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Abstract

School leadership is a key concept in the drive to raise educational standards and
school leaders are under considerable pressure to be more effective. However, one
of the challenges facing school leaders is finding the time and space to understand
the notion of effectiveness through which they can develop more effective cultures.
This project of reflexive action charts the development of a senior leader and doctoral
researcher in a Social, Emotional and Mental Health (SEMH) school over a period of
ten years. The aim of this research is to provide a critical evaluation of this leadership
development and demonstrate the value of reflexive practice to school leaders. The
leader takes a self-critical standpoint and discusses this journey through six
significant ‘episodes’ of learning from which practice knowledge is then developed
and shared. Data was collected through semi-structured interviews with two
‘significant others’, various related school documents and this is supported by the
author’s post-episode narrative analysis. Interviews are analysed using Interpretative
Phenomenological Analysis and the adoption of this methodology, alongside the
wider evolution of the researcher’s ontological position, is critically reviewed
throughout. The theoretical models of Self Determination Theory (Deci & Ryan, 1985)
and Teacher Agency (Biesta & Tedder, 2007) are also used as discussion
frameworks and these models are developed in context. A climate shaping
leadership approach emerges from this reflexive action and four findings are shared

which may offer readers an alternative view of school leadership development.
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1. Introduction

In 1989 Smyth (p1-2) wrote:

‘Conventional wisdom has it that if we can get school principals to take
heed of the research on ‘school effectiveness’, and act as the visionary
custodians they are supposed to be, then schools will emerge from the
crisis of competence, educational standards will rise, school discipline
problems will dissipate, and schools will once again become the

means of effecting social, economic, military recovery’.

Thirty years later many would argue that much of Smyth’s suggestion still applies
(Riley & MacBeath, 1998; Elmore, 2010; Robinson, 2015). Defining what is meant by
‘school effectiveness’ appears to be a crucial aspect of this ongoing educational
crisis. Riley & MacBeath argued that leadership had become an urgent policy issue
and an ‘integral component of the drive for more effective schools, raised
achievement and public accountability’ (p173). They described the juxtaposition
between the terms effective and leadership as symbolic of the growing emphasis on
school outcome measures and related acceptance of the importance of leadership
for the ‘effective school’. From a policy maker’s perspective they surmised effective
leadership may have been seen as holding the key to the problems facing schools
and in this supposition we continue to have common ground. However, the

assumptions behind this belief is where policy makers and | differ.

Riley & MacBeath (1998, p179) argued effectiveness was a contested notion and
‘one that has to remain open to question, to challenge and to refinement’. In refining
the term ‘effective’ the authors argued we needed to understand the term on two
levels. Firstly, the contested nature of the term; and secondly, we needed to
recognise the notion of an effective school as a social construct, shaped by national
expectations and local aspirations. This is important because the notion itself
continues to be a critical issue for school leaders who still face numerous and
complex accountability issues (Niesche, 2012). We all want our children to attend
‘good’ and ‘effective’ schools but the notion of social construction is key to
understanding which schools are good and for whom. The extent an individual allows
their view of ‘effectiveness’ to be influenced through national or local drivers will

underpin their assumptions about the term.



As my leadership practice has developed my aspirations for our school and our
pupils has played a significant role in shaping my assumptions. However, as my
position and responsibility in school has changed | have experienced the pressures
of national expectations and this has shaped my practice as a leader and refined my
understanding of leadership. | have found the relationship between effective
leadership and effective schools in some part an interpretative argument about
terminology, but in larger part about the conflict over educational values and
subjective ways of viewing and understanding the world. It is through my experiences
of this conflict that | justify the rationale, purpose and approach of this research.

1.1. Justification for this reseach

How an individual constructs their meaning and how this process develops is key to
understanding their application of terminology such as ‘effective’ and ‘good’. This is a
critical issue for education, where school leaders are facing ‘un-manageable’
pressures (Niesche, 2012, p1) leading to the decline of teachers’ willingness to take
up senior leadership positions in schools such as mine (Blackmore, et al., 2006).
Niesche argues some of this pressure relates to a lack of strategies from which
leaders can draw and he argues this is mainly due to a dearth of research into
leaders’ daily practices. Niesche, along with other authors (Anderson, 2001; English,
2006), argues that this dearth is compromised further by national performativity
pressures that compel both research and school leaders to serve and accept
dogmatic notions of effectiveness as conventional wisdom. Whilst, these
performativity structures will be discussed shortly, what is fundamental to the
justification of this research is Niesche’s (p3) call for more ‘nuanced, theoretically

informed and rich accounts of what it is like for leaders in their jobs’.

This research has taken many forms and my evolution and justification for this
research has become the basis for its structure. This research has become a
practical example of the constructive impact ideas, space and time can have on
school leaders and this is reflected in the content and format of the thesis. The focus
of this research is on the evolution of my understanding of the compromise between
structural pressures and personal meaning as | attempt to address the ‘dearth’ in
research that Niesche describes.



This journey begins from a dogmatic position where | attempt to implement an
effective, system-focused strategy. However, following a number of experiences the
focus then evolves into a theoretically informed, rich and reflexive account of my
leadership development. This change in focus and method is underpinned by the
evolution of my ontological position and it is this development which is the golden
thread which runs throughout this research. Ontology, as | assume with many
teachers, seems to offer little to support the practical realities of most everyday
classrooms, but my research presents an alternative view. Ontology can be a critical
tool for all educators and | will argue it can be a key factor in raising educational

standards.

Having drawn the rationale for this research from Niesche’s argument, it is no
coincidence that my approach to filling this research void is influenced by the need to
understand the complex accounts of school leaders. As | have alluded, my approach
has evolved over time from lessons learned and from exposure to different ideas -

these are discussed throughout each episode.

The difficulty facing myself, as well as other educators and researchers, is the
contested nature of how we rationalise method and reach conclusions through which
we fill this void — this is where ontology is key. Just as Riley & MacBeath (1998)
argue of the contested nature of knowledge, one’s approach to this challenge is also
entrenched in different interpretations and opinions about ways of viewing the world
and making meaning. Whilst | will progresssively discuss these challenges and my
personal development, it is worth outlining my position here in simple terms in order

to provide clarity from the outset.

| have come to realise that culturally acceptable behaviours are not necessarily
morally acceptable, and that culture can foster both ethical and unethical behaviours
(Gunia, et al., 2012). This has led to the realisation of the need to consider my
actions in relation to wider implications and the ultimate need to take responsibility.
Such responsibility means not only understanding what is right and wrong from
multiple perspectives (including my own abiding interests - my ‘personal project’ as
Archer (2003) describes), it also means simply doing what is morally right. Whilst this
may seem obvious, we are again entering difficult and complex terrain, because
differentiating and understanding irresponsible and responsible actions is not a
simple task (Hibbert & Cunliffe, 2015). Lange & Washburn (2012) argue irresponsible



action involve actions that demonstrate a lack of respect or concern for the welbeing
of others at both individual and collective levels. As this research develops | will
provide an argument that too many educational structures are complicit in actions

that undermine the wellbeing of both staff and pupils.

| draw attention to this point here, because a key building block of my ontological
position is drawn from my awareness of the impact these structures have on too
many pupils and educators. This awareness brought feelings of dissonance and
compromise and these feelings instigated changes in my leadership approach. Doing
what is morally right has become an explicit value that is the basis of my practice.
Pless et al., (2011) argue that responsible leadership is value based, encompassing
shared ideals of societal wellbeing and moral decision making. As | will discuss
throughout this thesis, the notion of leadership being laden with values, relationships
and shared ideals is fundamental to my practice and this brings us back to my

ontological position.

My position is drawn from a number of theorists and eminent educators (to be
discussed) and can be broadly defined as social realist. My early exposure to the
work of Robinson (2010), discussed in Episode 1 set me on a path towards
interpretivism. Over time, and through the influence of Bhaskar’s critical realism
(Episode 4), | refined my position to better reflect Bhaskars (1998) open system
ontology. Following further influence from Archer’s (1995) realist social theory and
Bruner’s (1990) narrative mode of thought, | then refined my position still further to
better reflect the interplay between structural mechanisms (wider generative policies,
cultures and philosophies) and the interpretations and actions of individual agents
(i.e. teachers). It is my position that in order to provide leaders with strategies,
research needs to adopt a position that accounts for the complex interplay between
structure and agency but through a methodology that positions teachers and leaders
as key agents who hold the answers to how we raise educational standards
(Robinson, 2010).

