a range of developed concepts and mental dispositions to parents, local
industry, relationships with the local authority, central government as well as concepts such as
personnel management, marketing and finance. What then becomes interesting 1s not just what

the mindset of teachers is but also the processes that come to develop and influence 1t.

This point i1s continued by Butroyd (1999). His research placed teachers into two main

classifications — ‘simplex’ and ‘duplex’. Teachers whom he described as ‘reassured simplex’
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had characteristics in which the concems of most teachers were restricted to the nature of
pedagogy. Very few of the broader questions were raised. The bounded nature of these
teachers’ values was accompanied by a reassurance that derived from some combination of
status, experience, and subject knowledge. The focused nature of their values did not suggest a
negative perception of their role, or schooling, but rather an avoidance of the wider issues.
Sometimes avoidance was on an intentional strategy, or simply 1t was because broader issues
were not something discussed that much. They rarely had the opportunity to engage In
professional dialogue of educational philosophy with colleagues or other teachers. The

simplex group had a profound love of their subject

A second group of simplex was identified called the ‘disappointed simplex’. For this group
self-reliance turned to disappointment, and for some, isolation, conservatism, or even
disengagement from the school as a cultural body. They were generally concerned with issues
of pupil behaviour, and social control, as their perspective failed to find resonance in the
school community. They worried about the lack of authority, and were also reluctant to enter
into dialogue about the broader moral and political issues of schooling. However, they

expressed the same preoccupation with the love of subject as the other simplex group.

The second main classification was that of ‘duplex values’. These teachers were likely to be
in the older age range (over 39 years old), and had broader expertence than their own subject
classroom. Strongly held values which had been reassured in experience, and possibly
recognised by the school, either through promotion or professional dialogue, encouraged
continued engagement with a number of issues. Although some teachers recognised the
influence of their outside experiences, most maintained that their biggest influences were
internal to the school. Most teachers welcomed the changes of the 1998 ERA, although there
were some exceptions. A major reason for this positive perspective was that they felt they
were in control of the pedagogic aspects of teaching and that some of their responsibility had
been removed reducing a feeling of vulnerability. The overwhelming concern of this group

was with the processes of education rather than the subject content.

Whilst Butroyd’s research was not concermed with teacher’s attitudes towards their economic
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environment, it does suggest how a teacher’s collection of attitudes may predispose the teacher
to particular responses both within the classroom and in those engagements with the school’s
external environment. Both groups, simplex and duplex, had a rather inward looking focus
and even when the duplex group members had wider experiences that could be brought to their
professional life, they seemed to put these aside and find attachment to internal influences.
Both groups had a love of their subject and although the duplex group were able to focus upon

wider educational issues, this was done within a professional setting internal to the school.

This evidence seems to be supported by Huberman’s (1993) analysis of forces needing
stability to provide career satisfaction. In his study a number of areas were identified. These

were:
¢ an enduring commitment to the profession;
e manageable classes where one can maintain good relationships with pupils;
e good relationships with colleagues;

e abalance between school and home life.

Again, the importance of relationships with colleagues and the wider profession are seen as
critical to providing career satisfaction. With such a collegiate orientation, how far will
teachers look to the wider relationships beyond the school gate and how far will such issues

command any importance?

Huberman’s speculative model of the sequence of the professional life: of a secondary school

teacher does not fit neatly into Butroyd’s categorisations

0-3 yrs beginnings, feeling one’s way
4-6 yrs stabilisation, consolidation of a pedagogical repertoire
7-25 yrs diversification, activism, reassessment

26-33 yrs serenity, affective distance, conservatism

34-40 yrs disengagement (serene or bitter)

Huberman’s model does not provide an indication of a maturing of attitudes as suggested by
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Butroyd. Indeed, it is possible to detect a process by which teachers, in Huberman’s model,

appear to withdraw from the educational process rather than become more actively engaged

within a debate about educational issues.

Hood and Ouston (2000) also point to conflicting models of parents roles in schooling and
education. They point to more recent models of parents as ‘consumers’ and ‘partners’, along
with the more longstanding models of ‘supporters’ and ‘problems’. 1In their research looking
at the impact of the home-school agreement, and which focused upon mothers, the models of

parents as supporters or as problems were more prominent than models of parents as

consumers Or partners.

Their study, which concluded that it did not support the government’s view that home-school
agreements would improve home school relations, seems to suggest that at the heart of the
thetoric of home-school agreements is a model of ‘problem” parents who do not comply with a
school’s desires. The study reports a convergence of teacher and governor views that home-
school agreements were unlikely to make any difference to those ‘supportive’ parents and
students who already ‘comply’ ands were unlikely to make any difference to those

‘unsupportive’ parents and students who will not ‘comply’.

This work again supports the contention that much of teachers’ position is concerned with
control of the parent rather than seeing them as having an economic relationship with

consequential forms of engagement.

The study by Gill Crozier (1999) also seems to confirm the teacher view of parent as familial
player who needs to be controlled. Amongst 15 teachers interviewed a range of views about,
and attitudes towards parents, was expressed. Notions of the ‘good’ parent, the ‘1deal’ type of
parent were found. Teachers tended to have a particular set of expectations of parents’ role
and behaviour and thus when the parent fails to match this model, teachers were critical and
accuse them of lack of support. Some teachers divided the parent group into three: a minority
of supportive parents who are supportive of the school, interested in education but critical as

well; a larger minority who will attend parents’ evenings or will only go and see the English
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and Maths teachers, and will support the school where they feel it is in their child’s interests:
and the majority who don’t want to have any contact with the school and included those
regarded as indifferent or were not able to cope with their children themselves, or even in a
very few cases were hostile to the school. There was an overall view amongst the teachers

that parents were not involved in the school or were not giving them the support they desired.

