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Abstract

In 1993, the New Zealand Government mandated the requirement that all
schools must have in place an on going programme of school self review

( National Administrative Guidelines, 4,ii). This thesis takes the position that,
in 1999, most schools have met the obligation to implement self review
programmes, but that many of these programmes are not resulting in the
aimed for and hoped for, lasting school improvement.

It is the contention of this thesis that failure to achieve on going school
improvement through school self review is, in part, due to the structure of
many current school self review programmes. At present many schools
perceive self review as review of every thing that happens in schools. This
perception may mean that valuable time and energy is being wasted on
reviewing a wide range of tasks and activities that have only indirect bearing
on the primary purpose of the school, teaching and learning. Stewart and
Prebble ( 1993) argue that this perception may also lead to wasting time in
reviewing the very areas about which boards are already well informed

This thesis takes the position that school self review should be viewed from a
more holistic perspective than is currently being done by many schools. In
particular, it is argued that school self review should be conceived around a
small group of core activities which centre directly on the main mission of the
school, that is teaching and learning. One such core activity, according to
Stewart and Prebble (1993), is the management and development of a school’s
culture.

For the purposes of this thesis, school self review is understood to mean the
process of review of all school practices with the intention of improving
practice. For self review to be successful in this context, it must be carried out
in a collaborative school climate of open honest communication, mutual
support and mutual responsibility. For self review to be effective it must also
be planned, systematic, on going and it will involve collection of data through
illuminative, participatory and responsive inquiry modes. This data in turn will
be collectively analysed and critically reflected upon to ascertain whether
school practices are realising the school’s mission and vision.

A literature review in the fields of educational evaluation, monitoring, school
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self review and school improvement examines the connections between school
self review and school effectiveness and improvement. The literature review
also considers the associations between school improvement, school
effectiveness and school culture. Within the review of school culture, the role
of the school principal in managing and developing a school’s culture is
considered.

Using knowledge gained from the literature review, a school self review trial
is carried out in a case study school. This self review trial aims to improve
teaching and learning in the case study school by collaboratively developing,
implementing and analysing one aspect of a school’s culture, the core values
of the school. The trial is made up of nine activities which involve part or all
of the school community in developing and implementing methods to review
their school’s core values. In the course of the self review trial, concepts of
school effectiveness, school improvement, school culture and educational
values are examined and discussed.

In brief, the trial found that: it is important for schools to review that which is
valuable to them and to take responsibility for their own improvement; for
school self review to be effective, the review must be for self accountability
purposes and it must involve all of the school community; and if
understanding the symbols and culture of a school is a prerequisite to making
a school more effective, then part of school self review should involve looking
at the 'larger picture’, that is, the core values of the school community.

The findings of the case study, self review trial are combined with conclusions
from the literature and with concepts from current theoretical perspectives in
an effort to identify specific self review conditions and practices that
contribute to and foster improvement of a school’s culture. These identified
successful strategies are finally amalgamated into a model for reviewing a
school’s core values, which it is hoped may be able to inform and guide others
interested in reviewing this particular aspect of a school’s culture.

In conclusion, this thesis found that the field of self review of a school’s core
values, is a field that has received little attention to date. Therefore, this thesis
concludes with suggestions for further investigation in the domain of self
review of a school’s core values, beliefs and understandings. In particular, this
thesis suggests that research is needed on the role that core values play in
school effectiveness.
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Chapter 1

INTRODUCTION and OVERVIEW

- A State of Confusion

"The concept of school self review as a means of improving both the
accountability of schools and their effectiveness has been promoted in various
education systems around the world over recent years" (Martyn, 1996:1).

In New Zealand, school self review has had a relatively recent history. The
1989 education reforms were based on the ideology of 'self managing' schools.
These reforms radically altered the administration systems of New Zealand
schools with one result being that school self review became a mandated
requirement in 1993 (Ministry of Education, NAG 4 ii).

The purpose of this overview is to describe and provide a background to the
planned study by considering the following topics:

the planned study;

e the nature and purpose of evaluation;
e school self review;

- definitions
- rationale for and purposes of self review
(Please note, the concept and nature of school self review are
examined fully in Chapter Two, the Literature Review of this
thesis)
the background of the study;
the nature of the study;
the statement of the research problem;
clarification of terms used in this thesis; and
limitations and delimitations of the study.



THE PLANNED STUDY

In brief, the planned study in this thesis takes the form of a school based,
collaborative review of a school’s core values. This study arose from a
school’s wish to review part of their school culture, their core values, but they
were unable to source any models or directions on how to do this. In the
absence of suitable review models, the school decided to develop their own
processes of evaluation for reviewing their core values. Therefore, the
school’s main objective was to involve the full school community in a
collaborative process that would review the school’s core values.

The writer’s main purpose for the planned study was to produce a conceptual
model of school self review which would consist of processes that could be
used to review the core values of a school. To achieve her objectives, the
writer took the role of an equal member of a small rural school community
and worked with them as they planned, developed, trialled, implemented, and
reviewed processes to review the core values of their school.

The outcome of the study was two-fold. The school identified their core
values and developed methods for constructing indicators for these values and
the writer produced an informed conceptual model of self review of a school’s
core values.

The Nature and Purpose of Evaluation

According to Codd the word ‘evaluation’, when considered in ordinary
English usage, suggests “the appraisal of something in terms of its value”
(1989: 3). Codd further writes that an evaluation is “a judgement based on
some criteria of success, merit or worth” (1989: 3). In education, Codd states,
evaluation can be defined “as the process of obtaining from within a given
domain of educational practice, information about people, activities or
institutions, and using that information to make interpretations, appraisals or
judgements pertaining to specific purposes”(1989:3). He also argues that, no
matter what kind of evaluation approach is taken and no matter what particular
judgement or decision is to be made, evaluation will always involve four
essential elements:

e a socio-cultural context in which the evaluation occurs;
e aset of standards or criteria that can be invoked or applied;



e acomparison between the actual phenomena being evaluated and the
criteria; and
e ajudgement of worth or value in relation to the criteria.
(1989:4)

Two factors, which are of particular importance when determining the nature
of the evaluation process, are the overall purpose of the evaluation and the
intended audience for the evaluation results. Codd (1989) argues that there are
two main types of evaluation, summative evaluation, and formative
evaluation. Codd (1989), Willms (1992) and Stoll and Fink (1996) write that
summative evaluation or compliance review, is external review which is
directed towards school effectiveness, productivity and external
accountability. In New Zealand, the Education Review Office (ERO) is
charged with the responsibility of external or summative evaluation. The exact
nature and role of ERO will be discussed in Chapter Two of this thesis.

According to Codd (1989), Willms ( 1992) and Stoll and Fink (1996),
formative evaluation is directed towards awareness and understanding for the
benefit of the people who ‘live inside’ the schools. In particular, formative
evaluation is a form of evaluation that is both self-reflective and self-critical,
is concerned with the on-going process of development within a school, and
has as its primary aim, school improvement and change (Codd, 1989). This
type of evaluation, known as school self review in New Zealand, is
implemented by the school, and is primarily for the use and benefit of the
board of trustees (BOT), staff, parents and students of the school in which the
review is undertaken.

School Self Review

The New Zealand Ministry of Education, explains in a newsletter, that self
review is " a process that enables a school to evaluate how effectively it is
meeting the goals it has adopted" ( 1997:1). The newsletter proceeds to
explain that an "effective self review process provides the board with
important information about how well it is managing the school in its desire to
improve learning outcomes for students" (MoE, 1997:1).

The New Zealand Education Review Office had this to say of school self
review in 1994:
School self review is a process by which school boards of trustees
identify, assess and evaluate the effectiveness of the school in



meeting the values it has adopted, fulfilling its obligations to the
community and providing the education it wants for its students
(ERO cited in Annesley, 1996:108).

This definition is qualified by the explanation that self review is not intended
to be an end in itself but rather it is a tool to inform board decision making and
is to be used as part of the wider process of school improvement.

The Ministry of Education states that school self review is one stage of a
continuous, five -stage cycle of school self review and development. They
describe school review and development as “a dynamic process involving
continuous change and growth” (1997:8).

Self-revie

Reporting

School Review
and Development

Figure 1.1 Ministry of Education (1997:8) School Review and Development Model

The Ministry of Education (1997) adds that the self review and development
process should be used by schools to systematically plan strategies to meet
local goals and the requirements of the National Education Guidelines. They
further argue that this process can be used to manage school review and
development in all areas of the school operation and at both strategic and



operational levels.

Rationale for and Purposes of School Self Review.

Clift et al. (1987) state that there is a belief in many official and professional
educational circles that schools taking responsibility for reviewing their own
practices and performances is the most effective and efficient way of bringing
about school improvement on a national scale. Rozenholtz in Lieberman
(1990) argues that the rationale for the use of school self review practices is
the notion that good performance is self rewarding and provides the incentive
to continue performing well. Rozenholtz adds that self initiated self review
enables schools to feel efficient and that this, in turn, makes teachers feel more
committed to their work. The concept of self review will be fully examined in
Section Three of the following literature review.

The New Zealand Situation

As stated above, the Education Act of 1989, (Section 61,2) promulgated a set
of central aims and objectives for education in New Zealand. These aims and
objectives are collectively known as the National Education Guidelines
(Ministry of Education, 1990). These guidelines were revised in 1993 and the
section called the National Administrative Guidelines, amongst other things,
contained the new requirement that school boards of trustees maintain an on
going programme of school self review (NAG, 4ii. 1993). More will be said
about New Zealand school self review policy and practices in the following
literature review.