In recent years | have drawn heavily upon Archer’s realist social theory and in
particular her understanding of the internal conversation that each of us uses to
shape our actions in relation to our experiences. Archer’s work provides a framework
that helps provide a lens through which | attempt to make sense of the complex

interplay between my own thoughts and actions, as well as my colleagues’, and both



of these within the structures of our school and wider educational systems. Archer’s
theory is important to me because it resonates with the complex nature of education
as | view it. As | will discuss, too many educational systems constrain individual

practice and as Robinson argues (2010) ‘I think we need to be going in the opposite
direction’. It is this notion of complexity and personalisation which leads me onto my

next biggest influence — Sergiovanni.

As | will discuss in Episodes 6, | am a values laden person and this is crucial
because deep engagement with one’s values and assumptions is important for
teachers’ development (Benade, 2015). A product of my ontological development has
been the unearthing of my personal values and the recognition that they underpin
both my interpretations and my actions — specifically my ability to walk the
compromised path as | see it. The influence | draw from Archer, who is concerned
with how an individual makes meaning and acts, and Sergiovanni, who is concerned
with the importance of individual values, is that both recognise the crucial role
individuals play in structural elaboration. It has taken me a number of years to draw

this conclusion and this is the basis for my ontological position.

As Smyth (1989) outlined, we all want educational standards to rise, but one
undermining factor continues to be the sidelining of the individual values and
experiences of educators. This is a problem for me and part of my research seeks to
help address this issue. As Sergiovanni argues (2000, p3), schools have become
little more than ‘instrumentalities to achieve goals’. He argues (viii):

‘School effectiveness requires authentic leadership, leadership that
is sensitive to the unique values, beliefs, needs and wishes of local
professionals and citizens who best know the conditions needed. No

“one size fits all” will do’.

It is this desire for personalisation and collaboration which underpins my approach to
leadership. It is also the basis of my desire to highlight the need to provide a platform
from which educators can talk of their experiences in order to help raise standards. It
is inadequate for educators to simply be aware of the constraining factors affecting
their ability to raise standards, unless they understand their own role in maintaining
these structures, and their ability to act differently in order to change the situation.

Therefore, my question is:



“What meaning can | draw from my leadership development that may
offer others in leadership positions advice on how to walk the

compromised path and help to elaborate these structures?”

Thus, the purpose of this research is to enable the reader and me to understand my
perspective as a school leader and the journey through which this perspective has

developed. In taking this approach | aim to:

1. Provide a critical evaluation of my experience and produce a road map of my
journey.

2. Better understand the meaning of my experience in order to understand my
capacity as a leader.

3. Evaluate the role of critical reflexivity in developing as a leader.

As Smith et al. (2009) argue, at the most elemental level we are constantly caught up
in the everyday flow of experience. This is no more evident than in the often hectic
lives of those of us who teach and rarely have the time to pause, reflect and make
sense of our experiences. As Niesche (2012, p2) argues, ‘if there is one thing that is
glaringly apparent when talking to [school leaders], it is more time to think and reflect
on their work practices to better serve their school and community’. Whilst there are
clearly multiple ways in which a platform can be provided for educators to think,
reflect and act, | addess this question by suggesting and demonstrating the
effectiveness of engaging in reflexive action. By affording staff the time and space to
engage in reflexive practice, Hibbert & Cunliffe (2015) argue we can help to develop

responsible leaders.

The term reflexive action can be defined in many ways and in different sections of
this research | will refer to the action from multiple aspects. However, reflexivity is
fundamentally concerned with questioning the assumptions and practices of
ourselves and others (Cunliffe, 2009). For the purpose of this research, | draw from
my ontological position and desire to focus on the interplay between wider and
school based structures as well as the agency of pertinent individuals. In this respect,
| will focus on being self-reflexive and questioning my own ways of being and acting;
and | will also focus on being critically reflexive and unearthing underlying social
mechanisms and their generative impact. As will become clear, both self and critical
reflexivity go hand in hand because individuals always act within, whilst
simultaneoulsy shaping the context within which they reside.
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As | discuss throughout each episode, with each experience | have found myself
feeling increasingly compromised by my desire for personalisation and the pressures
for universal accountability that are to be discussed. | have equally become aware of
my own personal need for change and the pitfalls of some of my thought processes
and decision-making mechanisms. By exposing myself to different ideas | have found
the need to understand my experiences increasingly crucial — this is an important
factor because critical reflection is key to sustainable change (Vanablaere & Devos,
2016). As Cunliffe (2009) argues, reflexivity is concerned with questioning the
assumptions and practices of ourselves and others. It is also a means through which
we can critique taken-for granted practices as well as understanding aspects of our
experiences that we may find troublesome. Moreover, as Hibbert & Cunliffe (2015,
p179) discuss, the term troublesome is particularly apt here because ‘putting
reflexive insights into practice is not a simple question of [being] correct, because
such insights often involve uncomfortable realisations, new understanding and shifts

in thinking about our and others’ practices’.

Smith et al. state (p2) that when people engage with an experience in their lives ‘they
begin to reflect on the significance of what is happening’. They argue that human
beings are ‘sense making creatures’ and the account each provides, reflects an
attempt at making sense of their experience. In this case, this sense making journey
starts with a brief introduction to my path into teaching.

1.2. My early story before teaching

From an early age | wanted to prove to myself that | was good enough, and this led
to a number of experiences that helped shape my understanding of my place in the
world. They helped to develop my ‘personal project’ (a term used to describe an
individual’s life goal by Archer, 2003, p8) and the importance of this is something
which | will return to throughout this thesis. One such experience, involving the death
of a young girl, occurred when | was an infantryman patrolling the streets of Iraq. This
experience, changed my view of the world and triggered my transition into teaching
and ultimately the writing of this thesis. It was an experience where | began to
become interested in the particulars of subjective experience.



Mezirow (1997) describes such transformative learning experiences as the process
of effecting change in an individual’s frame of reference. He describes these frames
as the structures and assumptions through which we understand our experiences.
Transformative learning theory is underpinned by an assumption that achieving
meaning and balance in life is a defining condition of being human. | draw attention to
this theory as this notion of achieving meaning is fundamental to this thesis. | am
putting into action Mezirow’s argument (1997, p7) that: ‘we transform our frames of
reference through critical reflection on the assumptions upon which our

interpretations, beliefs, and habits of mind or points of view are based’.

My experience in Iraq provided a stimulus which changed my frame of reference.
This transformed my point of view and began in earnest this journey of reflexive
action. Wallace & Wray (2011) define this process as a practitioner’s attempt to
develop and share their own practice knowledge from a self-critical standpoint. This
process has afforded me the opportunity to identify and focus on other significant
personal and professional experiences which have helped to shape my
understanding of the world. Meyer & Land (2003) identify such transformative
experiences as ‘threshold concepts’. They describe these transformative ‘ping’
moments as experiences which fundamentally change people and their
understanding of their world. Whilst word count restricts further discussion of the link
between reflexive action and threshold concepts there is research conducted by
Hibbert & Cunliffe (2015) which is of significance in this area. However, it will become
evident that my journey is littered with such developmental ‘episodes’ as | will call
them forthwith and thus | will return to some of Hibbert and Cunliffe’s arguments.
These episodes provide the basis of my reflexive action and the structure of this

thesis.

Following my time in the army | returned to education. | was motivated to build a
good life for myself and within three years | had a First Class Degree. | then secured
a position working for the Youth Sport Trust (YST) developing school sport, but |
continued my education by undertaking a PGCE. This turned out to be a real stroke
of fate. The great recession of the late 2000’s loomed and | was made redundant.
For a short time, this had a hugely negative impact on my personal project, and |
began to question my ability to build the good life | had sought. However, out of this

uncertainty | made two crucial decisions. Firstly, | enrolled in this EdD as | feared the
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implications of my situation. By gaining a Doctorate | assumed | could develop a form
of intellectual protection. The second decision | made was born out of fate - | quickly
joined a variety of supply agencies and | soon began working at my current school.
These two decisions helped redundancy turn into an episode that brought great

opportunity.

1.3. My school context

The school is a specialist SEMH (Social, Emotional and Mental Health) provision for
boys. All our pupils have an Educational Health Care Plan (EHCP) and have been
referred to us by the Local Authority (LA). The school has under 100 pupils on roll
and provides a curriculum that over the past 10 years has evolved away from
standardisation, where each pupil receives the same content, towards a focus on
personalisation, where we attempt to adapt the curriculum to suit the needs of the
individual. Pupils have the opportunity to undertake various GCSE, BTEC, Functional
Skill and Entry Level Certificates and are challenged to develop ‘an increased
awareness of life after school’ and the ability to ‘contribute fully to society’ (School
Website, 2018).