Crozier comments that although the school in the study wanted parents to attend the various
events that were organised for them and would have preferred the PTA to be still functioning,
when asked if they had any expectations of parents, in relation to the school and their
children’s education, three responses predominated. These were: to be more supportive of the
teachers; to oversee their children’s homework, that is to see that it is completed; and that they

have the necessary equipment to undertake their school work — pens, protractors etc..

These latter arguments have focused upon how teachers see parents and although there 1s little
evidence on how teachers see parents within an economic role, there is considerable evidence
that suggests teachers view parents within a familial role and that as such parents are not seen
as customers or clients, rather as individuals who should support schools in their work and are

subject to controlling measures when they do not or are believed not to do so.

The evidence collected in this study will be viewed in relation to the positions set out above

and whether more can be said about how schools view their local communities.
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3. METHODOLOGY

In trying to find out what understandings, if any, teachers had of their community, the research
was concerned with some of the practices undertaken within secondary and primary schools
along with a number of teachers’ experiences and their interpretations. Qualitative and
quantitative approaches to data collection were used and a grounded approach was taken to
locate meanings both within elements of data and when taken as a whole. The research was
concemed with the sense or understandings that teachers brought to their external community
and whether such understandings were the product of a process of development within the
school. Consequently, the methodology not only sought to capture how teachers spoke of
their surroundings, but also attempted to view and understand the teachers’ stance through
their written materials and actions within the schools. Data was thus collected from
questionnaires, interviews with teachers, observation of meetings, and an analysis of a range

of documentation used within the schools.

It was not expected that teachers would naturally speak and write in technical terms. (Hughes
1995) If they did make explicit references, such as the use of economic terminology, to their
external community then it was acknowledged that this would aid developing an
understanding of the way they experience their external environment. However, what was
more likely was that a combination of explicit and implicit beliefs and understandings would
be used by teachers in addition to a range of explicit information and experience to make sense
of their world. For this latter reason both the spoken and written language used by teachers
along with their practices were examined for their implicit representation of ideas about their

external community.

The research was, in effect, a snapshot in time. The teachers, meetings and documentation
that provided the evidence were that found within a defined time limit - September 1999 to
July 2000 - and the researcher himself brought a volume of cultural capital to the process.
Whilst the process of research seeks to separate the researcher’s own personal thoughts and
feelings about the subject from the evidence obtained, the fact that the researcher must, in

some way, experience the phenomena or social action and think about it suggests that this
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process can only be completed through some sort of personal cultural set brought to it. Whilst
this limitation and potential danger to the methodology is acknowledged, it is also hoped that

the methodology used and considerable volume of evidence collected has provided a firm base

for reasonable judgments to be made about it.

The research was based upon two case studies, one secondary and one primary school. This
was done in order to allow a close study of each school that would offer an intimacy in
relationship allowing access to informal and open dialogue with teachers. The researcher was
going to be involved with each school for 6-9 months as data collection proceeded and it was
desired that a relaxed relationship was developed in order that discussion would move on from

‘official’ or formal rhetoric to the personal beliefs and understandings of individual teachers.

The two schools selected came from different local education authorities, one a city primary
school and the other a large rural secondary school. The schools were both large for their type
and had a range of staff in age and experience along with stable management. There were no
known issues relating to staff, buildings or finance which would unduly cause a short term
skew n teacher attitudes and which would dominate the responses. The aim was not to find
"typical" or "normal" schools since the case study approach being used will not be trying to
make generalisations about all schools. However, what was sought were schools which, in
general terms, would present the kinds of operational conditions that would be found in the

large bulk of similar schools.

The researcher was conscious that the relationship between researcher and participants was
important and needed to have some methodological basis. Elliott (1988) sets out a number of
categories of outsider-insider relationships that might underpin a research process. The notion
of researcher acting as participant observer had some merits in that one desire of the research
was to gain closeness to the participants in order to share something of their lived experience
through close observation and in addition there was an expectation that participants would take

part in the process of knowledge generation through some aspects of the methodology.

Elliott points out some of the limitations to the participant observation method, including the
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assumption of reliable informers and the failure to foster self-criticism due to researchers not
rendering problematic the values and beliefs which underpin the participants’ practices. These
issues were included in the researcher’s original thinking for this research. A methodology
was to be constructed that would use a variety of data sources to cross-check for validity and
one outcome of the research was to create some self reflection on the part of participants

through feedback and discussion with the schools at the conclusion of the research.

The research methodology would take some aspects of participant observation along with
elements of the ‘outsider’ acting as a “natural broker’ (Elliott 1988 pp 159). From this stance
the researcher would be considered by participants as ‘a detached individual who would
collect and process data in a manner free from subjective bias.’ (Elliot pp 159). The
researcher would be neutral in so far as judgements would not be made about the social
practices observed but process the interpretations and judgements of the participants. The
researcher would elicit and classify perceptions and judgements amongst insider participants
and map out the issues for educational policy and practice. To achieve the necessary
relationship a strong level of trust needs to be constructed between researcher and the inside
participants and this was the subject of action by the researcher. That the researcher wanted to
foster improved communication and more informed debate about education within society was

an objective also supported by the neutral broker role.