Background to this Study

This study evolved from a personal interest in school self review. During my
years as Chairperson of a school board of trustees, my board struggled with
the requirement to provide an on going programme of school self review as
required by the 1993 National Administrative Guidelines.

At first, we ignored the requirement as it arrived at a time when we were very
busy trying to implement the many other Ministry requirements. We also
perceived this new requirement to be too difficult to undertake on the minimal
amount of information supplied by the Ministry. However, our school was
finally galvanised into action by an imminent ERO visit in mid 1994, so we



engaged the services of an education consultant to set up a programme of on
going school self review for our school.

For the next two to three years we attempted to make the consultant's self
review programme work but it proved to be very time consuming, overly
complicated and above the general understanding of lay people (Sutton, 1994).
We also failed to see its relation to improved teaching and learning in our
school. After three years and another turn over of board members, we were
still struggling with self review.

It was from this background that the thesis topic and research task and
objectives evolved. My belief was that, the concept of school self review for
school improvement was sound, but the problem was how to devise a
workable, useful process that would lead to school improvement. My own
reading, reflection and discussion with colleagues lead me to the view that, for
school self review to work, it needs to be seen in holistic terms (Stewart and
Prebble, 1993 and Stoll and Fink, 1996). Our first attempts at school self
review had involved drawing up lists of everything that happens in the school
and then these lists were divided into units which were reviewed over a three
year cycle. This system was ineffective as it was time consuming and often
reviewed areas of school practice about which we already had sufficient
knowledge.

More recent reading and reflection leads me to the conclusion that, for self
review to be both manageable and effective, we need to view self review in
holistic units, like the units suggested by Stewart and Prebble for principal
appraisal, in their book 'The Reflective Principal' (1993). In this book, Stewart
and Prebble link principal appraisal to school self review when they contend
that "an appraisal of the principal's performance must also be, in a sense, an
evaluation or review of the whole school, or part of it"(1993:186).

Stewart and Prebble (1993) support this argument by writing that traditional
approaches to principal appraisal have evolved from listing, in their job
description, all a principal's tasks and responsibilities with little description of
what these tasks look like. This has made appraisal difficult for both the
principal and board of trustees. Stewart and Prebble write that this traditional
approach to principal appraisal has resulted in many boards concentrating on
the aspects of the principal's job that have most prominence in the document,
with the result that they may be spending large amounts of time on appraising
tasks that have little direct bearing on the primary purpose of the school:



teaching and learning (1993). As principal appraisal is, in essence, a review of
everything that happens in a school, then these points also pertain to self
review.

Stewart and Prebble, therefore, propose a different system of principal
appraisal and, by association, a self review system which focuses on the core
activities of a school: teaching and learning. They contend that the central
mission of a school can be divided into five core activities:

leading, co-ordinating and facilitating the learning community;
managing and developing the school culture;

taking responsibility for school communication networks;
playing a figurehead role in representing the school; and

maintaining a programme of personal professional development.
(1993)

It is this concept of five core activities which appealed to me as the basis for
school self review. These five core activities embrace and group into logical
units, all the tasks that are carried out in a school and, therefore, must be
reviewed. This approach helps me realise, that to date, my attempts at self
review had concentrated on a very diverse list of tasks and activities with the
result that our final reports had been superficial and had not adequately
addressed the basic performance of teaching and learning in our school. The
greatest weakness of these systems, according to Stewart and Prebble (1993)
was that they wasted much time and effort on areas which had little direct
bearing on teaching and learning in the school.

These observations and reflection on our practice raised the question: How
can these five core activities suggested by Stewart and Prebble, (1993) be
developed into a school self review system that primarily aims to improve
teaching and learning and meet the requirements of the 1993 National
Administrative Guidelines? Literature searches to obtain references to support
this approach, advocated by Stewart and Prebble, failed to find any other
writers arguing for, or providing systems for, a similar, core activity approach
to self review.

Therefore, the school and the writer came to the conclusion that they would
have to devise their own systems if they wished to develop and trial a system
of school review based on Stewart and Prebble’s (1993) core activities and
which, in particular, would review the case study school’s core values.



To achieve this end, the planned study in this thesis takes one of the five core
activities, managing and developing the school culture, and, in particular,
review of a school’s core values, and the writer works with a school to plan,
develop, implement and evaluate a system of school self review which looks
in depth at this central aspect of a school's mission and performance.

Nature of the Study

The self review trial, in this thesis, was undertaken in a rural New Zealand
primary school. The school has a decile rating of ten and is situated in close
proximity to both a sizeable town and a city. There are currently fifty children
and three permanent teachers at the school. Because of the size of the school,
the principal is also a teacher with one day a week for release for
administrative duties. This small school has enjoyed a pattern of stable
staffing for some years with the present principal having been in the school for
the past five years. Another of the teachers has been with the school for ten
years and the third teacher has served some two years with the school. The
school board of trustees, until recently, had experienced a relatively stable
complement of members but, in the past eighteen months, there have been
several changes of board members, including two chairpersons and this left
the school in a somewhat vulnerable position. It was in this environment of
some uncertainty that the writer worked with the school on their core values
review.

The case study was implemented over a twelve month period during which the
writer worked collectively with the school staff, students, board of trustees
and parents. Together, we planned, trialled and reflected upon school self
review practices in this school and, in particular, we developed methods that
reviewed the school’s core values. At times, the writer was asked to be the
'expert' in the group so that she could educate and inform the group about
school culture, school effectiveness and school improvement, but, for most of
the study, she was an equal member of the research review team.

Statement of Research Task

As previously stated, the main purpose of the research task was to develop
methods that could be used to review a school’s core values. The objectives
for this research can be divided into two groups, one group being the



objectives the writer wished to attain from the research and the second group
consisting of objectives which the school wished to attain from this study.

The writer’s objectives for this study were to:
e develop and trial a system of school self review which focuses
on one of the core activities of learning and teaching, management
and development of a school’s culture, a notion of Stewart and
Prebble, ( 1993) and, in particular, identification of a school’s core
values;

e incorporate principal appraisal into school self review to determine
whether principal appraisal is, in essence, review of the whole or
part of a school's performance. This objective is also based on an
argument proffered by Stewart and Prebble (1993);

e ascertain whether it is feasible for a group of school staff, students
and parents to collaboratively devise processes for self review of a
school’s core values; and

e produce a conceptual model of review of a school’s core
values which could be used by other schools to meet part of the
National Administrative Guidelines (1993) which require each
school board of trustees to maintain an on going programme of
school self review (N.A.G., 1993,4,i1).

. to experiment with and learn about research methodology by being
involved in a true collaborative action research exercise. This
objective is a very important aspect of the planned study as this is
the researcher’s first experience in research of this nature.

The case study school's objectives for this research were:

e to learn more about school culture, school improvement
and school effectiveness;

e to identify the core values of their school by addressing the question:
Did their school community possess a set of shared values,
beliefs and understandings?



e to ascertain whether the shared values were evident in current
school practices by addressing the questions: Did school policy and
practice reflect the school community's identified core values, and
if they did not, how might this be affecting the effectiveness of
the school and what could be done to improve or change the
situation?

It is important to note, at this juncture, that, although the above objectives
were agreed at the beginning of the study, by the key group of the researcher,
staff and school board of trustees, it was also agreed that the group would be
flexible with the objectives so that they could change or modify them as they
progressed, if the consensus of the group was that new directions would be
more useful to the school.

Clarification of Terms Used in this Thesis

The concept of school self review is encompassed by several other terms in
the literature to which reference is made in this study. In American and British
literature, ( e.g. Willms, 1992 and Nevo, 1995) reference to school self review
is usually as school self evaluation, self monitoring and self accountability.
All these terms share similar meanings and understandings with the New
Zealand term ‘school self review’. Throughout this study, the four terms, self
evaluation, self monitoring, self accountability and self review, will be
considered to share a broad common meaning.

Therefore, this thesis adopts the position that school self review is a process
using rigorous, planned, systematic, formative and summative methods to
monitor, assess and evaluate everything that happens in a school with the
primary purpose of improving teaching and learning in that school.

Limitations and Delimitations of the Study

The choice of a collaborative action research study of one school imposed a
number of limitations on this study; the main limitation being lack of time. As
we had made a group decision to use collaborative research in this study and
we had also made a commitment to ourselves and the school board to include
as many members of the school community as possible in the project, these
requirements meant that the trial was going to require substantial amounts of
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time to carry out this full consultation. The writer was also aware of everyday
demands on teacher's time; therefore, she always tried to ensure that time
spent on the review was used prudently.

Despite the trial being undertaken over a twelve month period, much of this
time was lost due to waiting, for meetings which had to be scheduled carefully
to meet the needs of several people, for consultations which had to be held out
of school time and also at night and for the return of surveys.

Having two main purposes for the study also put more demands on the
available time. As the school was primarily interested in outcomes and my
reason for the study was to reflect upon processes, these dual aims meant that
each task took a substantial amount of time for completion and reflection so
that both aims were met. However, it should be noted that the dual agenda did
not make difficulties for the progress of the research. By agreement and
consent, both parties in the research task decided that they would get most
benefit from the review if they reflected on and discussed both the processes
and the outcomes of the research.