Throughout my time in school, | have worked under the leadership of four head
teachers. Each has brought their own style and focus and each has followed a
general trend from a control and conformist culture to one of increasing autonomy
and personalisation. This trend has also coincided with a shift in understanding of our
pupils’ needs and our school’s role in their development. Accordingly, our pupils and
school have been re-designated numerous times from the original term EBD
(Emotional and Behavioural Difficulties) to our current title of SEMH. This shift in term
was introduced in the Special Educational Need and Disabilities (SEND) Code of
Practice in 2014. This growing understanding both nationally and locally has followed

a progressive trend in school of decreasing incidents and physical intervention.

| have taught Physical Education (PE) at the school since 2010 and | am currently an
assistant head teacher. | am incredibly lucky in that | love my job. We have a saying
in our school that we are ‘living the dream’ and it is often used in jest by staff in

relation to the difficulties associated with teaching pupils with SEMH. However, | am
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actually living my dream. As a teacher, my focus was on developing pupils’
confidence and breaking down personal barriers. Now as a senior leader, my focus is
on nurturing a positive climate for professional working and learning and my practice
has a focus on relationality. This has been a positive shift that has developed in
tandem with my research. However, this has not been without challenge.

Riley & MacBeath (1998) describe notions of leadership as ‘profoundly value-laden’
(p174). They add this relates to ‘national purposes, local context, as well as the skills
and attributes of individuals, and the demands and expectations of school
communities’. The route to ‘outstanding’ seemed simple and direct before | began
researching the issue. Education is an amazing opportunity to shape not just our
pupils’ lives for the better but also our own. In trying to create a better life for myself |
have become involved in a much more complicated and connected journey of pupil
progress and staff development. | have equally become more aware of the

surrounding generative structures affecting such journeys.

As a teacher, my practice was built on effective relationships where my
understanding of the term lacked any notions of contested meaning, and my
knowledge of related social constructs was limited. Whilst positive relationships are
important for all teachers, in an SEMH setting they are the bedrock of professional
practice. This assumption is the basis for my frame of reference and helps to shape
my related actions. Relationships have been central to the development of our school
culture and are a source of our improving practices (i.e. use of physical restraint has
reduced from 81 in 2012/13 to 4 in 2020/21). However, it is my understanding that
the current educational climate, driven by successive government policies, is
constraining the outcome that we all desire — higher standards. As my journey
unfolds, this notion of system ‘constraint’ will develop, and | will discuss my
experience of such system structures and their related philosophical positions. This
discussion begins with a short critique of key leadership principles.

1.4. Leadership

Since the mid-1990’s, leadership has developed into a key concept for those

concerned with developing policy and practice in education systems (Bennett, et al.,
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2003). Bennett et al. (ix) argue this development has raised three fundamental

questions:

1. What is leadership for, how is it conceptualised and what is involved in
exercising it?

2. How can leaders and leadership practice be developed?

3. How can we determine leadership to be good or bad and how do we

determine whether a course of action in a particular setting is right or wrong?

In response to these complex questions the authors argue that leadership is another
contested concept that continues to be defined in different ways. The implication of
each of these definitions is that there are varying perceptions of what counts as
‘good’ leadership and what constitutes effective leadership development. This
complexity presents a challenge to those who suggest that conventional wisdom
(Smyth, 1989) is simply a process of taking heed of school effectiveness research.
However, the desire to raise standards remains and the complications arising from
complexity should not undermine attempts to better understand the influential role of
leadership. In response, Bennet et al. (ibid) make two broad distinctions based on

those who write about leaders and those who write about leadership.

Firstly, they argue that those who write about leaders make an assumption that
leadership can rest within the competencies and characteristics of an individual. They
argue that those who adopt this position make assumptions about the nature of
power in organisations, namely that people follow leaders. They add that from this
assumption analytical frameworks are developed that characterise the practice of
leadership as one which rests upon the possession of particular skills and qualities,
from which the leader has total control. As such, leadership is assumed to emanate

from the individual rather than from any social setting.

The second distinction is the understanding that leadership is a fluid concept that can
be exercised by a particular individual or provided by others who are appropriate to
particular situations or issues. Leadership is therefore assumed to be an
organisational characteristic or quality that rests upon different individuals at different
times, just as much as it lies in an individuals formal position or organisational status.
Whilst the former position provides the basis for a traditional hierarchical structure,

the latter in contrast gives significance to social relations and the distribution of
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resources. Clearly, even in this broad sense, the position an individual adopts has

profound implications for how they understand good or effective leadership.

| have used the term good and more particularly effective throughout this introduction
because | wish to present an argument that subjectivity and our positioning on
educational concepts is an important but often overlooked issue. As Bennett et al.
(2003) argue, we each have our own set of values that help us to define what is good
and these in turn help us to shape our understanding of what we believe is effective.
One of the difficulties in conceptualising these terms in such subjective ways lies in
the practicalities of educational reform. For example, the language of school
effectiveness continues to shape the thinking of policy makers; thinking which some
claim (Riley & MacBeath, 1998, p174), is far too attuned to quick-fix solutions or
conventional wisdom, regardless of context. However, if there is subjectivity
surrounding the notions of leadership and effective practice how are leaders

supposed to take heed of such solutions, if indeed any are there to be had?

Whilst it is beyond my scope to fully critique the varying approaches to these
leadership issues, what is fundamental to this research is Niesche’s (2012, p1)
argument about the terrain of critical approaches to leadership. Firstly, he argues that
little headway has been made in the broader field of educational leadership and
actual leadership practices. Moreover, he relates this lack of progress to his second
point — the impact of the ‘performative turn’ (p1) on what is deemed to count as
research in the field of leadership. He describes this turn as the ‘recent move to
school rankings, high-stakes testing and new managerial and accountability regimes’
in education which he argues are driving an increasing focus on research involving
managing change and developing more efficient practices in answer to perfomativity
pressures. He develops this argument to claim that critiques of these ‘dominant
discourses of best practice’ (p2) are pushed to the periphery, whilst frameworks
which re-inscribe ideals of individual leaders as having characteristics and
capabilities of delivering educational reform have become central to this dominant

discourse.

Niesche (p2) and other critics (Anderson, 2001; English, 2006) claim such discourses
not only confuse and reinforce assumptions about individual leadership
competencies but also ‘encourage conformity as part of an uncontested knowledge
base’. In essence, Niesche argues that performativity in education has become a
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structure from which research and practice are compelled to serve and assume the

demands of effectiveness discourse as conventional wisdom.

The contested nature of knowledge (or lack thereof) is a critical aspect of my
research. As an emerging leader and inexperienced researcher in the early period of
this research, the notion of the quick-fix seemed highly alluring and often within
simple reach. However, over time my development brought forth the ‘Socratic
problem’ identified by Grint (2003, p89): the more | learned, the more | realised how
ignorant | was. Time has brought me experiences through which | have come to
understand and apply the concepts of both leadership and effectiveness in context. |
do not mean to state that | have found answers per sé, but | have found a way to

tread the path between what | determine is right and what | am mandated to do.

Bennet et al. (2003) suggest that our values are often the basis for our actions and
whilst sometimes they offer us a clear indication as to what is right, sometimes there
may be more than one right course of action. In an SEMH setting in particular there is
rarely one strict course of action in any particular situation. If a pupil breaks a
window, should | insist on a strict application of the rules - i.e. apply a sanction - or
should | show sympathy and support? The answer to this question depends on many
contextual variables and in different situations both actions may be defensible. As a
school, we have moved away from the fixed application of behavioural policies on the
basis that each situation is different and those involved have different needs and
viewpoints - the complexity of this position brings its own challenges. Staff regularly
encounter such dilemmas but rather than manage behaviour we attempt to lead and
teach behaviours that we value. Whilst this appears a subtle difference of
terminology, the application of this position is distinct. The former relates to applying
instrumentalities and managing systems whilst the latter is concerned with

understanding values and developing culture.

At a conceptual level this argument relates to both Riley & MacBeath’s (1998)
contested notion of effectiveness as well as Niesche’s (2012) argument about
performativity pressures — both can be seen as a contest between system structures
and individual interpretation. One way to critique this contest (and one which has
become a significant influence upon my practice) is through Habermas’ (1987)

lifeworld — systemsworld analogy.
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1.56.  Constraining Issues: A systemsworld - lifeworld view

Sergiovanni (2000) argues successful school leadership relies upon getting the
culture right and understanding how parents, teachers and pupils define and
experience meaning. Whilst raising standards is an equally important issue,
Sergiovanni argues this will fail to matter without the right culture and without
meaningful interaction between schools and parents, teachers and pupils. He argues
individual values and beliefs are central to culture which he views as the ‘normative
glue’ (p16) that holds schools together. Sergiovanni stresses in order to build a
successful culture leaders need to pay attention to an individual’s understanding of
school life in order to develop a sense of school purpose and enriched meaning. He
argues that the best indicator of a good school may well reside in the extent to which
the school reflects the needs and desires of its pupils, parents and teachers. Culture
and meaning are part of what Habermas (1987) terms as the ‘lifeworld’ of the school.
This is in contrast to the ‘systemsworld’, which he describes as representing a world
of instrumentalities experienced in school as policies and structures (Niesche’s

performativity turn for example).