There was a need to include ethical considerations in the research methodology particularly to
support the neutral-broker stance where the process of access to participants and the use of
data collected would be important to the creation of the appropriate relationship. Given that
teachers’ involvement would be central to the data collection process, the researcher
acknowledged that their understanding of the purpose of the research, it process and what
would be done with the outcomes could impact upon their desire to take part and the form of
participation that they may offer. Given also that the research methodology was seeking to
capture informal discourse as well as formal it was acknowledged that confidence between the
researcher and the teachers was important if openness was to be achieved. Consequently, the
researcher made the decision that teachers should be fully informed of the nature of the

research and that individual teachers need not take part if they did not wish to. It was also
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decided that the two schools would not be identified nor any of the staff.  Discussions took
part with both head teachers where a set of practical protocols were agreed. It was also agreed
that each head teacher would introduce the research to their staff and give it full support and
that they would introduce elements of the methodology to staff. It was believed that this
process would allow the heads to place the research in context of each school’s current
position and would be the most likely way in which staff would participate. Never the less,
each element of the methodology contained written guidance to staff on participation. Both
schools reported an element of ‘questionnaire fatigue’ amongst staff that might impact upon
the response and that the involvement of head teachers in the introductory phase might help to
overcome any hesitancy to participate. Informal relationships were created with staff, perhaps
over lunch or coffee breaks, as part of the confidence raising process. Feedback from staff
appeared to suggest that they welcomed an opportunity to talk with someone about the issues
concemed rather than merely complete a questionnaire from an unseen researcher. Teachers
also did not appear to mind that all comments were recorded and would be transcribed later.
The reassurances on confidentiality and an understanding of what the research was attempting

to achieve appeared to provide a basis upon which teachers were happy to participate.

The general approach to data collection was one of a funnelling process begun with a review
and analysis of documentation from each school followed by observation of meetings and

individual interviews with a sample of staff and finally the use of a staff attitude test.

A funneling process for data collection was used in order to collect background data that could
begin to illuminate issues and aspects of understandings which could be progressively
investigated in greater depth. A review and analysis of documentation was used as part of the
process in which background information was collected. The initial data collection attempted
to explore what each school set out in its written documentation as a reference point against
which issues could be explored with teachers through interviews, actions in meeting and via an

attitude test.

Both schools provided a range of documentation for analysis. Documents included:

e Prospectus
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¢ Annual Report of Governors
* Policy documents

* Newsletters to parents

These documents were used as a funnelling agent to identify general trends and issues that

could be followed up in the discussions with individual members of staff

Texts and transcriptions of meetings and individual interviews were examined as a whole first
to see if there were any general meanings attached to the statement as a whole (Bowden 1994)
before seeking to identify elements of text or comment that could be regarded as pertinent to
the study and classified in some way. There were two general forms of comment sought.
Firstly were those comments that used language having some clear identifiable link with an
aspect of the external school community. Secondly, there might also be comments that whilst
not specifically focusing upon the external community, offer additional evidence of the

teacher’s view of their school’s environment.

One consequence of the approach used is that some extracts used to exemplify results are of
some length. This 1s because in some instances the exemplification arises from taking the
whole of a piece of dialogue or text from which a meaning is derived. In these instances it is
taking the example as a whole that leads to its meaning rather than discrete key words or

phrases.

It has already been mentioned that a case study approach is being used as the prime
methodological approach. Cohen & Manion (1994) describe this as a “complex phenomena”
for investigation and as a consequence some of the boundaries within the methodological
process will be "fuzzy" (Tesch 1990). Validity will not be reliant upon one measure.
Alderman et al (1980) suggests that the advantages of a particular technique for collecting
witnesses accounts of an event - triangulation — were considerable. This is at the heart of the
intention of the case study worker to respond to the multiplicity of perspectives present in a
social situation. Consequently methodological triangulation, via the use of a variety of data

collection and analysis techniques, will be used as a foundation for developing valid outcomes.

28



At the early stage in data collection, a sample of teachers were asked to complete a document
catalogue that would record all documents received over a period of one month. The log
asked teachers to record the nature of the document, its source and what the teacher did with it.
(Figure 1) The reason for this source of data was to see whether there was any systematic
approach to the collection and use of information about the local community or wider aspects
of the school’s environment. Although it was acknowledged that potential information about a
school’s environment could arrive at various times during a year, it was hoped that a period of
one month would offer a reasonable view of the type of documentation received by teachers

during the year and what teachers would do with it.

After the initial data collection afforded by the literature analysis and documentation log,
attempts were made to observe meetings and make arrangements to hold individual interviews
with a sample of staff. The purpose of these two activities was to hear ‘teacher talk’ and see
if this opportunity offered further evidence of teacher views of their world and insights to how
such views are generated. In the case of the meetings, the aim was to hear both the formal
discussion and any informal remarks, the ‘off the record’” comments that might also shed light
on the issues. The individual meetings would revolve around a semi-structured interview
(Figure 2) and allow for targeted discussion on issues that would anse following a

consideration of the initial evidence from school literature and document log.

An attempt was made to visit a number of different types of meetings that would offer access
to different staff and different discussions. Actual meetings were determined by availability
but meetings included:

e Governor’s sub-committee

e Senior management team

e Year co-ordinators planning meeting

e Annual parents meeting

The approach used in the meetings was one of the form found in non-participant

observervation and, with the agreement of the participants, all meetings were recorded for later
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transcription. It is acknowledged that because the meeting observations came relatively early
in the data collection process, the researcher’s presence might have an impact upon what takes
place. Comments might be more guarded than otherwise and at risk was the availability of the
informal comment if participants felt uncomfortable that comments were being recorded. This
issue had been subject to discussion between the researcher and head teachers and it had been
agreed to make the meetings as informal as possible and to explain to participants at the start
of each meeting what the research was about and let staff ask questions as they felt
appropriate. Staff were told that the focus of the research was about how schools worked with
their local communities and that the aim of the particular exercise was to gain information
from the school’s point of view. Given that in each school the research unfolded over a period
of time it became clear that, by the time the process had arrived at the meetings and interviews
stage, staff were already aware of the research and seemed to have passed the point (if one
ever existed) of having major concerns about it. Consequently, the researcher was made to
feel very much welcome by all staff and there did not seem to be any hesitancy about making
informal remarks within recorded sessions. Additionally, the researcher’s experience may
have been seen by staff as a sound basis for the trust upon which the neutral broker role would

be undertaken and they appeared happy to collaborate with the methodology.