Another limitation of the study, from the writer’s perspective, was the way the
collaborative research method changed and modified the direction and purpose
of the study. Although the group had agreed to set objectives at the beginning
of the study, the direction of the trial changed several times by consensus of
the group. As the writer was only one person in a group of approximately ten
key people, she did not always fully agree with planned actions but she had to
agree and support the consensus of the group.

Finally the concept of 'group think' also placed some limitations on this study.
Unfortunately, the writer was only introduced to the concept of groupthink in
the latter stages of this self review trial. Although it was too late by this time
to take groupthink into account during the trial, it was possible to apply the
concept to the reflection on and analysis of the trial.

Structure of the Thesis

This thesis is presented in six chapters. Chapter One has already provided an
overview to the planned study by outlining the purposes, approaches and
outcomes of the self review of a school’s core values. To support the overview
of the planned study, the nature of the study task was stated, the background to
the study was discussed and limitations and delimitations of the study were
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proffered. This chapter also introduced, in brief, the notion of educational
evaluation and the purposes and nature of school self review.

Chapter Two takes the form of a literature review which examines both
international and New Zealand historical and current literature on school
evaluation policy and, in particular, school self review definitions, rationale,
purposes and characteristics. This chapter also looks at the concept of school
effectiveness, school culture and the principal’s role in development and
management of a school’s culture as these concepts are very closely linked to
and inform the planned study. This chapter concludes with identification of
four hypotheses that are the focus for the planned self review study.

Chapter Three considers the research methodology used in the planned study.
In particular, this chapter examines the nature and purpose of collaborative
action research, investigates the nature and scope of the data collection
methods which are used in the planned study and links this information into an
analytical framework for the planned study. This chapter also includes
discussion on research issues such as ethical considerations, verification of
information, and reliability of information which were considered in the
course of the review exercise.

Chapter Four contains a full record of the review of a school’s core values
exercise. This report contains explanation of the planning, trialling, and
implementing of the nine activities in the review. A very important component
of each activity was the critical reflection on both the outcomes and the
processes used. This reflection is reported in depth so that the reader will be
fully informed on how the processes evolved and why recommendations for
improvement of processes were made.

In the fifth chapter conclusions from the review exercise are presented and
review methodology is reconsidered. From the explanation of the nine review
activities, reflection on action and recommendations for improved practice, a
conceptual model that could be used to inform review of a school’s core
values, is presented and explained.

The final chapter brings the thesis to a conclusion by restating the four
hypotheses and considering them in light of the study results. From this
linking of the research strands, hypotheses are stated and several conclusions
are reached. The thesis concludes with recommendations for further study and
research.
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Chapter 2

LITERATURE REVIEW

Introduction and Overview

According to Schollum and Ingram (1991), Willms (1992) and Nevo (1995),
school self review is not a new concept. In fact, many schools have
experienced, at some time, forms of external or internal, formal or informal
reviews, evaluations or inspections of their performance. Teachers have long
been accustomed to evaluating their own teaching programmes, materials and
resources and learning outcomes. However, these writers argue that
formalised, mandated school self review, as defined for use in this paper, is a
relatively recent educational initiative.

This literature review is presented in four main sections. Section One provides
an historical discussion of early educational developments, in Britain, the
United States of America and New Zealand, which laid the foundations for
current school self review practices. Section Two explores the growth of the
effective schools movement and the relationship and significance of this to
school improvement, school culture and school self review, and the third
section examines recent literature about school self review. In particular, this
section considers current self review meanings, rationale, purposes and
characteristics. The final section examines and discusses recent literature,
particularly that pertaining to current school review practices, perspectives and
practices in the United Kingdom, the United States of America and
particularly New Zealand.

Section 1- An Historical Account of the Events Which Laid the
Foundations for the Development of School Self Review.

Section Overview

To establish an understanding of how and why self review practices in New
Zealand have developed into their present form, section one contains
discussion on the following key concepts:

e school evaluation policy in the United Kingdom, United States and
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New Zealand prior to the 1980°s;

¢ the notion that schools make little difference to pupil attainment;

e the reasons for which educational opinion changed to recognising
that schools did indeed make a difference to pupil outcomes; and

e the political climate in the 1970's which was to reshape the direction
of education world-wide.

This section concludes with identification of the most significant links
between this literature review and the planned self review exercise.

UNITED KINGDOM- SCHOOL EVALUATION POLICY PRIOR TO
THE 1980s

Willms (1992) states that, prior to 1980, there was little formalised internal
school self review being undertaken in British schools. Rather, British schools
had a long history of highly structured external school review. According to
Silver (1994), this tradition was founded in 1839 when the British government
appointed the first school inspectors whose job it was to make judgements
about the standard of education in government funded schools. These
inspectors were to be the "eyes and ears of the government" (Silver, 1994: 20).
Interestingly, Silver notes that these early formal reviews focused primarily on
monitoring standards of discipline in the schools and that curriculum
attainment was only a secondary consideration.

By the late 1950's and early 1960's, there was a widely held belief in
educational circles that schools made little difference to the attainment levels
of their pupils. Rather, it was family variables which had the major influence
as the predictor of school outcomes. As early as 1959, the Crowther Report
had shown that there was a very close association between a father's
occupation and the educational achievement of his children. The Robbins
Report of 1962 confirmed this finding when it studied pupil achievement and
parent characteristics and found that the status of parents is a highly reliable
predictor of student progress (Beare, Caldwell and Millikan, 1989). The
Plowden Report of 1967 (cited in Beare, Caldwell and Millikan ,1989) also
found little correlation between school outcomes and school effects. What
these three reports were saying was that schools had little influence on the
outcomes of their students. As these three reports argued that schools have
little influence on the attainment of their students, it begs the question, if
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schools make little difference to student outcomes, as to whether evaluation is
necessary. It could also be said that this notion was just a ‘cop out’ for schools
that were failing and that thinking, of this nature, saved schools from being
subject to public accountability.

Reynolds (1985) argues that it was not until the late 1970's that the British
intellectual climate was ready to question and debate this premise. It was at
this time that the sociology of education was coming into prominence in
Britain. In particular, Reynolds (1985) states that questions were being asked
about what many people saw as the constraining influences of social class on
the then system of divided public education. Silver (1994) adds that public
opinion was asking for greater educational and social fairness in education.
According to Silver, debate was also fuelled by the notion that, contrary to
popular belief, schools did indeed make a difference to pupil attainment.

At the same time as the emergence of interest in the sociology of education,
Britain was one of the advanced industrial countries which was feeling the
effects of growing international competition and economic decline. As a result
of this political situation, the British government was beginning to look
towards its education system as a possible means for recovering national
"economic equilibrium and social stability and cohesion"( Silver, 1994: 2).
Thus, by the mid 1970's, British political and intellectual conditions were ripe
for reform, renovation and reconstruction in education. It was this emerging
debate that was to turn its focus to school effectiveness and, in turn, to the
concepts of accountability and school self review.

UNITED STATES OF AMERICA - SCHOOL EVALUATION POLICY
PRIOR TO THE 1980’s

The American education system followed many of the same trends in school
evaluation as did its British counterparts. By the mid nineteenth century,
examinations and testing, both internal and external, were a distinctive feature
of the American educational system. However, argues Nevo (1995), the
American testing system differed from the British system, in that, the British
system was nationally structured and controlled while the American system
was based on state and local control. So, while Britain was establishing nation
wide testing and examination, the United States of America were similarly
developing city-wide and state systems.
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Silver (1994) and Nevo (1995) note that the United States of America, like its
British counterpart, began to feel the effects of international competition and
resulting economic decline in the 1960's. At this time, there was also a
growing awareness throughout the country of the widespread and rapidly
increasing levels of poverty that post-war affluence had failed to eradicate.
This recognition of poverty promoted President Lyndon Johnson to launch his
'War on Poverty'. According to Clift, Nuttall and McCormick ( 1987), one
strategy of the "War on Poverty' was the introduction of wide ranging
educational programmes which used early intervention as an attempt to break
the cycle of poverty. As a result of this focus on the education of the
disadvantaged, questions were also asked about the quality and purpose of all
aspects of American education.

In particular, debate centred around the commonly held belief that schools had
little influence on the attainment levels of their pupils. In the early 1960's,
investigation after investigation had produced the conclusions that a student's
progress at school is overwhelmingly more dependent on their home
background than what the school does for the students (Beare, Caldwell and
Millikan, 1989). The Coleman Report of the mid 1960's considered thousands
of students from across the nation and produced the controversial conclusion
that "schools bring little influence to bear upon a child's achievement that is
independent of his background and general social context"( Coleman 1966
cited in Beare, Caldwell and Millikan, 1989: 3). The Coleman Report became
central to subsequent international debate on the relevance of school effects,
resources and values and the relationship between school and outcomes.
According to Silver, the Coleman Report was most significant in that it
precipitated "the beginning of the intellectual disillusion with
education"(1994: 79).