Sergiovanni suggests that when we talk of culture, values and sources of individual
satisfaction in the form of significant meaning, we are discussing the lifeworld of
school. We are discussing the personal experiences of pupils, parents and teachers.
The systemsworld by contrast is a world of efficient systems, policies and procedures
designed to meet pre-determined ends - e.g. school rankings. The former is a world
of relationships and growth centred on the individual and the latter is a world of
efficiency and system productivity. Sergiovanni (2000) argues these systems are
supposed to work together in a symbiotic relationship to help schools effectively and
efficiently meet their goals. He argues that mutuality is key to bringing these two
worlds together and this mutuality depends on trust, respect and parity. The most
critical aspect of this analogy is the understanding that mutuality can only be
achieved when the lifeworld drives the systemsworld. Sergiovanni (p16) argues that
when the systemsworld is the dominant force ‘organisational character erodes’

leading to ‘many dysfunctions including disengagement and low performance’.

In an SEMH setting such dysfunctions are commonplace and whilst the root cause

may be more complex than the lack of mutuality described here, the need to ensure
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a balance between both worlds is nonetheless important. However, some argue that

a lack of balance between these two worlds is a major problem facing schools.

For instance, Leat (2014) discusses the challenges facing educators who are
embroiled in the pressures of this dysfunctional relationship. Like Niesche (2012), he
describes the proliferation of league tables and the related objectification of
examination data, with a particular focus on English and Mathematics, as the driver
for these pressures. Leat argues that this ‘performance culture’, and specific
accountability for pupil performance in public examinations, ensures teachers in

England are some of the most accountable in the world.

This focus on pupil outcomes is an example of systemsworld structures acting as a
dominant force. Sergiovanni (2003) argues that when school purposes such as these
are created through decisions about means and policies (i.e. we are accountable for
pupil outcomes so this will become our focus), rather than policies and structures
deriving from purpose and values, the systemsworld is acting as the dominant driving
force. Whilst English and Mathematics are clearly important, academic work is only
part of education. To prioritise one aspect of the curriculum necessitates
marginalising another area and this in turn can undermine the values and beliefs of
pupils, parents and teachers. Concerning teachers in particular, Leat (p71) cites a
teacher union survey which indicated that ‘more than half of teachers [questioned]
described their morale as low or very low’ and ‘more than 75% of those polled
thought the current government will have a negative effect on education’.

It is important to engage in these discussions because appreciating schools have
both a systemsworld and a lifeworld, and understanding that both need to be in
balance to function effectively, emphasises the problems facing school leaders. As
Robinson and Aronica (2015) argue, if the performance culture was working as
intended and improving educational effectiveness, there would be nothing more to
say - however, it isn’t. We can see the results of Sergiovanni’s (2000) organisational
character erosion in the morale of teaching staff and the actions of schools. The
Education Select Committee (2018) for instance, stress there has been a 40%
increase in permanent exclusions, of which half are from those heading into their
GCSE years. Habermas (1987, p173) refers to this dominance of systemsworld
instrumentalities as the ‘colonisation of the lifeworld by the systemsworld’.
Sergiovanni argues that when the systemsworld dominates, school purposes and
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values are imposed on parents, pupils and teachers rather than being created by

them.

Habermas (1987) distinguishes three dimensions of the lifeworld: culture, community
and person. He argues that culture provides us with beliefs and social norms from
which we derive significance. He also argues that community provides us with a
connection and value to others and helps us to recognise our own personal value.
Lastly, he argues the term ‘person’ refers to the development of our individual
competencies and relates to our search for personal identity and meaning. What is
important in relation to my position is where Habermas argues that colonization takes
place when these three dimensions are eroded. For instance, as school culture
fades, social norms are lost and parents, teachers and pupils are likely to experience
indifference. As community wanes in school, feelings of belonging and connection to
others are weakened. When culture and community are undermined pupils, parents
and teachers become alienated and this is a point reflected in Leat’s argument

described earlier.

Thomson also discusses the impact of some of these challenges on head teachers.
She highlights (2009, p70) that on average, head teachers frustratingly spend 39% of
their time on management and administration and only 7% on strategic leadership.
Thomson makes extensive use of head teachers’ stories and suggests the role of
leadership has become harder and more stressful in recent years. Interestingly, she
also identifies the accountability pressures, discussed by Niesche and Leat, as a
major disincentive to potential leadership applicants. As head teachers find their roles
stressful, and given reported difficulties in attracting the ‘right people with the right
stuff’ (Thomson, 2009, p11), education policy makers might consequently be asked
what they consider important.

Regardless of anyone’s position in this performativity argument, the need to raise
standards in education continues. However, the constraining issue at the heart of this
desire lies in the central position of systemsworld policies (Robinson, 2010) and this
is the basis for Leat’s, Niesche’s and Thomson'’s criticisms. Policies built on
accountability reinforce an attainment view of effectiveness, where the best
performing schools are those with the highest attainment data. This is driving a
system of reductive outcomes and standardised education (Robinson, 2015) and
increasing the pressure on school leadership (Thomson, 2009).
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Pupils, teachers and school leaders appear to be encountering an eroding lifeworld
and whilst this is a challenge for all schools, it is particularly troublesome for those in
SEMH provisions. Sergiovanni (1994) suggests the loss of school character leads to
pupils developing cultures, communities and identity for themselves. For example, |
am repeatedly instructing pupils to return to class in order to learn something they
need in order to pass a test; a test score which is then often used to determine both
the pupil’s intellect and the quality of our school’s provision. In my opinion, far too
many of these pupils question the need to learn this content and this represents the
disconnect between the needs of the system and the desires of our pupils.

Many of our pupils are already disaffected for a complex array of reasons and as
such there is a fine balance to be had between pursuing mandatory national
curriculum expectations and outcomes, and doing what is perceived to be right. As
with the contested nature of the term effectiveness, what is right is an equally
subjective term which brings another troublesome complexity to the discussion.
However, what needs to be drawn from this complexity is not further accountability
nor increased standardisation; it is the need to draw understanding from the personal
meaning of those involved. If leaders are under ‘un-manageable’ pressure (Niesche,
2012, p1) and pupils are being increasingly excluded (438,265 fixed term exclusions
in 2018/19 from Gov.uk, 2021) there is an argument to be made for the need for

mutuality.

However, there are significant barriers to this balance. My experience of the conflict
caused when sending pupils back to class to learn prescribed content is an example
of this in practice. | perceive that many of my pupils are likely to have little use for
some of this content and they display their knowledge of this disconnect through their
challenging behaviours. My actions in returning pupils to class can be seen to be a
factor of this constraining feature of systemsworld policy. If we are to follow
Sergiovanni’s (2000) call for the lifeworld to take the centre ground, we need to
understand the values, beliefs and desires which drive the hearts and minds of our
pupils, teachers and school leaders. Policy is far removed from the experience of the
pupils | am sending back to class, and this can be seen to undermine the values and

desires that each of us hold.

If we want our school leaders to be the ‘visionary custodians’ Smyth (1989) alludes

to, we need to support them in finding and utilising the space to study and develop
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the unique systems which embody these values and beliefs. Creating mutuality can
begin by helping schools and individuals understand and acknowledge the
importance of their values as a driving lifeworld force. School leaders would play a
critical part in this elaborative and transformational process, but they would need to
be afforded the freedom to enact this role. However, such freedom is restricted by
the central position of systemsworld policies that are driving this accountability
agenda. In order to create space and afford leaders the tools to become visionary
custodians, we need to understand the forces eliciting these challenges in further

detail.

1.6.  Critical approaches to leadership in education

Leadership in education is a crowded and busy terrain (Gunter, 2001). Gunter
highlights four main positions taken by those who write and research about education
as the critical, humanistic, instrumental and scientific. It is worth reflecting on these
positions as they link at a conceptual level to Habermas’ lifeworld and systemsworld
theory and the performativity pressures highlighted by Niesche (2012) and Leat
(2014). Firstly, Gunter (2001) describes the:

1. Instrumental position: which drives models of effective systems and cultures
designed to enable site-based performance management to be
operationalised (Grace, 1995); and the

2. Scientific position: that seeks to measure the causal impact of leaders’ actions
on behaviour, functions and outcomes to enable statistical evidence to be

generated, linking policy to practice.