The individual discussions with staff took place at the end of the data collection process. The
discussions were based upon a semi-structured interview lasting 30 minutes and were seeking
to further probe understandings and judgments. Again, the interviews were recorded for later
transcription. The sample for the individual interviews and document log were the same. In
both schools 6 members of staff were identified by the head teacher who either met the
following criteria or were a best fit:

o Head teacher

e Staff with academic responsibility — eg numeracy co-ordinator

e Staff with pastoral responsibility

e Staff without any additional responsibility

e Oldest serving member of staff

e Youngest member of staff

In addition it was hoped to have a balance between males and females in the sample.
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The structured interviews had the same schedule of questions. These included:

What is the most important information you use in the course of your job?
(Subsidiary: Where does it come from, how do you use it?)

What other information do you use in your work that you find useful?

(Subsidiary: Where does it come from, what do you think of the information provided
by Ofsted?)

Do you use many of the government documents?

(Subsidiary: Hw do you use them, why do you not use them, have there been particular
ones that have been useful?)

What do you think of government reforms of recent years?

(Subsidiary: Can you think of any that you have particularly welcomed or disliked?)
Can you please describe your parent body as best you can.

Most schools are seen as part of a community. What do you see as the boundaries of
the community of which (school name) is a part?

(Subsidiary: Do think the boundaries have changed over recent years, do you think
they might change in the future?)

Do you think schools are funded adequately?

(Subsidiary: If no, where do you think additional finance should come from)

Do you think that teachers are paid adequately?

(Subsidiary: What do you think an ordinary teacher should be paid, what other workers
do you think are comparable to teachers?

As we look ahead, what changes do you see, if any, to the way schools or teachers

work?

Head teachers had one additional question. This was ‘Do you bring disparate staff views

together to form a school view? If so, how do you do this?’ This question arose from the

desire to see if there was a process in place that constructed understandings of the school

environment or whether the school was a collection of individual understandings and

interpretations.
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As before, comments within the meetings and responses to the structured interviews were
considered in their whole before examining them discretely. The comments were considered
to see if aspects of teachers’ understandings of their environment could be identified through a
grounded process of data consideration and reiteration. Additionally, consideration was given

to whether categories of response could be found and, if so, what they might be.

Construction of the Attitude Test

Arising out of the documentation and discussions with staff was evidence of strong statements
and indications that attitudes were held relating to the economic relationship of the school to
its environment. This led to a view by the researcher that it might be helpful if the data
collection process was extended to include the exploration of the production and use of an
attitude test to assess attitudes of staff towards their external environment. It was felt that such
a test might offer opportunities to begin to focus teacher attitudes around identifiable values

and attitudes. The test itself might also be a useful outcome to the research.

Initial considerations were of the structure and type of test that would meet the needs of a
particular element of the data collection exercise. These needs were:

e That completion of the test by respondents could be executed in a short period of time.

e A test which would be relatively inexpensive to construct and execute.

e A use of language in the test which would enable respondents to respond in a valid way.

e A structure and presentation that would enable the test to have a reliability in the

production of data.

It was also felt that a term such as "economic environment" would not have a common
meaning to teachers and would probably not be a useful term to use without condition. It was
felt, however, that from the documentation and interviews there were a number of areas that
would be a useful starting point for testing teacher attitudes. These were:

e general market conditions

o the concept of customer

o regulation of (aspects of the market) schools

e funding 1ssues
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e personnel issues

Given the desire to have a test that was easy to complete and would not take much time to do
s0, the researcher was led towards a style of test in which respondents would be offered a
range of statements to which they would have to respond indicating whether they agreed or
not. The researcher had a desire to see if there was a range of strength of feelings towards
particular issues and, as a consequence, a Likert style five point scale was devised from a

score of 1 indicating strong agreement, to 5 indicating strong disagreement. A score of 3

would indicate a neutral stance.

It was acknowledged that the use of a Likert style approach had its limitations. Respondents
selecting the same numerical score for an item may not have the same motivations for doing
so or have the same depth of feeling about it. Additionally, whilst statements should indicate a
easily understood attitude, the meaning that each statement has for each respondent may differ
depending upon their individual process and context for interpretation. The use of an attitude
test 1s dependent, in part, upon the current context in which the test is used. It is possible that
events impacting upon all of the individuals, or some of them, may influence their responses
on the day. Thus the test is snapshot of teacher attitudes at one moment in time and thus
cannot provide assurance that outcomes will not change over time.

It was clear that statements would need to be relatively brief and yet be sufficiently clear for
respondents to be able to express attitudes. The language used in the questions needed to
reflect "everyday" language of teachers so that the statements had a meaning located within
their working lives given that it is their working environment that is being investigated. Thus
economic language was kept to a minimum although the economic concepts and ideas were

clear.