This disillusionment lead to attempts, in the 1970's to review and counter the
prevalent negative messages about education and it resulted in an educational
movement which aimed to search for school improvements that would provide
an effective education for all children. This movement, according to Silver
(1994) came to be known as the effective schools movement. It was this
interest in effective schools and school improvement that led to serious
examination of school evaluation practices and was to result in formalised
systems of school self review in the United States of America and the United
Kingdom. The same interest was to influence thinking about school self
review in New Zealand.
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NEW ZEALAND- SCHOOL EVALUATION POLICY
PRIOR TO THE 1980s

Like its British and American counterparts, New Zealand education also
followed the early pattern of rigorous external school review but with little or
no formalised self review. McCulloch (1992) writes that, with the passing of
the 1877 New Zealand Education Act, the government was able to prescribe
what knowledge was suitable for inclusion in the primary school curriculum
and the Act also allowed the government to establish the first set of formal
standards for primary education in New Zealand. These formal standards were
to be examined by government appointed school inspectors. At this time, the
government stated that these examinations were to provide a uniform means to
evaluate the work of teachers and students over the nation whilst also
checking that public money was being used for the public good (McCulloch,
1992). This new system was heralded by teachers and the public alike as being
founded on principles of equality of educational opportunity.

As was the case with both the United Kingdom and the United States, New
Zealand was also to suffer from the world-wide economic decline and fiscal
instability of the 1970's. According to Codd (1993), this resulted in the New
Zealand government also turning its attention to its education system as a
possible means for facilitating economic recovery.

Codd (1993) argues that New Zealand political thinking, in the early 1980’s,
witnessed a strong resurgence of economic and political liberalism. This
movement had, as its central tenet, reduction of state intervention and the
increase of market mechanisms as a way of promoting economic growth. This
political ideology also stressed individual choice over state imposed
responsibilities and obligations, according to Codd (1993). These political
arguments were applied to education with the result that the question of the
effectiveness of schools was raised and it fuelled debate on school evaluation.
Thus, the topic of school evaluation, both external and internal, was to move
into the New Zealand education spotlight and, in conjunction with that move
came discussion on school self review as a means of achieving school
effectiveness and school improvement.

The main lessons to be learned from this historical review of evaluation policy
are that systems of formalised self review are a relatively recent educational
innovation which came about in the United Kingdom, the United States of
America and New Zealand in response to political thought which saw
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education as a vehicle for economic recovery. The notion that school self
review is a relatively recent educational innovation is important to the planned
study because the planned self review task emerged from an absence of
suitable core value review models, as this topic is of comparatively new
interest in New Zealand education.

Section 2- The School Effectiveness Movement, School
Improvement, School Culture and the Emergence of School Self
Review.

Section Overview

By the 1970s, the political and intellectual climates in all three countries were
changing and subsequently educational practices were being questioned,
criticised and debated. As a result of this educational debate, there emerged a
new education initiative known as the effective schools movement.

Section Two of this literature review follows the growth of the effective
schools movement and investigates its relationship to school improvement,
school culture and the growth of school self review. In particular, this section
will outline:
¢ the nature and purpose of the school effectiveness movement;
o the links between school effectiveness research and school
improvement knowledge;
e the notion of and dimensions of school culture;
e the concept of core values in school culture
e the role of a school principal in managing and developing school
culture; and
o the relationship between school improvement, school culture and
school self review.

Section Two of this literature review concludes with the identification of
significant links between this literature and the planned self review exercise.

According to Beare, Caldwell and Millikan, (1989) the effective schools
movement was "a concerted attempt in several countries to rediscover ways of
creating really excellent schools” (1989: 1). In America, argues Silver (1994),
the origins of the movement corresponded with the introduction of the 'war on
poverty' educational programmes which aimed to find school improvements
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that would provide an effective education for all children.

According to Reynolds (1985), prior to the 1970s, there had been little
American research carried out on schools as learning institutions. However,
precipitated by the 'war on poverty' programmes and in response to allegations
that schools are not important determinants of student characteristics, there
followed a growth in research studies which reviewed schools and their
internal structures. These research studies came to be known as the effective
schools research. Harold Silver asserts that the most important role of the
effective schools research was to "refocus attention on the inner workings of
the school"( Silver 1994: 49). The effective schools research confirmed the
premise that very little was known about how schools work, what makes each
school unique and why some schools are more effective than others.

Reynolds and Cuttance (1992) note that it was not until the 1980s that
research reports in this field began to appear in the United Kingdom. These
writers give several reasons for Britain lagging behind America in this respect.
They argue that, prior to the 1980s, researchers had difficulty gaining access
to British schools. They also suggest that British research in this field was
hampered by an intellectual climate which believed strongly in the primacy of
the individual and the family; thus, creating a research climate which was
hostile to school effectiveness research.

EFFECTIVE SCHOOLS RESEARCH FINDINGS

Reid, Hopkins and Holly (1987) caution us that, while all the effective schools
reviews assume that effective schools can be clearly identified from those
schools which are ineffective, the effective schools research was unable to
come to consensus on what constitutes an effective school. However, it is
possible to collate a list of highly effective school characteristics from the
various research studies. They are summarised in Table 2.1 in which the writer
has collated from the listed literature, the most frequently cited characteristics
of highly effective schools.

19



Table 2.1 Characteristics of highly effective schools

CHARACTERISTICS

INFLUENTIAL REFERENCES

Strong Leadership;

- the leader has clear goals & expectations

- they are an instructional leader

- they share power

- they have clear decision making
processes

- they are firm but yet fair

Rutter, 1908, cited in Reynolds and
Cuttance, 1992, Purkey and Smith, 1983,
Caldwell and Spinks, 1988, Beare,
Caldwell and Millikan, 1989, and Bliss,
Firestone and Richards, 1991.

A Climate of High Expectation;
- high expectations for all students
- high expectations for all teachers
- emphasis on learning of skills

Edmonds, 1978 cited in Hopkins, Ainscow
and West, 1994, Beare, Caldwell and
Millikan, 1989, and Bliss, Firestone and
Richards, 1991.

An Instructional Focus;

- the leader provides strong instruction for
teachers

- there is a work centred environment

- there is on-going staff development

Purkey and Smith, 1983, Mortimore et
al.,1988 cited in Reynolds and Cuttance,
1992 and Beare, Caldwell and Millikan,
1989.

A Strong School Culture;

- they have a set of values which are
considered important

they have a positive, supportive climate
they have an orderly climate which is
conducive to learning

they encourage parental involvement
they value trust, commitment and
loyalty

- they have an informal open door policy

Edmonds, 1978, cited in Hopkins, Ainscow
and West, 1994, Rutter, 1980, cited in
Reynolds, 1992, Purkey and Smith, 1983,
Fullan, 1985 cited in Hopkins, Ainscow
and West, 1994, Reid, Hopkins and Holly,
1987, Mortimore et al. 1988, cited in
Hopkins, Ainscow and West, 1994,
Caldwell and Spinks, 1988 and Beare,
Caldwell and Millikan, 1989.

Limitations of the Effective Schools Literature

Reynolds and Creemers (1994) claim that most of the effective schools
research suffered from both conceptual and methodological flaws. These
writers argue that serious questions must be asked about the validity and
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generalisability of these research findings, as the findings are often built on
very narrow research bases. Bliss, Firestone and Richards add that the
effective schools literature can also be faulted for research problems such as:

over reliance on case studies, failure to control properly for
socio-economic status, the comparison of only extreme outlier
schools, the overuse of correlational instead of causal designs,
and the sole use of elementary schools as the sampling unit.
(1991: 139-140)

However, these writers acknowledge that the effective schools research
findings were a break through in rejecting the notion that schools and
classrooms do not matter. Rather, they state that this research lead to further
inquiry which aimed to identify characteristics, variables and factors that
could contribute to school effectiveness. The effective schools research also
precipitated the growth of school policy which aimed to improve schools.
According to Reynolds, Bollen et al. (1996), interest in school improvement
practices arose as a direct consequence of the school effectiveness movement
and, subsequently, interest in school improvement become an entire field of
study in the 1980s. It was in this new field of educational study, school
improvement, that formalised school self review was to have its origins in the
mid 1980°s and was to lead ultimately to the present study.

EFFECTIVE SCHOOLS RESEARCH AND SCHOOL
IMPROVEMENT

With the new educational notion that schools did indeed make a difference to
student achievement, Hopkins and Wideen (1984) write that educationalists
were forced to focus their attention on the internal processes of their schools.
As Silver (1994) argues, responsibility for attainment was now returned to the
schools and, as a consequence, educationalists were forced to look at school
structure rather than assuming social composition was responsible for
educational outcomes. In particular, they were forced to examine how schools
worked and how they could change and improve them.

Hopkins, Ainscow and West (1994: 68) define school improvement as an
approach to "educational change that has the twin purposes of enhancing
student achievement and strengthening the school's capacity to manage
change". They add that school improvement must enhance student outcomes
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and sustain teacher and school development.

Reynolds, Bollen et al.( 1996: 3) state that knowledge of school effectiveness
research and knowledge of school improvement are complimentary as the
school effectiveness research offered "educational means and goals to
practitioners in school improvement”. In summary, this thesis takes the
position, as do Reid, Hopkins and Holly (1987) that, school improvement
knowledge is developmentally orientated action which provides the path to
move from theory to practice.

Reynolds et al. (1994) maintain that, in recent years, the term school
improvement has come to be frequently associated with the work of the
Organization for Economic Co-operation and Development sponsored
International School Improvement Project (ISIP). School improvement was
defined in the Project as:

a systematic, sustained effort aimed at change in learning conditions

and other related internal conditions in one or more schools, with

the ultimate aim of accomplishing educational goals more effectively.
(Reynolds, Bollen et al.1996: 66)

School improvement, in this definition, rests on a number of assumptions. The
assumptions which are of particular relevance to this thesis are that:

e the school is the centre of change;

schools must take responsibility for their own improvement;
there must be a systematic approach to change;

the internal conditions of schools are a key focus for change;
improvement will not be successful without focus on full school
change; and

e school evaluation must accompany school improvement.