Gunter argues the instrumental and scientific models of leadership for schools reflect
the preferred position of official UK policy. | see both of these as the underlying
mechanisms that drive the current constraining systemsworld of education. For
instance, the desire to measure performance data through the implementation of
‘Progress 8’ is an example of system constraint in practice. Introduced in 2016,
Progress 8 is a secondary school accountability system designed to provide data to
support ‘conversation[s] about school performance and improvement’ (Department
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for Education, 2016). This data allows schools to be ranked in national league tables
in order to provide information to prospective parents as to which school is ‘most

effective’.

Leat (2014, p70) refers to this as the ‘commaodification of education’ and the end
product of a free market philosophy specifically organised as a process for affording
parents the information to choose their child’s school. By operationalising this
philosophy in light of a focus on ‘raising standards’, a term itself synonymous with
examination performance, Leat argues policy makers are inducing accountability
pressures. Focusing on outcome-based data in this manner goes hand in hand with
school based systems and policies which reinforce the need for pupils and teachers
to be accountable for these outcomes. As Leat alludes, this is likely to include a
curriculum which delivers exam content. It is also the rationale behind timetable
weightings in order to control what is being taught to whom, the use of bells to control
movement, and the streamlining of pupils into ability groups. It is also why disaffected
pupils are to be instructed back to class to learn exam content and why pupil and

teacher autonomy, and thus motivation, is often undermined.

In contrast, Gunter (2001) describes two opposing positions. Firstly, the:

3. humanistic position: which gives precedence to people’s narrative biographical
account of experience (Ribbins 1997, Tomlinson et al. 1999); and secondly
the:

4. critical position: which draws upon the social sciences to chart and consider
the interplay between the agency of the individual and the mechanistic social

structures within which they reside.

The overlap between humanistic and critical positions and Habermas’ (1987)
lifeworld lies in the focus given to individual experience and related social and
structural interplay. For instance, the humanistic position draws on a narrative
biographical epistemology through which individuals can offer insight into the realities
of teaching and leading in education — as in the case of Thomson’s book ‘Heads on
the Block?’. Gunter argues (p96) that this position is ‘officially tolerated’ because

case studies can be cherry picked to validate official policy. However, she argues the
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longitudinal, contextual and subjective nature of such personal experiences are
generally seen as too unmeasurable to be of major use in the drive to raise
standards. From a systemsworld: lifeworld perspective this can be viewed as an
example of where the systemsworld desire for efficiency in meeting pre-determined
ends (Habermas, 1987) is acting as a dominant constraining feature undermining

individual experiences.

However, whilst the humanistic position is tolerated, Gunter argues the critical
position is marginalised and often ridiculed. By drawing on the social sciences and
focusing on the interplay between structure and agency, the critical position offers
practitioners the opportunity to reflect and generate alternatives to prescribed ways of
working. Given the preferred instrumental, scientific and systemsworld position of
policy makers it is unsurprising an approach offering opportunities for emancipation
and potential structural elaboration is given such negative coverage. As Robinson
argues (2015, p48):

‘Governments everywhere are yanking firmly on the reigns of public
education, telling schools what to teach, imposing systems of testing to
hold them accountable, and levying penalties if they don’t make the

grade’.

As Leat (2014) argues, teachers in the UK are the most accountable in the world and
it is this accountability pressure which reinforces the perceived need to draw on
instrumental and scientific measurements of effective practice. As Niesche (2017,
p145) describes, it is understandable why school leaders want ‘straight forward
answers and solutions to help make their jobs easier and their leadership more
effective’. Indeed, as this thesis will demonstrate, this desire for simple solutions is
reflective of my early leadership practice. It is also evident why the humanistic and
critical approaches to leadership have been marginalised: as Niesche argues, they
seemingly offer little to those seeking ‘best practice in [the] perceived reality of

education’.

As with Gunter (2001), Niesche argues there is an underlying assumption in
education that socially critical perspectives simply muddy the waters of ‘what works
best’. However, as with the term ‘effectiveness’, an individual’s notion of ‘what works
best’, is in itself a contested term which resides in muddy waters. Drawing on my own

experiences, as well as Thomson’s (2009), one of the challenges facing educators is
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finding the space and time to critically reflect and develop their understanding of
these waters. As in my case, my understanding of what works best has evolved over
time through a reflexive process drawn from the marginalised critical position. Prior to
this space, | was immersed in the systemsworld and as Episode 2 will indicate,
potentially predisposed to instrumental and scientific notions of effectiveness. The
critical position has provided the opportunity to undertake this research and generate

alternative ways of thinking and doing (Gunter, 2001).

One aspect of this development has been my growing understanding of the problems
associated with the positioning of policy and the dominance of constraining structures
on individual agency. It is my interpretation that schools have become instrumental
tools for delivering policy rather than entities for authoring identity, communities and
culture. | offer this as my interpretation and whilst | draw support from varied sources,
each of us can only offer our opinion based on our frame of reference and

understanding of the world.

Jerome Bruner (1990) discusses this process of sense-making and adds depth to the
systemsworld-lifeworld, and performative policy versus personal subjectivity
discourse, by describing a struggle between two opposing positions. He describes
them as the logico-scientific and narrative modes of thought. The former seeks
generalisable truth through formal processes of empirical discovery, reasoned
hypothesis and systematic testing. At the centre of this mode, which resembles the
instrumental and scientific positions of educational policy, is a drive towards universal
truth and the need for accountability. The latter gains its authority from its acceptance
and engagement with the particulars of the individual and bears resemblance to
Gunter’s humanistic and critical positions. It is concerned with narrative truth and its
meaningfulness to others. Popkewitz (1999, p2-3) provides this useful metaphor to

illustrate the ontological terrain of this discourse:

‘At one end of the room are ‘pragmatic-empiricists’ who focus on ‘...
the internal logic and order of things being discussed, or whether
‘concepts’ are clear and precise’. At the other end of the room
knowledge workers are concerned with issues of power and they focus
on how schools work by investigating ‘... problems of social inequity

and injustice produced through the practices of schooling’.
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Identifying a frame of reference, or the lens through which someone makes sense of
the world is the basis from which they practise agency as an individual (Archer,
2003). Someone’s positioning in Popkewitz’ room, just like their interpretation of
Habermas’ theory and alignment to either side of Bruner’'s mode of thought, is a
representation of a sense-making stance. It underpins someone’s interpretation of
the world around them and their understanding of knowledge. The following section
explains my current ontological position and reviews the sub-theories from which |

have drawn my leadership practice.
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2. Critical Realism

It has taken many years for me to navigate Popkewitz’ room and | have grown to
understand both Habermas’ worlds and Bruner’'s modes of thought through the lens
of critical realism (Bhaskar, 1997). For Habermas (1987), mutuality is the key to
creating the system-balance we need to improve standards. However, our room-
positioning underpins how we interpret the conditions by which we create mutuality
and in this regard critical realism is key for me. Whilst the preferred UK official policy
positions are that of instrumental and scientific models of leadership for schools
(Gunter, 2001), my experiences and reflexive action have taken me away from this

side of the room and towards that of the critical realist.

Critical realism is a world view ‘concerned with the nature of causation, agency,
structure and relations’ (Archer, et al., 2016) and looks in particular at the social
location of knowledge (Bhaskar, 2001). For critical realists, ontology determines
epistemology (McGrath, 2016), in contrast to modern philosophy, exemplified by the
positivist tradition (Cruickshank, 2011). Bhaskar (1997) argues positivist research
commits the epistemic fallacy of translating ontological questions about how the
world is, into epistemological questions about how we gain knowledge of it.
Cruickshank (2011) describes critical realism as a form of post-positivism, whilst
Morton (2006) argues the central concept of critical realism is this idea: the ‘real’ and
‘social’ world should be understood as an open system with stratified domains of
objects with causal powers that interact in contingent ways. Cruickshank describes
this open system ontology as a perspective where unobservable generative
structures interact in ways to produce observable events. This reality is shown in

Figure 1.
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Figure 1: Basic Critical Realist Schematic of stratified reality (taken from Mingers & Willcocks, 2004)

Real (mechanisms that have
generated the Actual)

Actual (Events generated
by mechanisms)

Empirical {Observable
experiences)

The first stratum identifies the Empirical domain where observable experiences such
as a teacher’s practice occur. In the context of this research, this domain
encompasses my experiences of education in my school. In this domain the
structures of education, under some conditions, can be observed to shape the
experience of the individual agent. This agential experience is generally referred to
as being constrained or enabled and from a positivist perspective this is where the
‘effect’ may be observed. An example of this could be a teacher’s interpretation of the
National Curriculum and whether or not they feel these expectations meet the needs
of their pupils based on their classroom interactions. As such, these interactions can
be observed through an empirical methodology, but this knowledge would need to be

interpreted in respect of its position in relation to wider causal mechanisms.