Initially a total of 74 statements were constructed across five categories (See Figure 3). These
consisted of 23 items under the heading of "general market conditions”, 18 items under the
term "customer focus", 16 items for "regulation”, 10 items under the heading of "personnel"

and 6 items for "finance". Examples of each category include:
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Category A: general market conditions - C. ompetition between schools damages education
Pprovision

Category B: customer focus - Parents are customers of schools

Category C: personnel - Schools have good personnel functions

Category D: finance - State Schools are adequately funded for the job they do

Category E: regulation - Schools should be free from LEA control

There was no attempt to make the volume of statements within each category the same
because the areas were not seen as "equal" areas of investigation. Each has its place within a
school environment but it was felt that an area such as customer focus was more developed in
terms of current educational practice and debate and offered opportunities to gain insights
which impacted upon other areas. Similarly, it was felt that there were a number of issues
that could be investigated under the heading of "general market conditions" given the nature of
debate that has been occurring in recent years. The other three areas appear in the school
environment but as such are perhaps not as well developed in school practice terms.
Consequently, it was felt that an initial insight could be gained which would enable further

investigation at the second stage.

The individual statements were constructed to elicit a boundary of opinion within an
establishment against a range of positive and negative statements. Although the boundary
being constructed was that of the teachers' economic perceptions, the intent was to use
language that would be recognised by teachers and enable them to respond in a confident
manner. It was also desired that teachers would provide their immediate reactions to the
statements rather than be the product of personal or corporate dialogue. This was not simply
as a result of concemns over ease of use, but also to gain the individual teacher's attitude
towards particular questions. As a consequence the statements had to be simple and offer

clarity within the context of the teacher's environment.

The sample used was the entire staff of both schools. The junior school had a staff of 22

whilst that for the secondary school was 51.
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An approach has been used to bring together the results and analysis sections. This is because
the nature of results being sought extends beyond simply identifying categories of response.
Indeed, it was not altogether clear whether the understandings of the respondents would fall
neatly into categories or that some elements of data might contribute to more than one area of
meaning. As a consequence an iterative process has been used by which a consideration of
results has been undertaken at the same time as categorisation. Additional comment is thus
provided with the results to illuminate how the shaping of categorisation has taken place. The
comment illuminates how, in some instances, there are additional meanings to be acquired
from the combination of elements of data that complement and add to the meanings provided

by the data when taken individually.

Construction of an Attitude Test

The objective of the test was to obtain data that would give initial indications of the attitudes
amongst teachers towards their economic environment. The decision to develop and use an
attitude test arose from the evidence available from earlier data collection within which there
appeared to be attitudes underlying some responses. Given that the results were based upon
qualitative data, 1t was felt that the development of a test might offer an additional opportunity
to locate data that might add to the existing results. Thus the development was undertaken to
see 1f an appropriate test could be produced and to see if attitudes could be identified and

measured.

The enterprise was not an easy task and it is acknowledged that more work 1s needed on the
issue of a test to measure teachers attitudes towards their economic environment. The notion
of what attitude strands there might be and how they may be identified through a test 1s
complicated. Indeed, it is possible that there are complex set of attitudes that interplay in a
way that makes the use of a Likert scale difficult to apply or reflected in the difficulty in

designing fairly simple straightforward statements for teachers to agree or not agree with.

Never-the-less, some progress was made and the following illuminated the extent to which

gains were made against the objective set.
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Initially a total of 74 statements were constructed across five categories (See Figure 3). These
consisted of 23 items under the heading of "general market conditions", 18 items under the
term "customer focus", 16 items for "regulation”, 10 items under the heading of "personnel”

and 6 items for "finance". Examples of each category include:

In total 49 teachers completed the test — 13 from the primary and 36 from the secondary
school.  This represented a response rate of 67.12% (59.08% primary) and 70.59%
secondary). Of the 49 respondents there were 15 male respondents, 30 female and 2 who gave
no indication of sex. There were 44 full-time staff and 5 part-time staff. The age range of
staff was as follows:

Table 1 Age range of teacher respondents

21-25 4 41-45 10
26-30 4 46-50 13
31-35 4 51-55 11
36-40 3 55+ 0

Of the 49 respondents, 31 held posts of responsibility whilst 18 held no responsibility other

than as a classroom teacher. The posts of responsibility held were as follows:

Table 2 Posts of responsibility held by respondents to attitude test

Head teacher x 2 Key Stage 3 Art/Design
Deputy Head x 2 Key Stage 3 English
Head Lower School Drama

Key Stage 3 Music

Key Stage 4 Food

Head of Year x 5 Geography
Mathematics Literacy

Science x 2 Able Child

ICTx3 Textiles

Head of Department x 4
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Staff were asked to complete the attitude test on their own and without discussion. They were
encouraged to complete the test quickly so that it was their first thoughts that were recorded
rather than the product of a lengthy thought process. Statements were included on the test that
gave assurance to the respondents on confidentiality and what to do with the test upon
completion. In addition, it was also decided to offer the teachers the opportunity to enter a
draw for Marks & Spencer vouchers for those who completed the test. This addition was
intended to help motivate the teachers into responding and offer a gesture that something was
being offered to them in return for the data they were providing. Following completion the

tests were collected by the head teachers and returned to the researcher for analysis.
Information from the discrimination index suggested that a number of items did not
discriminate well and would be removed from the instrument when taking it forward to

become a reliable attitude test.