These assumptions are drawn from the writings of; Hopkins and
Wideen (1984); Hopkins, Bollen et al. (1996); Hopkins, Ainscow and
West (1994); and Stoll and Fink (1996).

To achieve school improvement, Reid, Hopkins and Holly (1987) argue that a
school must use self evaluation/ self review strategies and that:
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e school based review (SBR) must be a central component of all
school improvement;
there must be school wide review;
schools must reflect critically on their own practices;

e a]l members of the school should be involved, e.g. teacher as
researcher; and

e school based review should be collaborative, open and honest.

Hopkins, Ainscow and West (1994) warn us to exercise caution at this
juncture. They point out that, whilst school self evaluation has been a major
strategy for managing school improvement since the mid 1980s, they suggest
that the results of this have been ambivalent. They argue that school self
evaluation has had only limited impact on the daily life of many schools
because schools have tended to focus their review on individual changes,
teachers and classrooms, rather than looking at how these changes fit into the
whole organisation and, in particular, the culture of the school. Rather, they
argue that there must be an holistic approach to self review to ensure that
strategies are developed which directly address the culture of the school. If
school improvement ignores the culture of the school then it is doomed to fail,
according to Ainscow, Hopkins & West (1994). Deal and Kennedy (1983)
also emphasise this point by saying that, if the school culture works against
you, it is nearly impossible to get anything done.

SCHOOL IMPROVEMENT, SCHOOL CULTURE AND SCHOOL
SELF REVIEW

The writer found earlier in this thesis that the effective schools movement
identified school culture as being an important characteristic of effective
schools. Deal (cited in Westoby, 1988) argues that the school effectiveness
movement overlooked and did not place enough importance on the role of
school culture in school effectiveness and improvement. Deal maintains that
school culture is absolutely pivotal to the process and success of school
change and improvement. Stoll and Fink (1996) argue that we can not
emphasise enough the role that school culture plays in changing and
improving our schools. Reid, Hopkins and Holly (1987) support this notion by
adding that, while schools are now acknowledged as making a difference to
student achievement, the differences in outcome are due in large part to the
variations in school cultures.
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My own fifteen years of experience in different schools bares testimony to this
premise as it is now evident to me that, despite trying to implement the same
changes in different schools, they did not always work as well in some schools
as in others, despite the schools having similar compositions. It is now
possible to see that these changes were implemented with no regard to the
social organisation and context in which these changes were being introduced.
In Stoll and Fink’s (1996) words, our improvement plans were doomed to
failure because we did not take regard of the school’s culture, as
understanding a school’s culture is a vital part of school improvement.

Nias (1989) states that school culture is not a new concept but, rather, that it
came to prominence in 1932 when Waller graphically described the separate
culture of the school. Since that time, educationalists have made much use of
the term. Unfortunately, culture is very difficult to define and, according to
Smyth (1993), it may be one of the most complex and elusive educational
concepts that we possess. Beare, Caldwell and Millikan (1989) concur with
Smyth when they state that culture is a generic term which is used for two
quite different meanings, ethnic and aesthetic and, as a consequence, its
meaning in education remains ambiguous. However, Beare et al. (1993) argue
that culture, in the school sense, embodies both ethnic and aesthetic values as
well as artistic, moral and emotional values. More recently Stoll and Fink state
that school culture defines ‘how things are and acts as a screen or lens through
which the world is viewed”( 1996: 82). Poskitt attempts to define school
culture when she states that school culture is:

the conceptual glue that binds a school together by its shared

patterns of beliefs, values, attitudes and behaviours, symbolised

in its rituals, cultural players, myths, stories, slogans and symbols.
( Poskitt, 1989: 9)

Steinhoff and Owens add that culture is also "invisible, intangible and
unwritten"(1989: 17). Deal elaborates on the concept of school culture when
he argues that schools do far more than produce learning. He contends that we
need to give "considerable attention to another potentially influential, but
largely unmeasured and unmentioned factor in academic performance- school
culture"(1988: 202). Thus, this thesis takes the position that school culture is
the learned, unwritten values, rules and inferred basic assumptions which tell
us how to operate within a school. Culture, therefore, according to
Sergiovanni ( 1992) and Owens, (1995) can be said to be the spiritual and
moral essence of schools.
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This contention, that school culture is a significant influence on school
effectiveness, is supported by a growing body of literature and research that
has emerged, largely since the 1980s. Stolp (1994) writes that researchers
have compiled some impressive evidence on school culture. In particular, he
makes reference to two studies by Fyans and Maehr (1990) and Thacker and
Mclnerney (1992) which support very clearly the proposition that student
achievement is increased in school’s that have strong cultures. These two
studies involved some sixteen thousand American students who were studied
over a six year period. These studies support the premise that school change
and improvement will not succeed without consideration of a school's existing
culture. Deal (1988), Stolp (1994), Stoll & Fink (1996), and Hargreaves
(1994) argue that, in fact, we may do more harm than good by eroding the
faith of the school community if we attempt change without consideration of
the school's culture. Deal suggests that the most successful way to make
improvements in a school is to make " the school the focus of change and
culture its target" (1988: 199). Reynolds and Cuttance (1992) also support
Deal's contention when they argue that school improvement must concern
itself with "the deep structure of values, relationships, and interpersonal
processes" if the school wishes to achieve effectiveness (1988: 182).

There are now a significant number of studies which proffer similar advice on
the topic of school culture. Notable writers, such as Reid, Hopkins and Holly
(1987) Beare, Caldwell and Millikan(1989), Bliss, Firestone and Richards
(1991), Fullan and Hargreaves (1996), Stoll and Fink (1996), all contend that
culture pervades all of an organisation's functions. Beare, Caldwell and
Millikan further this argument when they assert that the link between school
culture and school effectiveness is so important that " the development of a
strong, co-ordinated constructive school culture must be a matter of deliberate
intent" ( 1989: 201). At this juncture, it is important to form an understanding
of what a strong, co-ordinated school culture would look like.

Four expressions of School Culture

In their book' School Improvement in an Era of Change', (1994) Hopkins,
Ainscow and West cite Susan Rosenholtz who used the phrase 'learning
enriched' to describe her ideal type of school. Rozenholtz is well known for
her premise that there are two types of stereotypical schools, the 'moving'
school and the 'stuck' school. According to Rosenholtz, the moving school
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produces much higher learning outcomes for students than does the stuck
school. Her characteristics of both school types are encapsulated in the
following table.

Table 2.2 Rosenholtz's (1989) School Work Culture
Stuck Moving
Low Consensus High Consensus
Teacher uncertainty Teacher certainty
Low commitment High Commitment
Isolation Cohesiveness
Individualized Collaborative
Learning improverished Learning enriched

( Reprinted from Hopkins, Ainscow and West, 1994:90)

Hopkins et al. (1994) whilst applauding Rosenholtz's notion of the moving and
stuck school, put forward a very sound argument to expand the original
concept. They argue that school culture should be viewed as a continuum as
they state that cultures are dynamic and constantly evolving and, therefore,
they can not be fitted comfortably into only two categories. Rather, these
writers propose a model of school culture which contains four expressions of
culture.

Table 2.3 Four expressions of school culture
= Ineffective< > Effective
Dynamic b
B Wandering Moving
Static Stuck Proinenading

(Reprinted from Hopkins, Ainscow and West 1994: 91)
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Stuck schools, according to Hopkins et al., are often failing schools. They are
schools where the conditions are poor, teaching is an isolated solitary activity
and expectations are low. In these schools, the notion of culture is relatively
unknown and, if known, it will usually be regarded as something set,
inflexible and unable to be changed.

The wandering school conversely has all the appearances of change and
improvement but, in reality, this movement lacks vision and direction.
According to Hopkins et al. (1994), the staff in these schools are worn out by
continual change which achieves very little improvement.

By contrast, the promenading school is often a traditional school that is resting
on its past achievements. These schools typically have a stable staff and attract
students with successful learning histories. The philosophy of these schools is
often, “Why change when we are pleased with the way things are done around
here?” In fact, write Hopkins et al.(1994),these schools can be very difficult to
change because maintenance of the status quo is their preferred option.

The final expression of school culture for these writers, is the moving school.
Hopkins et al. (1994: 91) describe these schools as having a healthy blend of
"change and stability, and balanced development and maintenance". These
schools maintain a relative internal calm as they adapt successfully to the
rapidly changing environment.

Hopkins et al. (1994) further explain that the diagonal line in the above matrix
(Table 2.3) divides those schools which can achieve improvement from those
schools in which change will be very difficult to implement. Generally, those
schools above the line are in a position to carry out successful development
work and those schools below the line need to work on their internal
conditions before they can make successful improvements. Put simply,
wandering schools need more focus and promenading schools need more
movement.

Having discussed Rosenholtz's and Hopkins, Ainscow and West's expressions
of school culture, it is now possible to take a closer look at the actual
dimensions of a strong, effective school culture, a school culture which fosters
and encourages improvement. From the ever-growing body of literature on
school culture, which has emerged largely in the past fifteen years, it is
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possible for the writer to identify some of the main characteristics of a strong,
positive school culture which will foster school improvement and change.
These characteristics are presented in summary form in table 2.4. This table
brings together the most frequently cited main characteristics of strong school
cultures.