The second (wider), Actual domain is where this causation is actualised but not
necessarily experienced i.e. the development of events which stem from overarching
causal mechanisms. It is from this domain where the argument of reality as a
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stratified open system draws its distinction from the positivist position. Thus,
distinction is drawn here between the empirical domain of observable events and the
wider domains of underlying causal mechanisms which are not directly observable
(Cruickshank, 2011). An example of this could be an Ofsted inspection or the need to
prepare pupils for exams. These pressures originate from wider mechanisms and
they interact in contingent ways to sometimes produce changes in the observable
world. | am sure all teachers can relate to the impact of Ofsted inspection pressures

on their workload and capacity to teach effectively under external scrutiny.

The third overarching domain - the ‘Real’, contains objects such as educational policy
and central philosophical positions. These act as generative mechanisms and are the
source of causation for events in the Actual domain which in turn can shape the
observable experiences of the individual agent. A basic example of this model in
action could involve a view where the logico-scientific position acts as a causal
mechanism in the Real domain. This could be viewed as a driver for the emergence
of Ofsted policy and inspection events in the Actual domain, which in turn could be
experienced by the teacher in the Empirical domain of their classroom. Each domain
is inter-dependant and it is on this basis that ontology is described as an open
system (Cruickshank, 2011).

Cruickshank (2011) argues positivists would reject this position on the basis that a
domain of unobservable causal mechanisms would be metaphysical, not empirical,
and thus meaningless. Jefferies (2011) is critical of this metaphysical, philosophical
position and questions how knowledge of this domain can be representative of
anything real when it cannot be experienced. From an empirical basis he asserts (p5)
that critical realism ‘provides no laws, no deductions, nor predictions. It creates an
unreal, metaphysical, metaphorical world separate from and beyond reality’. The
counter critical realist position is that methodologies which derive from a closed
system ontology have incorrect assumptions about reality and thus cannot account
for the condition of possibility. However, Bhaskar (1997) takes this ontological
argument further by arguing that even theories based on correct assumptions of
reality will always be a theoretical interpretation of how interconnected and
unobservable mechanisms work because all knowledge is fallible and open to

revision. On this basis, one can argue that the focus of critical realism is not to
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predict and deduce laws but to provide an ontological position which situates

knowledge as fallible and set within wider, unobservable mechanistic structures.

Cruickshank (2011) argues the role of theory in social science is to interpret
phenomena and specifically to understand how unobservable processes interact in
contingent ways in order to produce observable events. Bhaskar (1998) maintains
that this task of understanding social context is to link structure and agency and this
is the basis for his argument that social reality is an open stratified system. He argues
social and cultural structures are held to have emergent properties that exist in
interaction with individuals who are equally conditioned by said structures. Given
these interactions are contingent, the social system must therefore be seen as open
and representative of change. For instance, the logico-scientific position can be seen
to influence both Ofsted events (instilling accountability and providing data) and
observable agential experiences (a teacher’s practice under accountability
pressures), but equally these can also be held to influence both each other (through
power, culture, policy and practice) and the wider philosophical position (continuity or

change).

Scott (2007) argues that every social situation embodies assumptions about how
individuals interpret and interact within the world in the context of structural elements
(the timetable and curriculum), situational elements (the classroom and related tools)
and others’ interpretations (teacher’'s own and those of pupils). Bhaskar (1998)
argues that knowledge to understand these assumptions, interpretations and
interactions must therefore be approached from an open system ontology because
each element has emergent properties. For instance, a teacher’s practice can be
influenced by the timetable and access to resources and thus these elements can be
seen as having emergent properties. Given the multitude of realities influencing this,
and the contingent manner of interactions, the adoption of a closed system
methodology would therefore appear overly simplistic. However, Jefferies (2011)
argues this is an evasion of the question. He argues (p6) that ‘if knowledge is not
founded upon reality, that is the actual reality as experienced by human beings... it
is not knowledge at all'. As a counter, Archer (1995) argues that all cultural, structural
and individual emergent properties are entangled in reality and therefore just

because one may not be able to observe a reality it does not mean that is not there.

26



Cruickshank is also supportive of Archer’s argument, stating (p7) ‘one may create an
artificial closed system in a laboratory in order to observe cause and effect, [though]
knowledge deduced from this positivist approach fails to reflect the interconnected
reality of the world’. Bhaskar (1997) argues such approaches are based on a closed-
system ontology which he defines as an understanding of reality based on fixed,
unchangeable regularities. He asserts that while events can be explored and
understood, the nature of an open system presents a reality of extensive
interconnected knowledge which is fallible and open to reinterpretation. As Scott
(2007, p15) writes:

‘...complete explanations of social events and processes cannot be
reduced to the intentions of agents without reference to structural
properties or to structural forms. Methodologically, this implies that any
investigation can only take place at the intersection or vortex of
agential and structural objects, and thus indicators that researchers

use, have to reflect this close relationship between the two.’

Scott’s statement provides just such an intersection where my role as a school leader
and educational researcher connect. My role to manage teachers to perform
effectively is congruent with the need for me to understand educational structure as
well as the ability to interpret and guide their related interactions. However, each has
their own version of reality and each, through the exercising of their personal agency,
interacts with the emergent properties of structures and cultures in their particular

way.

A recent issue in school can be used to identify this intersection — a pupil smashed a
window which led into a physical intervention. A simple view of this incident could be
viewed as a matter of action (smashed window) and consequence (exclusion).
However, the window was smashed, and a physical intervention ensued due to
staff’s interpretation of the school’s expectations — the pupil wanted to leave the
classroom, but the staff member felt pressured to keep them in class. These
perceptions played a role in the manner in which the incident developed and thus it
can be argued that school structures in this instance were acting in a constraining
capacity. The difficulty in this position is creating a mutuality between the need for

system structure to shape collective action and the need for pupils and staff to have
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enough autonomy to ensure they do not feel constrained. Creating this mutuality in
school continues to be a significant challenge for me as a leader and as such | have
drawn upon two theories through which | have shaped my practice. The first of these

is Self-Determination Theory (Deci & Ryan, 1985).
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3. Self Determination Theory (SDT)

SDT is an approach to human motivation concerned with ‘people’s inherent growth
tendencies and innate psychological needs that are the basis for their self-motivation
and personality integration’ (Ryan & Deci, 2000, p68). From an SDT perspective
motivation concerns ’energy, direction, persistence and equifinality’ (p69). Motivation
is a critical issue for organisations and employees (Van den Broeck, et al., 2016) and
has been linked to increased employee productivity, organisation revenue, as well as
improved employee wellbeing (Steers, et al., 2003). Van den Broek’s (2016, p1196)
review of SDT found ‘general support for SDT’s requirement that each need
(competence, autonomy and relatedness) should independently predict indicators for
psychological growth, internalisation, and well-being’.

My interest in SDT stems from the practical import Ryan and Deci’'s motivational
theory offers individuals in leadership positions and is two fold. Firstly, our pupils
have significant mental health issues which undermine their ability and willingness to
engage in learning. Secondly, there is little doubt that teaching pupils with SEMH can
be an onerous task (Malmqvist, 2016) and thus understanding the conditions for
motivation is a powerful tool for any SEMH school leader. While each individual (pupil
or staff) has their own story, Ryan and Deci (2000) suggest there is more than mere
dispositional differences and biological endowments at play when people lose
motivation. They argue social context plays a role in supporting conditions for
motivation and personal growth and this has both theoretical import and practical
significance. The importance of social context also has overlap with critical realism

and the influence of wider structural mechanisms on agency.

Research shaped by SDT has an ongoing concern with unearthing the impact of
social factors on motivation in order to provide knowledge to support the formal
design of social environments that can optimise people’s development, performance
and overall well-being (Ryan, 1995). Such knowledge is key to shaping the cultural
environment in schools that can support leaders in enabling motivated staff and
engaged pupils. SDT identifies three needs that appear to be essential for facilitating

optimal development, performance, and well-being:

1. competence (Harter, 1978);

2. relatedness (Baumeister & Leary, 1995) and;
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3. autonomy (Deci, 1975).

The authors argue that contexts supportive of these three essential needs are found
to foster greater internalised motivation and integration and assert these findings
should prove significant to individuals who wish to motivate others in a way to

promote high quality performance.