Table 3 Initial Discrimination Index for Items from the Attitude Test

Item Index Item Index Item Index Item Index
8 5 26 4 44 1 62 14
9 17 27 8 45 14 63 14
10 12 28 21 46 18 64 13

11 9 29 10 47 14 65 11
12 30 -9 48 5 66 10
13 11 31 1 49 8 67 7
14 7 32 10 50 5 68

15 3 33 0 51 5 69 2
16 -4 34 13 52 5 70 12
17 -5 35 9 53 7 71 12
18 36 54 15 72 7
19 6 37 5 55 -7 73 10
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20 12 38 5 56 3 74 -6
21 8 39 0 57 14 75 13
22 4 40 3 58 13 76 17
23 8 41 2 59 -9 77 4
24 11 42 -11 60 6 78 14
25 -2 43 17 61 -5 79 11
80 12

(Note: Items 1-7 were respondents’ personal details)
An initial consideration of the discrimination data for the 73 attitude items suggested that, for
some items, teachers opinions are divided demonstrated by a relatively high discrimination

index. The items having the highest discrimination indices were:

Table 4 Attitude Test — Items with highest discrimination index

Item Discrimination
Index
Schools with very low added value should be closed 21
Schools have good personnel functions 18
Schools have customers 17
Competition between schools improves the education provided 17
Schools should be able to select pupils as they wish 17
State schools should be able to charge for statutory provision 15
Promotion in schools is based upon personal merit 14
Teachers are well supported in their job 14
Schools with high added value should be expanded 14
Ofsted provides a valuable service to teachers 14
Information received from the LEA helps teachers in their job 14
Learning on the Web will decrease the importance of schools 14
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That some items have not discriminated well whilst others appear to have done so, suggests
problems with the wording of the items or that the respondents have demonstrated responses

with little variation. In other words, that the respondents responses have not tended towards

sharply divided positions.

The number of items was reduced from 74 to 30 by introducing a cut-off point at a

discrimination index of 8. This resulted in a revised discrimination index.

Table 5 Revised Discrimination Index for Items from Attitude Test

Original Item Index Original Item Index
Reference No Reference No
9 17 54 15
10 12 57 14
11 9 58 13
13 11 62 14
20 12 63 14
24 11 64 13
28 21 65 11
29 10 66 10
32 10 70 12
34 13 71 12
35 9 73 10
43 17 75 13
45 14 76 17
46 18 78 14
47 14 79 11
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The scores for each respondent for all 30 items (Appendix 4) were split into two halves. Items
1,2,5,6,9,10,13,14,17, 18, 21, 22, 25, 26, 29 constituted half A and items 3,4, 7,8, 11, 12,
15,16, 19, 20, 23, 24,27, 28, 30 half B.

Frequency distribution tables were constructed for both halves A and B along with the test as a

whole and standard deviations calculated. (over page)
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Table 6 Frequency and Standard Deviation for Half A

-

Scores

f d fd fd-
60 1 14 14 196
59 0 13 0 0
58 1 12 12 144
57 0 11 0 0
56 3 10 30 300
55 1 9 9 81
54 0 8 0 0
53 1 7 7 49
52 5 6 30 180
51 2 5 10 50
50 1 4 4 16
49 2 3 6 18
48 | 2 2 4
47 2 1 2 2
46 5 0 0 0
45 3 -1 -3 3
44 5 -2 -10 20
43 3 -3 -9 27
42 1 -4 -4 16
4] 4 -5 -20 100
40 2 -6 -12 72
39 0 -7 0 0
38 2 -8 -16 128
37 1 -9 -9 81
36 2 -10 -20 200
35 0 -11 0 0
34 0 -12 0 0
33 0 -13 0 0
39 1 -14 -14 196

Sda= V{Ed’ - ({fd)*
N N2

Sda= V1883 - 81
49 2401

Sdy= V3843 - 0.03

Sd = V384

41



Table 7 Frequency and Standard Deviation for Half B

Scores Freq d fd fd*
56 1 14 14 196
55 | 13 13 169
54 0 12 0 0
53 0 11 0 0
52 2 10 20 200
51 1 9 9 81
50 2 8 16 128
49 0 7 0 0
48 3 6 18 108
47 2 5 10 50
46 4 4 16 64
45 4 3 12 36
44 3 2 6 12
43 4 1 4 4
425 0 0 0 0
42 2 -1 -2 2
41 6 -2 -12 24
40 2 -3 -6 18
39 2 -4 -8 32
38 2 -5 -10 50
37 1 -6 -6 36
36 3 -7 21 147
35 1 -8 -8 64
34 1 -9 -9 81
33 0 -10 0 0
32 1 -11 -11 132
31 0 -12 0 0
30 0 -13 0 0
29 1 -14 -14 196
Sum 49 32 1443

Sdp= V{Fd® - ({fd)z

N

Sdp= V1443 - 1024

N

49

Sdp= V2944 - 0.43

Sdg= V29.01
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Table 8 Frequency and Standard Deviation for the Whole Test

Score

Freg d fd fd*
121 1 29 29 841
120 0 28 0
119 0 27 0
118 1 26 26 676
117 0 25 0 0
116 0 24 0 0
115 0 23 0 0
114 0 2 0 0
113 0 21 0 0
112 0 20 0 0
111 0 19 0 0
110 2 18 36 648
109 0 17 0 0
108 1 16 16 256
107 2 15 30 450
106 1 14 14 196
105 0 13 0 0
104 1 12 12 144
103 2 11 2 264
102 1 10 10 100
101 2 9 18 162
100 1 8 8 64
99 2 7 14 o8
08 3 6 18 108
97 0 5 0 0
% 2 4 8 32
95 3 3 9 27
94 2 2 4 8
93 2 1 2 2
92 1 0 0 0
91 0 -1 0 0
90 3 2 6 12
89 2 3 6 18
88 1 4 4 16
87 2 -5 10 >0
86 1 6 6 36
85 0 -7 0 0
84 0 -8 0
. 3 9 27 243
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82

1 -10 -10 100
81 1 -11 -11 132
80 1 -12 -12 144
79 1 -13 -13 169
78 0 -14 0

77 0 -15 0 0
76 1 -16 -16 256
75 0 -17 0 0
74 0 -18 0 0
73 0 -19 0 0
72 0 20 0 0
71 0 21 0 0
70 0 22 0 0
69 0 -23 0 0
68 0 24 0 0
67 0 25 0 0
66 0 26 0 0
65 0 -27 0 0
64 0 -28 0 0
63 1 -29 -29 841
Sum 49 103 6093