Table 2.4 Characteristics of a strong positive school culture

CHARACTERISTICS

INFLUENTIAL REFERENCES

1. A shared philosophy/ vision that is held
by all members.

Beare, Caldwell and Millikan, 1989, and
Stoll and Fink, 1996.

2. A set of shared goals which have as
their main purpose the improvement
of teaching and learning.

Caldwell and Spinks, 1988, Plunkett, 1990
and Stoll and Fink, 1996.

3. A set of shared values/ beliefs espoused
by all school members, which serve to
keep everyone pulling in the same
direction.

Deal, 1988, Caldwell and Spinks, 1988,
Beare et al. 1989, and Stoll and Fink,
1996.

4.A collaborative culture;
- with shared decision making
- which provides support, mutual
respect and a reflective friend.

Sergiovanni, 1992, Smyth, 1993 and
Stoll and Fink, 1996.

5.High expectations for all;
- life long learning for everyone
- continuous improvement
- responsibility for success

Beare et al. 1989, Bliss et al. 1991,
Purkey and Novak, 1996 and Stoll and
Fink,1996.

6. A person oriented approach;
- child centred, students as guardians
of the culture
- parents as partners

Stoll and Fink, 1996.

7. An appreciation and understanding of
the value of school wide evaluation;

- school wide and personal review

- self review for self accountability
not external review

- values reflection with a purpose

- uses the concept of the critical
friend.

Reid, Hopkins and Holly, 1989, Stewart
and Prebble, 1993 and Stoll and Fink,
1996.
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8. A culture and school practices which
reflect the same values.

Beare, Caldwell and Millikan, 1989.

9. A sense of pride, sense of community
and sense of spirit.

Reid et al. 1987 and Creemers et al. 1989.

10. A principal as cultural manager and
entrepreneur of values, who;

Sergiovanni, 1984,1987,1992, Deal, 1988,
Stewart and Prebble, 1993, Sammons et al.

- has vision

- is firm and purposeful

- is a transformational leader

- uses participative approaches

- shares leadership

- develops and manages the school
culture.

1995 and Stoll and Fink, 1996.

The facets of a strong school culture which have the greatest relationship to,
and influence on the planned self review exercise in this thesis, are the notion
of a set of core values being very important to school culture and the role of
the principal in managing and developing the school culture and in particular
the core values. The writer selected these two concepts for further discussion
for because the planned study involves the development of methods to identify
a school’s core values and also investigates the role school principals play in
managing and developing a school’s core values. These two concepts are
examined below.

CORE VALUES

As is shown in Table 2.5, Deal (1988), Caldwell and Spinks (1988), Beare et
al. (1989), Sergiovanni (1992), Hargreaves and Fullan (1996) and Stoll and
Fink, (1996) all write of the importance of a strong positive culture having a
set of shared core values which are espoused by all school members and
which serve to keep everyone ‘pulling’ in the same direction.

Lawley (2000) describes values as our deeply held beliefs about what is
important. Leonard, cited in Begley, writes that “educational values give
content and direction to educational aims, shape and dictate the means by
which to achieve these aims, and are key elements to curriculum
development” (1999: 219). Begley says that “ core values are those values that
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define the essence of any culture” ( 1999:54). These three writers state that
little interest to date has been directed towards values in schools as opposed to
values in education, because we have neither understood nor appreciated their
importance to school effectiveness. Rather, they would argue, we have
overlooked values because we have presumed they “are a natural part of the
landscape”, that they are a taken for granted and do not need discussion and
examination (Begley, 1999: 90). Begley goes further and argues that not only
do we overlook values in schools but, also, there is also a loss of common
values in society. He contends that this loss of shared societal values is
reflected in current school decision making which is dominated by policy and
strategies. Campbell, writing in Begley, (1999) adds that, in recent years,
educational administration has placed emphasis on the technical, social, and
conceptual dimensions of administration; hence neglecting the question of
values. It is my contention that, under the current right wing thinking evident
in New Zealand education, values have been overlooked, because we have not
understood their importance but, more importantly, because our prime concern
has been with accountability and productivity in education. It appears that this
may be changing, as evidenced in the appearance of groups such as the Living
Values Project and the Quality Public Education Coalition which both
promote the notion that schools need to establish their values bases in order to
be able to improve the quality of education. These groups also share the idea
that values education should be taught in schools; a notion which is not
examined in this thesis.

At this point it is important to make the distinction between core values and
what is often termed moral education or values education. Moral or values
education argues Lawley (2000), is a taught curriculum component, which
specifically teaches moral and ethical thinking and social and citizenship
skills, whereas core values are the usually unarticulated values that guide and
inform actions in a school.

In this literature review, the writer has noted that there is an increasing field of
literature on moral education but that there is limited writing on core values in
education although Willower and Licata (1997) argue that dialogue about
values has become more salient in recent years in the literature of educational
administration. Begley ( 1999) supports this contention by saying that
increased concern with values is one of a number of trends in the current
literature of educational administration. He argues that this concern has
developed partially from the growing interest in school culture and its impact
on school effectiveness and improvement but, he also argues, that interest in
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core values in education has grown from a larger concern with the direction of
education and in particular the outcomes of the drive for accountability and
productivity.

Leonard, writing in Begley, (1999) adds that little research has been done on
values in education as they resist empirical verification and are perceived to be
complex and problematic. He also adds that values research has been
overlooked because practitioners have failed to see the relevance of values as
they are so busy solving the practical problems of the day.

Plunkett (1990) concurs that values in education are not often written about
and he would add that core values are not often discussed by schools, as
schools have been more accustomed to talking about content rather than
values. Louis (1998) adds that we have consciously avoided serious discussion
about values in our educational systems because it is easier to discuss policy
and content. It is my contention that schools have always been in the values
business, that they are much more than just charters and policy, and that they
are in fact moral communities that practice the values they hold important in
everything they say and do. However, my belief would also be that few New
Zealand schools would have an identified set of values, an articulated ‘code
for living together’ that everyone in the school community knows about. This
is partly because the concept of school culture and, in particular, core values is
relatively new to New Zealand education, and many professionals are only
just being exposed to these notions, but it is also because of the current
thinking in New Zealand education which places great emphasis on efficiency,
productivity and accountability. This lack of interest in a school’s core values
means that there are few models available for those schools that wish to
identify their core values. This absence of models gave rise to the planned
study which develops and trials activities that can be used to identify a
school’s core activities.

When we speak of a set of shared core values in school culture, we are
speaking of a set which is shared by the full school community. In the past,
Plunkett (1990) contends, schools have operated on a fragmented system of
values where the principal has espoused one set, teachers have applied their
own values to their practices in the isolation of their classrooms and parents
have had little or no say in their school’s values systems. A New Zealand
report, entitled ‘A Report To The Ministry Of Education: A Survey Of
Community And School Educational Values’, (1992) found that teacher and
parent values are often at variance as staff tend to emphasise personal
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development skills while parents tend to emphasise vocational skills. Thus,
there is the possibility that professionals’ values may be at variance with
community values and views. Therefore, according to Stoll and Fink (1996),
to achieve a set of shared values which will support school improvement, the
school must let the full school community have a voice in the identification,
evaluation and review of the school’s core values. Sergiovanni (1992) would
add that core values are neither set in stone nor are easily changed. One of the
main objectives of the planned study was to involve the whole school
community in the review of core values exercise to ascertain whether it was
both feasible and beneficial to use full participation in a task of this nature.

These points raise the issue: is it possible to reach value consensus through
rational consultation and discussion? It is my contention that value consensus
could be problematic and that this approach may induce neutrality, where all
parties agree to respect differences. This point will be investigated in the
planned self review of a school’s core values study.

Current thought on core values in a school’s culture (Leonard, 1999) argues
that it is not sufficient to presume that a school community has a set of shared
values; rather, that school communities should be actively involved in on
going identification, discussion, scrutiny, evaluation and modification of
values if necessary. Leonard goes as far as to argue that attention to a school’s
core values may be more important than teaching children to read and write as
she maintains that, if a school does not have a set of shared values that are
reflected in all school practices, then all teaching and learning is going to be
hampered by the children receiving mixed messages as to what is valued in
their school. In the absence of models to use to identify a school’s core values,
the major purpose of the planned study was to develop and trial methods that
could be used for this task.

According to Lawley (2000), it is equally important to establish commonly
understood meanings for those values so that everyone knows what is
expected of them. The school involved in the planned study also considered
this point to be very important as they could see little value in identifying the
school’s core values, recording them in the school’s charter and not
establishing common understandings of the values so that they could ascertain
whether their school practices reflected the identified values. Therefore, the
second section of the planned study concerns the development of performance
indicators for a school’s core values.
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Willower and Licata (1997) argue that it is not sufficient for a school to
identify their shared core values and to establish commonly understood
meanings for those values, but that schools must also ensure these values are
reflected in all school decision making and action. The writers contend that a
statement of values can become highly ritualistic and have little relationship to
the day to day activities in the organisation if practices are not put in place to
regularly ensure that practice reflects policy. To do this, on going review of
both the set of values, their meanings, and their presence in school practices,
must be carried out. Plunkett (1990) argues that, ideally the full school
community should take responsibility for and be involved in the regular
review of the core values and their presence in school practices because full
participation will raise commitment to and responsibility for the core values.
The planned study explores this notion of full community participation in the
review of a school’s core values.