Within SDT, these needs are conceptualised as innate fundamental propensities that
all individuals possess (Ryan & Deci, 2000), akin to physiological needs such as
hunger and thirst (Hull, 1943). In this regard, SDT differs from other needs based
theories such as acquired needs theory (McClelland, 1965) which argues the needs
for power, achievement and affiliation are developed through lifelong learning and
associated socialisation. McClelland’s theory argues the level of need experienced
by the individual differs on a personal basis. However, in SDT all are deemed
present, and none is thought to be relatively more important than others. SDT argues
further that all needs are essential and constraining one or more would cause
disruptions to psychological growth, internalisation and well-being. By viewing needs
as innate, SDT focuses on need satisfaction rather than need strength and as such

all needs must be met.

SDT is further unusual amongst other motivation theories in that it differentiates
‘needs’ from what may be determined as ‘desires’. An individual may desire power or
achievement for example; but from an SDT perspective neither are classed as an
inherent ‘need’. Therefore, their presence may not contribute to intrinsic motivation,
the internalisation of extrinsic motivation or the promotion of positive well-being (Deci
& Ryan, 2000). Whilst all needs are deemed innate, SDT recognises the personal
nature by which individuals may differ in their strength of desire. An individual may
hold a weak desire for relatedness but will nevertheless benefit from this level of
need being met. This understanding of personal need is crucial to the development of
my climate shaping leadership approach that | will progressively discuss as this
thesis unfolds.

Despite the comparisons stated here, Van den Broeck, et al., (2016) argue that there
is a lack of research comparing basic psychological needs versus other possible
need candidates nor against constructs from other motivational theories. This is an

area of research that would benefit from further scrutiny in order to allow (in this
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case) teachers and school leaders to more easily navigate and decipher routes of
best fit between motivational theory and classroom practice. However, whilst Ryan
and Deci (2000) argue the satisfaction of basic needs to be universally beneficial, this
view has been challenged to a limted degree (Schwartz, 2000). From a relativist
perspective, Oyserman, et al., (2002) argue that individuals benefit more from the
satisfaction of those needs that are explicitly valued in their culture. For example,
employees from countries and workplaces which embody a more collective culture
may benefit more from the satisfaction of the need for relatedness than those who
are employed in and through individualistic cultures. Whilst Van den Broeck, et al.’s,
(2016) meta-analysis calls for further research into the testing of SDT in
organisational settings, they assert (p1225) that SDT is ‘certainly one of the more
comprehensive theories of basic psychological needs’. The authors add the needs
for ‘autonomy, competence and relatedness mostly fit the criteria set out for what

basic psychological needs represent’.

The practical significance of SDT for me as a leader is that our school roll includes
many disaffected pupils and | work with a cohort of staff who are constantly in the
process of change. The SEMH setting is a highly pressurised environment and thus
providing conditions which support the meeting of personal need is paramount. The
Department for Education recognises that the quality of teaching is the single biggest
factor influencing our children’s educational experience, but the Institute for Public
Policy Research states the number of teaching vacancies in the special school and
alternative provision sector has trebled since 2011 (Education Select Committee,
2018). This suggests potential teachers have concerns. Berridge states (in Education
Committee Report, 2018, p28) that these children ‘need the most skilled and the
most dedicated teachers’ but questions how we can ‘create a system that
incentivises the best teachers to go to the areas where they are needed?’. In
replacing the term ‘incentivise’ with motivate, and asking how can we motivate the
most skilled teachers to go where they are needed, SDT can be seen to have both

theoretical import and practical significance.

In SDT, positive teaching quality refers to the behaviours of teachers which meet
pupils’ needs for autonomy, competence and relatedness (Deci & Ryan, 2017).
Autonomy refers to the feeling of engaging in an activity for self-interest when free

from external pressures (Wang & Eccles, 2013). Given the challenge of attainment
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related accountability, this is an area where the needs of the system and the needs
of the individual can be become conflicted. Of the three basic psychological needs,
autonomy is the most controversial. However, this is primarily due to the
misunderstood nature of the need; autonomy does not imply independence (Van den
Broeck, et al., 2016). Autonomy refers to an individual as being the source of their
own behaviour (Deci & Ryan, 1985). Next, competence refers to pupils’ belief that
they can effectively and successfully engage in school activities (Leén, et al., 2017).
Given the wide ranging social and emotional needs of SEMH pupils, this is where the
skill of the SEMH teacher is critical in engaging the pupil. From personal experience,
the lack of adequate training in this area is of significant concern. Finally, relatedness
refers to the need to build and use meaningful relationships. When students feel they
are special and important to their teachers, they feel closer and more related to them
(Stroet, et al., 2013).

In my experience, system accountability pressures can often undermine the
conditions needed to facilitate these climates. Consequently, | argue firstly that this is
likely to undermine a pupil’s ability to engage and secondly, undercut a prospective
teacher’s willingness to apply for such a role in the first place. SDT argues need
satisfaction contributes autonomous motivation, improved well-being and positive
academic functioning whilst need suppression leads to controlled motivation and
negative outcomes (Ryan & Deci, 2017). As such, SDT has relevance to both
teachers and leaders who need to provide a climate of motivation, high achievement

and positive wellbeing.

Although motivation is often discussed as a singular construct, | would argue that
people are moved to act by a variety of factors. | go to work because | love my job.
However, paying the mortgage is also a critical aspect of going to work. | weight train
because | have internalised the experience and benefits | gain. | am less positively
motivated by other things in my life and I’'m not sure | could state that all of our pupils
come to school out of pure enjoyment. People are urged into action by an abiding
interest, personal commitment to excel, bribery, external coercion, and even from

fear of punishment (Ryan & Deci, 2000).

Most people are familiar with the experience of internal motivation and external

pressure through their daily life experiences and thus this is a matter of significance
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in every culture (Johnson, 1993). While some might claim that punishment (e.g.
detention) has its place in school — as it may support understanding of consequences
— such punishment is unlikely to motivate a pupil who lacks motivation in a particular
subject or climate. However, such punishments happen in schools. Teachers are
also exposed to negative consequences for their behaviour, which will affect their
motivation too. As with the example | described earlier where a pupil smashed a
window, structural systems and policy can act to constrain the actions of individuals. |
have observed instances where pupils (who dislike PE) have been punished because
they have ‘forgotton’ their PE kit. SDT provides a theory through which we can view
this action and consequence from a motivational perspective in order to understand

and better shape the actions of individuals involved.

The experience of the individual is affected by many external societal structures from
the real domain. These could range from need to go to school to avoid a fine, to the
need to understand algebra in order to pass an exam, and also the need to hold staff
to account for pupil grades in order to improve league table data. Indeed, one of the
challenges facing those who wish to implement SDT within education is the
accountability culture (Ryan & Weinstein, 2009). Like Robinson (2010) and Leat
(2014), Ryan and Weinstein argue ‘high stakes testing’ (HST) policies are at the core
of this culture. They describe HST as representative of a motivational approach
because ‘they not only put an emphasis on test scores (p225); they also implement

strategies to enhance these outcomes through contingent rewards or sanctions’.

SDT by contrast offers a needs based approach to achievement and has long argued
(Ryan and Weinstein, 2009, p225) that using ‘external controlling contingencies to
change behaviours or enhance outcomes is typically ineffective over the long term,
and yields many hidden costs’. The difficulty arising from implementing a needs
based approach, is the dominant culture of HST and wider logico-scientific and
systemsworld ideologies. An individual attempting to implement such an approach
could find their needs for autonomy and relatedness curtailed by system pressures.
Defenders of these ideologies and their HST features claim that these ‘carrot and
stick’ policies represent an effective use of reinforcements drawn from behaviourist
theories (Finn, 1991). However, Ryan & Brown (2005) argue behaviourist

approaches, such as operant theory (Skinner, 1953), apply reinforcement
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contingencies to targeted behaviours; in contrast, HST practices apply contingent

consequences to outcomes.

Ryan & Brown (2005) suggest that one of the issues presented through this
outcome-focus is the potential reinforcement of both desireable (e.g. changes to
teaching practice) and undersireable (e.g. teaching to test) outcomes. Again, one of
the challenges to implementing SDT according to Ryan & Brown, is policy makers’
lack of understanding of the limitations of this behaviourist approach. They argue
(p226) such approaches ‘assume an absence of inner motivation in learners and
teachers’ and too often this can ‘undermine or fail to nurture’ the conditions required
for motivation. Leaders need to understand these structures and their enabling or
constraining features in order to understand the generative conditions required to
motivate people. As the episodes progress | develop an argument that SDT can be
used by school leaders to help shape an individual’s climate so that they can

navigate these features more effectively.

One area of knowledge which leaders may benefit from, is the understanding of
motivation by type (see Figure 2). Ryan and Deci (2000, p71) argue these
differences in motivation reflect ‘differing degrees to which the value and regulation of
the requested behaviour have been internalised and integrated’.