Sdr= V{Fd® - (4fd)* =

N N

Sdr= V6093 - 15876

49 2401

Sdr= V124.35 - 6.61

Sdr= V117.74
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Reliability Calculation:
Rel=2(1 - Sd.% + Sdi2)
Sdr

Rel=2(1 -38.4 +2901)
117.74

Rel=2(1 - 67.41)
117.74

Rel=2(1-0.57)
Rel =2 x 0.43

Rel =0.86

The evidence from the discrimination index suggested that there were a number of items
where discrimination was evident. There was a desire to see a little more about the pattern of
teacher responses to the items. There was only one item which attracted a scoring of 1, 2 or 3
from all teachers. This item was ‘A school is part of its local community’. Similarly, there
was only one item that attracted a score of 3, 4 or 5 only from the responses of all teachers.

This item was ‘Teachers should adapt the curriculum to meet parents’ wishes’

There thus seemed to be an ebb and flow of responses between positive and negative attitudes
where only on two occasions from 73 did teachers respond in a way where there were only
neutral and positive and neutral and negative responses to items. This suggests a mixture of
attitudes was held by the teachers as a group which sometimes appeared as a stronger

collective view at one or other end of the scale.

The mixture of responses is illuminated by asking the question which items received scores of

both 1, strong agreement, and 5, strong disagreement.
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Table 9 Items receiving both scores of 1 (strong agreement) and
5 (strong disagreement)
(General Market Conditions)

Schools should have a good marketing strategy

The services offered by local schools are essentially the same

Schools are in competition with each other

Competition between schools damages education provision

Foundation schools should be scrapped

English schools have to catch up with standards overseas

Standards are falling in schools

Competition between schools improves the education provided

Schools should be allowed to work in whatever ways they want

Schools with high added value should be expanded

There should be more schools specialising in subjects or skills

The range of different types of schools should be increased

Schools have the same objectives as companies

Schools should aid the development of the local economy

Table 10 ITtems receiving both scores of 1 (strong agreement) and
5 (strong disagreement)
(Customer Focus)

Local businesses are customers of schools

Parents' involvement in school policy-making is about right

All parents are essentially the same

Many parents are more skilled than teachers

Parents are only interested in their own child(ren)

Parents have an equal stake with teachers in school matters

Teachers need to know more about the local community

Parents should have more involvement in school policy making

Children are customers of schools

Parents don't have sufficient skills to help their children

Parents need courses in parenting

Parents are customers of schools

Teachers should adapt the curriculum to meet parent” wishes

Teachers help parents to bring up their children

Parents help teachers educate their children

Schools are very customer orientated
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Table 11 Items receiving both scores of 1 (strong agreement) and
5 (strong disagreement)
(Regulation)

Schools should be free from LEA control

Schools with very low added value should be closed

Performance information helps teachers and school managers

There is too much government regulation of schools

Schools are best organised through LEAs

Ofsted provides a valuable service to teachers

Schools should be free to negotiate contracts with teachers

Table 12 Items receiving both scores of 1 (strong agreement and
5 (strong disagreement)
(Personnel)

International comparisons of standards are useless to teachers

Schools should recruit more teachers from ethnic minorities

Schools have good personnel functions

Teachers are well supported in their job

Performance should be a central part of teacher appraisal

Table 13 Items receiving both scores of 1 (strong agreement and
5 (strong disagreement)
(Finance)

State Schools are adequately funded for the job they do

Schools should be able to borrow money to increase expenditure

Taxes should be raised to increased funding for schools

State Schools should be able to charge an annual fee to parents

Whist these results suggest the staff did not have a set of attitudes that were held by all, a

further review was undertaken to see if any trends were visible.

93.8% of the respondents agreed with the statement that a school 1s part of its local community

and whilst 46.9% teachers agreed that they have a good understanding of the local community
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some 59.2% agreed that teachers need to know more about the local community.

Looking at the teachers construction of an economic environment, some 51% agreed that
schools have customers. However, 32.6% agreed that local businesses are customers, 38.8%

agreed parents are customers whilst 51% agreed that children are customers of schools

Whilst 61.2% of respondents agreed that teachers should be accountable to their customers it
was less clear what form such accountability should take given that only 10.2% agreed that
schools with very low added value should be closed, 10.2% agreed that parents should be
compensated by failing schools and only 2.0% agreed that schools should be accountable to

local industry. Just 16.3% of respondents agreed that schools are very customer orientated.

There appeared to be an acceptance that some sort of economic relationship existed between
schools given that 55.1% agreed that schools are in competition with each other although it
was unclear whether this was a situation that was clearly supported or not given that 40.8%
agreed that competition between schools damages educational provision and 28.6% agreed

that schools with high added value should be expanded

That a limited relationship with parents is desired by teachers, is perhaps indicated by just
26.5% agreeing that parents should have more involvement in school policy making and
nearly half of the respondents (46.9%) agreeing that parents need courses in parenting. No

respondent agreed that teachers should adapt the curriculum to meet parents’ wishes.

Whilst 32.6% agreed that schools should aid the development of the local economy, just
18.4% of respondents agreed that schools have the same objectives as companies and only

2.0% agreed that schools should be accountable to local industry.

A further economic relationship was indicated through 24.5% agreeing that schools should be
able to borrow money to increase expenditure, whilst 8.2% agreeing that state schools should
be able to charge for statutory provision whilst more than half (53.1%)agreed that taxes should

be raised to increase expenditure.
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Whilst most respondents agreed (67.3%) that there is too much govemment regulation of
schools and more than a third (38.8%) agreed that international comparisons of standards are
useless to teachers, perhaps not surprisingly just 8.2% agreed that teachers are respected in

society and the same proportion also agreed that teaching is a high status occupation.