THE ROLE OF THE SCHOOL PRINCIPAL IN SCHOOL CULTURE

As identified in Table 2.5, the role of a school leader in developing and
managing a school's culture is very important. In fact, Schein (1997) would
argue that "the only thing of real importance that leaders do is to create and
manage culture" (1997: 82). Deal also makes the point that making schools
more effective is the role of the leader and that this requires "building and
reshaping the hidden, taken for granted rules that govern day to day
behaviour" ( 1988: 207). He argues further that, by influencing behaviour,
culture affects productivity, how teachers teach and how learners learn. When
the New Zealand writers, Stewart and Prebble (1993) talk about principal
appraisal in relation to the central aspects of a school's mission and
performance, they, too, cite managing and developing a school's culture as one
of five key areas of educational and professional leadership.

Sergiovanni, (1987) a noted writer in the field of educational leadership, also
concurs with the point that the school leader has a pivotal role as the manager
and developer of a school's culture and, therefore, in the school's success. In
his article ' Leadership and Excellence in Schooling' (1984), Sergiovanni
presents five leadership forces which he considers must be present to attain
excellence in schooling. At the pinnacle of his leadership forces, ‘hierarchy’,
and the aspect, which in his opinion makes the difference between competent
and excellent schools, is his cultural force. He describes this force as being the
excellent leader who manages and develops the school culture through
articulation of the school's mission, purposing of the school's culture and
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reinforcing the culture through values, norms, traditions, habits, customs and
stories.

The leader's role in developing and managing the school's culture is, according
to Sergiovanni (1992) at the heart of leadership and is to do with values. He
writes that one of the most important jobs a principal has to do is to protect
and promote the core values of the school's community. Deal and Peterson
(1998) wrote that principals communicate core values in their everyday work
and that teachers reinforce values in their actions and words. To be able to
model core values, they argue that principal’s need to first read the culture of
the school to get to know the deeper meaning embedded in the school before
they try to reshape it. Secondly, they recommend that leaders uncover, identify
and articulate the full school community’s values. The third step, to reinforce,
manage, develop and model the school’s values, is also supported by Stolp
(1994). This view contends that one of the most effective ways for a principal
to reinforce a school’s core values is to model those values which are
important to the institution.

According to Sergiovanni (1992) the identification and establishment of a
school’s core values can serve as a substitute for direct leadership as, once
values are identified, routinely incorporated into all school practices and
reviewed regularly, leaders can step aside and take a less controlling role. He
maintains that shared goals raise teacher commitment, motivation and, in turn,
the level of teaching and learning. He also states that shared values provide the
substance of management as they provide the ‘glue’ that binds people
together.

This notion raises the question of staffing in schools because, if core values
are very important to a school’s success and if core values are not easy to
change, how can a principal ensure the continuity of the school’s values when
schools typically have frequent staff changes? It could be asked whether staff
should be selected for positions according to their values, if having a set of
shared values is very important to a school’s culture. It could also be argued
that, if a set of shared values is very important to school effectiveness, then
one part of the principal’s role should be to staff the school with people who
share the school community’s values. This concept would present problems as
it is often difficult to recruit and select suitable teachers in the present climate
but if the values of potential staff was also to be considered, this would make
the job of staffing schools even more difficult than it currently is. The role of
the principal in managing and developing a school’s core values is one of the
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areas of investigation in the planned study. However, this study examines the
issue of staff values not in the context of the recruitment and selection of new
staff, but rather, the planned self review investigates methods that could be
used to identify staff core values.

Section 3- Self Review

Section Overview

In this section of the literature review, the writer looks at the concept and
commonly held understandings of school self review in the 1990’s. In
particular, the following issues are discussed:

school self review definitions;

the rationale for the use of school self review;

purposes of school self review;

characteristics of school self review;

the process of school self review; and

self review and the New Zealand Education Review Office.

School Self Review Definitions

According to Aspinwall et al. (1992), school self review is a process of
monitoring school performance, a 'taking stock' of a school's position. Beare et
al. (1989) add that school self review is a process which schools use to
monitor everything that happens in a school, to ascertain whether they are
achieving the goals they have set for their school. Clift, Nuttall and Mc
Cormick (1987) define school self review as self generated institutional
improvement.

As stated in the introduction to this thesis, the New Zealand Education Review
Office had this to say of school self review in 1994. School self review is a
process by which school boards of trustees "identify, assess and evaluate the
effectiveness of the school in meeting the values it has adopted, fulfilling its
obligations to the community and providing the education it wants for its
students" ( ERO, 1994: 53). This definition is qualified by the explanation that
self review is not intended to be an end in itself but, rather, it is a tool to
inform board decision making and is to be used as part of the wider process of
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school improvement.

Ruth Sutton (1994:4) states in her book, School Self Review- A Practical
Approach, that self review "is about ensuring that children get the best
possible experience during their one chance of compulsory education". She
adds that we evaluate our schools as part of "providing and enhancing that
entitlement"(1994:4). Schollum and Ingram write that self review is "an
ongoing process enabling a school to focus on its vision, to listen and look at
itself and to determine what the school is really like" (1991:4). For Schollum
and Ingram, school self review is about realising a school's vision (1991).

Clift, Nuttall and McCormick (1987) caution us to clarify the term 'self' when
discussing the notion of self review. They contend that most of us understand
the term 'self' in relation to individual teachers evaluating their own practice
within the four walls of their classrooms. However, they argue that the
concept and its connotations are less clear when we consider institutional self
review. Clift et al. state that 'self' review must mean teachers and schools
seeing themselves collectively as the evaluators; not the evaluated, as is the
case if the evaluation is carried out by external agents. Therefore, Clift et al.
define self review as teachers and schools evaluating their own practices with
the aim being to improve education in their own organisations. It is this final
self review definition of Clift et al’s. which is most in line with my own
understandings of self review and it is this definition which is used to inform
the planned study.

Rationale for the Use of School Self Review

The rationale for school self review is, according to Rosenholtz, (cited in
Lieberman) that "good performance is self rewarding and provides the
incentive for continuing to perform well" (1990,83). She adds that, if we do
not allow people to feel efficient then they will lack commitment. As stated at
the beginning of this thesis, Martyn (1996) argued that the New Zealand
government mandated the use of school self review in 1993 “as a means of
improving both the accountability of schools and their effectiveness”. Clift et
al. (1987) write that governments introduce and encourage the adoption of
school self review strategies as governments perceive them to be a 'cost
effective method' of inducing school improvement because government
personnel do not have to be directly involved in part of the process of review.
Rather, school staff and boards of trustees have to take responsibility and have
to implement the greatest part of school review; that is the internal evaluation
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or self review. The issue of whether New Zealand school self review is for
accountability and effectiveness or whether it is a cost effective method for
encouraging self improvement will be explored in section four of this
literature review.

Willms (1992) writes that there is a further economic rationale for school self
review. This rationale argues that self review is good for education because it
makes possible comparison between schools and the subsequent competition
stimulates and motivates schools to produce 'quality' education. But the term
'quality’, which is now central to much policy discussion in education, is
fraught with difficulties. (Clift et al. 1987 and Aspinwall, Simkins, Wilkinson
and McAuley, 1992) Clift et al. liken 'quality' in education to beauty, "which
lies in the eye- or rather the mind- of the beholder" (1987:202). There may be
agreement as to what constitutes 'quality' amongst groups of people with
similar interests, abilities, ideologies, social class or political persuasion but,
according to Clift et al. (1987), there is no universal agreement about its
nature.

This lack of consensus over the word 'quality’ in school self review terms
means that, with different expectations and concepts of quality, schools may
end up with different standards of 'quality’ education. What then is 'quality
education' if that is what school self review is going to help produce? If we do
not agree on what it means then how are we going to recognise it when we
reach it? If each school formulates its own definition of quality education,
then the result is surely going to be a country with a uneven balance of
'quality' education being produced in our schools. With different standards for
'quality’ education from school to school, it follows that some New Zealand
children must be receiving an education that is not equal to others and one of
the aims of the Education Act of 1989 was to ensure that all children received
equitable education. The issue that competition is good for education because
it stimulates and motivates schools to produce ‘quality’ education will be
examined and debated in Section Four of this literature review.

In the Ministry of Education's booklet,' Governing and Managing New
Zealand Schools',(1997) they state that managing change is one rationale for
the use of school self review. They write that, as the twenty-first century
approaches, New Zealand is experiencing more rapid change than ever before.
Therefore, in order to best serve their communities and prepare students for
the future, schools must adapt and develop to keep pace with these changes.
The report adds that schools will have to use school self review to make these
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adaptations and developments. This thesis takes the position that self review
can be a very powerful and effective motivator of change and that it can also
be a process which can be used for school change. The use of school self
review as a change agent is discussed under current New Zealand perspectives
on school self review in Section Four of this literature review.

Purposes of School Self Review

By 1993, much had been written on the purposes of school review. Overseas
literature indicates general agreement in the premise that the primary function
of school self review should be the improvement of the quality of education.
In particular, this contention is supported by Stoll and Fink (1996) who argue
that school improvement can not happen without school evaluation. They
write that the connection between school self review and school improvement
was only really acknowledged in the 1980s and that, since that time, there has
been a gradual return to monitoring and assessment in education.

Further overseas literature indicates that self review should be for self
accountability and self assurance purposes( Nevo, 1995). But, clearly, as
indicated by this literature review, not all self review practices have been for
formative, improvement purposes. On the other side of the self review
purpose debate is ‘summative’ self review which has, as its main purpose,
accountability and assurance. Willms argues that one rationale put forward to
support the notion of summative review has been the belief that "comparisons
stimulate competition and that in turn motivates performance" (1992:3). The
notion of formative and summative evaluation and the comparison of school’s
performance levels is considered in the current perspectives on New Zealand
school self review, in Section Four of this literature review.

Sutton wrote, in 1994, that self review is about ensuring that children get the
best possible educational experience. Schollum and Ingram who have written
extensively on the subject, argue that school self review is "about change
generated from within the organisation" and they state that this change leads to
worthwhile and 'relevant' improvement (1991). Schollum and Ingram state
that the purpose of school self review is to bring about worthwhile change and
improvement through challenging current practices and ideas.

A Ministry of Education report, 'Governing and Managing New Zealand
Schools, in 1997 said, that, school self review enables schools to specifically:
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examine schoolwide and classroom organisation;
consider the effectiveness of policies;
identify strengths and weaknesses;
determine which planning targets have been met;
evaluate the effectiveness of teaching programmes;
identify barriers to learning;
monitor the progress of identified groups of students;
identify opportunities for curriculum and teacher development; and
celebrate the good things that are happening.
(1997: 9)

From the above quotes and comments, one could deduce that school self
review in New Zealand is intended to be used for formative, school self
improvement purposes.

The issue of accountability and assurance begs the question, for whom is self
review? This question raises several issues. Is the review purely for self
improvement in the school which carries it out, is it for government purposes
or is it for a combination of school and government purposes? In both the
United Kingdom and the United States of America, in the 1980s, according to
Willms, (1992) and Nevo (1995), self review was mainly for external
accountability purposes as the results from school self evaluations were used
to make public comparisons between schools. In the later 1980s, Willms
(1992) adds, formative evaluation came into vogue and, then, the countries
that retained self review into the nineties generally experimented with
combinations of both formative and summative evaluation. Willms argues that
there have always been inherent tensions between formative and summative
evaluations and he questions whether it is possible to have an evaluation
system which has both formative and summative functions. This issue will be
discussed in Section Four of this literature review when we discuss current
New Zealand perspectives on school self review.

The tensions that exist between formative and summative evaluations are
mainly related to the feeling that school review for accountability to an
external agent is counter productive to review which is for internal
improvement. This is because, in many instances, when teachers perceive self
review to be for external accountability purposes they cease working in
shared, collaborative ways with other staff members and commence working
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in isolated ways to enhance their own position and status. This stance serves to
hinder and stifle whole school improvement, according to Silver (1994). As
mentioned earlier, past experience has also shown that teachers have been
wary and have felt threatened by review for external purposes and this state of
negativity is also counterproductive to whole school improvement (Nevo,
1995). The question, for whom New Zealand school self review is intended
will be considered in Section Four of this literature review.

New Zealand literature (e.g. Ministry of Education, 1997) which has been
issued by the Ministry of Education since the introduction of the National
Administrative Guidelines, 1993, generally argues that school self review is
for school self improvement. In these statements, the point is made that
school self review is clearly for the stakeholders in the school; that is, school
staff, BOT, students and parents. However, on the other hand, New Zealand
school self review reports have to be made available for a school's assurance
visit by ERO and, in my experience, ERO scrutinises and questions these
reports very closely. It could be argued that ERO uses these reports as the
basis for professional dialogue. However, my experience with ERO leads me
to believe that in their eyes, school self review is not only for internal
accountability but also for external accountability to the government. Is
external accountability to the government such a bad thing, as the government
does provide the funding for most education? Are the government not entitled
to know if they are getting 'value' for their money? It is my contention that we
need both internal and external evaluation of schools and that the two
processes are complimentary. We need external evaluation for accountability
to the state, to ensure that education practices are standardised across the
country and to ensure that each school is achieving the highest possible levels.
We need internal evaluation, self review, to ensure that schools are motivated
and stimulated to take responsibility for their own improvement and
effectiveness.

Stoll and Fink (1996) bring to our attention the inherent danger that self
review may not necessarily lead to improvement because it, in fact, may
overlook school weaknesses. They argue that, if review is only carried out by
people inside of the school, then there is the danger that these people may be
too close to the problems to be able to see them. This notion would support the
New Zealand government’s contention that ERO plays the role of the
objective evaluator, to provide that objectivity which might not be reached if
school’s were left completely alone to assess their own performance.
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The above comments beg the question, What if self review shows a school to
be less than effective and efficient? Could self review, then, not actually
inhibit improvement by increasing the sense of failure and guilt? Clift et al.
support this contention and add that school self review can also inhibit
improvement in schools if the review process is overly involved, elaborate and
/or time consuming. The issues of school failure, and public availability of
ERO school assurance reports will be examined in Section Four of this
literature review.

Characteristics of School Self Review

The ERO report, 'Self Review in Schools' (1994) listed the characteristics of
school self review. As summarised from the above discussion, school self
review:

e assesses and evaluates the effectiveness of the school;

e is part of the board's process of improving the education that the
school provides;

e is an integral part of the management of a school;

e is not an end in itself but rather a process to assure its self and the
community of its commitment to the vision, charter and policies of
the school;

e is systematic and planned;
involves the whole school community in the planning process; and

e is supported by documentation (ERO, 1994).

To this list can be added further characteristics of good self review. Clift et al.
(1987) and Sutton (1994) argue that an important point about self review is
that it must be voluntary and not imposed if it is to be successful. Overseas
studies ( Silver, 1994 and Nevo,1995) have shown that, when self review is
imposed, teachers felt threatened, devalued and dehumanised by these
reviews. Clift et al.(1987) write that the" true spirit of school self evaluation
can only be found in voluntary schemes". (1987:194) As the New Zealand
requirement for school self review was imposed on schools in 1993, does that
mean that its chances of success are not good? Are teachers in 1999 resisting
school self review and, therefore, hampering the potential success of school
self review? These issues are considered in the fourth section of this literature
review which considers current New Zealand perspectives and experiences of
school self review.
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The characteristic that school self review should be collaborative is supported
by a wealth of literature. In particular, Clift et al.(1987), Schollum and
Ingram( 1991), Aspinwall et al. (1992), Willms (1992) and Sutton, (1994) all
state that, for school self review to achieve lasting school improvement, it
must be a shared, whole school, collaborative process. Nevo (1995:76) also
emphasises the word  process’ and contends that self review must be seen as
a process and not a 'one shot activity'. The planned study in this thesis takes
the position that self review is planned, systematic and is a whole school
community collaborative activity.

The Process of School Self Review

The Ministry of Education (1997) described school review and development
as a dynamic process involving continuous change and growth. The process of
self review must commence with and centre on some sort of overall plan,
according to ERO (1994). In most instances this will be a school's strategic or
development plan. With this plan as the focus, self review will concentrate on
analysis, finding solutions to problems and then setting goals to make changes
and bring about school improvement. Schollum and Ingram (1991), ERO
(1994) Sutton (1994) and the Ministry of Education (1997) describe the
process of self review as being cyclic in nature. They suggest that self review
involves a cycle of the following components: initiating the review, the review
in action and review development. To this cycle, the Ministry of Education
would add, monitoring and reporting. The Ministry of Education describe the
five steps of self review in the following manner (see Figure 2.1 below).

" Documentation

immendations
for action

Figure 2.1 Ministry of Education , Self Review: A Five- Step Process
(Reprinted from Ministry of Education, 1997:13)

School self review is also cyclic in that, to manage review effectively, most
schools develop some kind of two to five yearly cycle of the areas of school
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practice which they will review each year. By using a cycle of review schools
ensure that there is a vigorous and systematic search for assurance that goals
are being met and that the education they are delivering to their students is
constantly improving (ERO, 1994).

Within the cycle of self review and under the National Administrative
Guidelines (1993), schools are required to review everything that happens in a
school. Sutton (1994) argues that this is a daunting task for many small
schools and she recommends a more 'holistic' approach to review for these
schools, in particular. By this, she means that several areas of school
management need to be grouped together so that it is possible to have only one
or two self review focuses each year. She also suggests that it might also be
beneficial for small schools to use an outside consultant to help carry out the
review and to act as a critical friend to those involved in the review.
According to Janis (1972), the use of an outsider will help the group to
critically appraise their own position with less possibility of falling into the
trap of groupthink.

Stewart and Prebble (1993) take this point a step further when they argue that
principal appraisal is essentially self review of everything that happens in a
school . They argue that boards often review those school practices about
which they already have information and that they often overlook the more
important and more difficult areas of school practice. To make principal
appraisal and, therefore, school self review both more manageable and more
worthwhile, they recommend that internal evaluation be centred on the
following five main areas:

leading, co-ordinating and facilitating the learning community;
managing and developing the school culture;

taking responsibility for school communication networks;
playing a figurehead role in representing the school; and
maintaining a programme of personal professional development.

This thesis accepts Stewart and Prebble’s contention that principal appraisal
and therefore, review of everything that happens in a school, should be viewed
in an holistic manner with the emphasis being plac