Methodological Review

The methodology used sought to provide for a triangulation of evidence from documentation,
teacher interviews, observation and attitude test involving teachers from two schools. The
research was not meant to generalise across all schools and, as a consequence, no formal
sampling process was used to locate the schools. Attempts were made to ensure that neither
school had features that made them stand out from other schools of their type, never-the-less 1t
is acknowledged that the results apply to these particular schools and other might offer a
different picture.

Whilst the period over which data was collected extended for some weeks, each element of
data capture reflected a snapshot of views at one time. The documentation log covered a
period of one month in the autumn term and it is possible that another month during a different
term might have shown a different distribution of incoming documentation from the local
community. However, none of the respondents suggested that the data collected was
particularly inconsistent with other months. Indeed, the data included a major report response

process from parents that inflated the incoming documents from one major community source.

A careful process was undertaken to explain the purpose of the research to teachers in each
school and to undertake a process of familiarisation so that the researcher would not only gain
easy access to teachers and activities, but also that teachers would be sufficiently at ease with
the research to provide honest and accurate answers to questions posed. It is likely that some,
perhaps many, of the teachers would be sufficiently politically aware to be conscious that the
nature of the research was contentious in that the relationship of schools to their communities
is something that has been subject of discussion in and outside schools. It was possible,

therefore, for teachers to be aware of ‘politically correct’ answers to be given. Whilst attempts
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were undertaken to make each teacher feel as relaxed and non-threatened as possible, it 1s

acknowledged that some teachers might have been conscious to provide an answer they felt

should be given rather than their true feelings.

The triangulation of evidence was one way of checking teacher responses, but the evidence
from teachers did not seem to suggest any attempt to provide the politically correct response.
The responses from teachers whether directly or within observed meetings seemed to reflect a

genuine attempt to response honestly to questions posed whether in interviews on in observed

meetings.

The logistics of interviews and meetings worked reasonably well, although staff illness
impacted upon the access to some teachers at school A. Additionally, the timings of meetings
at School A also impacted upon the volume of access possible. The desire to have a range of
ages and experience across the two schools was partially achieved but teacher absence and
other school activities impacted upon the final sample of staff As a consequence it was
decided not to pursue the idea of analysing results by age and experience and it was not felt

the distribution of the two variables across the sample supported a meaningful analysis.

The approach used in deriving meaning from the teacher dialogue and written information was
a hybrid between trying to identify statements that appeared to shed light on teachers’ attitudes
whilst at the same time trying to place the individual statements within the overall meanings
arising from the totality of passages of discourse or whole documents. The dangers of a
deconstructionist approach whereby short passages or statements may be taken out of context
from the whole meaning of a longer statement or passage were appreciated. It 1s for this
reason that a considerable volume of evidence is provided including extracts of some length to
show that meanings have been derived from a consideration of statements set within a
consideration of the totality of discourse and text. Never-the-less, interpretation of comments
has been undertaken given that the teachers did not regularly use the language of a commercial

market.
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The attitude test is dependent upon an assumption that teachers have each interpreted the
statements in the same way. If this is not the case, the may each respond in a similar fashion
but the meaning behind the response will differ. Thus whilst 51% of respondents agreed that
schools have customers, the teachers may differ in their concept of customer and, therefore,
underlying meanings may differ between individuals who provide the same response on the
test. The revised test provided a reliability coefficient of 0.86. Whilst this is reasonable, there
is room for improvement and it is acknowledged that more work is needed on the issue of
attitudes found within teachers of their economic environment so that the prepositional

statements will have closer relationship with sharper drawn economic attitudes.
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4. RESULTS AND ANALYSIS

Following an analysis of the data the following results were obtained:

e The relationship between schools and their external community is based upon an

imbalance of power.

o Teachers value their own knowledge, values and situational interpretations above those of
non-professionals.

o Teachers’ conception of the community is based upon belief and historical ritual.

e Schools deliver a supplier based model of service to the community.

» Schools behave towards the community as a paternalistic monopoly 1n the supply of

services.

a) The relationship between schools and their external community is based upon an

imbalance of power.

The external community of a schools is made up of various elements: parents, other general
population, business community, local government agencies, voluntary agencies, religious
groups and the like. Schools interact with the community in both individual groups — as with
parents of pupils at the school - or in a more general way through a general provision of

service to the local community — as stated by school A.

The format of the relationship varies also. Schools have a formal and legal requirement to
report to parents through the school’s annual report and Annual General Meeting. In addition,
schools have less formal and informal arrangements to discuss and consult with specific
groups and the local community as a whole on what the school does and how 1t does it. Both
schools A and B had their variations of informal meetings with representatives from the local

community allied to formal arrangements to meet and consult with parents.

What the evidence suggests is that the power held by the differing parties to the discussions -

whether formal or not - was uneven. The term power is used to identify a capacity to control or
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influence decisions or actions within schools. The basis of power may come from a variety of
sources. It may be conferred by law and local authority regulation providing to schools and
teachers the authority to take decisions — to seek specialist status for business and enterprise
for example —~ which directly impacts upon those inside the school and those extemnal to it.
Power may also derive from an educational advantage held by teachers in comparison with
students and those in the local community. Teachers are mostly graduates working at an
interface with those from the external community where the majority may not be.
Consequently, teachers may have advantages in the use of language and numeracy, a broader
conceptual understanding and a greater understanding of educational issues and initiatives.
Additionally, power may also arise from the historic relationship that exists between most
members of the community and schools through their personal experience of schooling. The
former relationship may on the one hand, have created feelings of inadequacy, fear and
deference whilst 