Figure 2: The Self-Determination Taxonomy showing types of motivation with their regulatory styles,
loci of causality and corresponding processes (Taken from Ryan & Deci, 2000)
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Ryan and Deci’s (2000) motivation continuum illustrates the varied types of
motivation with their regulatory styles, perceived locus of causality (PLOC) and
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corresponding processes. From a teaching and leadership perspective, the terms

intrinsic and extrinsic motivation, internalisation and integration are key:

¢ Intrinsic motivation - the doing of an activity for inherent satisfaction

e Extrinsic motivation - the performance of an activity in order to attain an
external outcome

¢ Internalisation - a person taking in and absorbing a value or regulation

¢ Integration - the development of an internalised regulation so that it emanates

from their sense of self (Ryan & Deci, 2000).

One of the difficulties in adopting SDT lies in this understanding of motivation as a
continuum which develops through a process of internalisation. Each individual is
inherently different and thus this process may look different for each — from a
leadership perspective this can quickly become very complex and difficult to manage.
However, Ryan and Deci argue that people who are driven by authentic motivation
(internalised and self-authored) compared to externally controlled motivation (“you
must do this because...”) typically have more interest, excitement and confidence
and this is manifested as enhanced performance, self-esteem and general well-
being.

One of the challenges facing pupils, teachers and school leaders is the impact Real
domain mechanisms, such as logico-scientific driven policies, have on school
leaders’ ability to develop systems which enable school communities to have firstly
an effective degree of autonomy, and secondly the ability to relate to their work. As
Ryan & Lynch (2003) argue, schools are not factories producing standardised
products, they are contexts to foster human development. By understanding these
structures in respect of their generative impact upon an individual’s motivation, |
argue leaders are better equipped to manage staff and pupil performance.
Consequently, SDT has considerable practical import for those like Sergiovanni, who
call for lifeworld principles to be at the centre of school organisations. As Ryan and
Weinstein (2009, p231) state, ‘instead of attempting to threaten or seduce schools to
impove through external contingencies, an SDT approach would work with stake

holders...... to actively empower and support change from within’.
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Another such approach which focuses on lifeworld principles, and thus has become

an integral part of my practice, is Biesta and Tedder’s (2007) teacher agency.
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4. Teacher Agency

The role of teacher agency in teacher development and school reform has gained
significant attention in recent years (Imants & Van der Wal, 2020). Imants & Van der

Wal identify three reasons for this growth:

¢ Increased awareness of the role of teachers as active agents within the school
reform agenda;

e The action of agents is related to professional identity and the change capacity
of schools and;

e The growing understanding of the impact teachers’ work environment has on
professional development and school reform.

Goller & Paloniemi (2017) argue two approaches to agency can be distinguished
from the literature. Firstly, Bandura (2001, p1) defines agency as ‘the capacity to
exercise control over the nature and quality of one’s life’ and thus gives significance
to the characteristics of the individual. Another approach to agency is related to the
action of individuals or collectives. Etelapelto, et al. (2013, p61) state ‘professional
agency is practised when teachers and/ or communities in school’s influence, make
choices, and take stances in ways that affect their work and their professional
identity’. In both cases agency is associated with those who deliberately strive and
function to reach an end goal. This in turn implies that agency is concerned with
individuals who are interacting with, and within specific contexts.

Regarding education, Biesta, et al. (2015) describe teacher agency as teachers’
‘active contribution to shaping their work and its conditions — for the overall quality of
education’ (p624). By 2017, | was using SDT as a framework in order to develop the
performance management system we had in school away from an assessment of
performance and towards an assessment for performance process. This notion of
shaping the working conditions for staff was something which had clear practical
import for me at the time. Biesta, et al. describe agency as ‘not something that
people can have’, as in capacity or competence but as ‘something that people can
do’ (p625) and as such align their conceptualisation with Etelapelto, et al.’s (2013)
description of agency as a process related to action. While it is clear that teachers do
have capacity and competence, Biesta & Tedder (2007) argue that a teacher’s ability
to achieve agency and thus bring to bear their capacities is dependent on the

37



interaction of said capacities and their ecological conditions. In this approach there is
significant overlap with both SDT and critical realism, both of which draw importance
from the impact of related, social structures and an individual’s interpretation and

related action. Biesta and Tedder (p137) state:

‘[T]his concept of agency highlights that actors (teachers in this
instance) always act by means of their environment rather than simply
in their environment . . . the achievement of agency will always result
in the interplay of individual efforts, available resources and contextual
and structural factors as they come together in particular and, in a

sense, always unique situations.’

Whilst Biesta and Tedder rightly draw attention to structural factors at play, what is of
particular interest is their indication of the importance of individuality to the
development of agency. One other agency model which pertains to this discourse is
Edwards’ (2010) relational agency. Although much of my practice (as | will discuss) is
drawn from Biesta & Tedder’s (2007) teacher agency, relational agency is described
as ‘working alongside others towards negotiated outcomes’ (p61). Relational agency
involves being attuned to each others’ purposes and ways of working as they
purposefully work towards a goal. Although both have slightly different foci — teacher
agency employing a more personal focus, whilst relational agency takes more
account of the relationship between individuals (my practice) — both draw importance
from the particular actions of agents in relation to what each person brings to the
task. This is an important notion as the need for quick-fix solutions in the
performativity culture of education (Riley & MacBeath, 1998), may mean that the

particulars of personal expertise can be overlooked.

From a critical realist perspective, all situations are unique (Scott, 2007) and we each
act in relation to our interpretation of the situation as we see it. Leaders have some
oversight of this structure: agency interplay in respect to environment and as such
can help to shape these unique situations for the individual. For example,
professional development, school improvement and educational reform are key
environments for leaders where this interaction is carried out. Professional
development is concerned with enhancing the professional knowledge, skills and
attitudes of teachers in order to improve students’ learning (Guskey, 2002). School

improvement focuses on improving instructional practices to improve educational
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outcomes, whilst educational reform focuses on the wider drive to raise standards at
scale (Borman, et al., 2003). Whilst each of these areas falls into the job role and
description of those in leadership positions (my own for example), teachers also play
a central role in each and as such agency can be seen as a factor requiring
recognition. After all, without teachers, leaders have little to lead and students have

no instructional practice.

One model where this interplay and recognition can be visualised is Biesta, et al.’s
(2015) teacher agency model. Here, agency is ‘positioned as a relational effect’
(p196) to one’s [the teacher’s] environment which is also influenced by a
configuration of influences from the past (lterational), orientation towards the future
(Projective) and engagement with the present (Practical-evaluative). This

configuration is illustrated in Figure 3.

Figure 3: A model for understanding the achievement of agency (Taken from Biesta, et al., 2015)
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This model positions the teacher at the centre of their personal growth and like SDT,
offers an individualistic approach to the development of agency. By taking account of
an individual’s histories, their projective goals, and the context of their daily
experiences this model can be used to provide an insight into a teacher’s lifeworld.

However, Imants & Van der Wal (2020) are critical of this type of approach, citing the
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lack of reference to professional development, school improvement and educational
reform as factors which limit the user’s ability to grasp the ‘complexity of the
phenomenon’ (p2). They argue such individualistic approaches can overestimate the
opportunities for, and impact of agentic action. In response, they have developed
their own agency model (Figure 4) which focuses on the interaction between
individual teachers and their work environments, and the content of professional

development and school reform.

Figure 4: Model of teacher agency in school reform and professional development
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Imants & Van der Wal (2020) argue their model takes teacher’s personal agency as
the starting point. However, their model analyses agency at an abstract level and as
such there are specific personal concepts which are not identified i.e. personal
history, values, beliefs and also the impact of power relationships. Whilst each may
stem from ‘Individual practice’ and ‘Perceived work context’, their absence presents a
view that this is an approach which, contrary to Biesta et al.’s model, underestimates
the action of teachers. Priestly et al. (2012) argue such methods represent a
‘deterministic systems approach’ to teacher agency that underscores the impact of
personal meaning. Whilst each model can be argued to hold value in context, what is
of interest in this comparison is the resurfacing of Habermas’ lifeworld-systemsworld
analogy. Biesta et al.’s model, through its individualistic focus can be seen to
represent the lifeworld of education — its intent is to understand teacher agency from
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a perspective of personal meaning. On the contrary, Imants & Van der Wal's model,
through its wider focus on school reform and outcomes, arguably represents
systemsworld instrumentalities. Its intent is to understand teachering practice in the

context of systemsworld priorities.

My position has taken many years to develop but it has grown from my experiences
as a teacher and my understanding of educational structures through my research. It
is my experience that, as Sergiovanni (2000) argues, getting the culture right in
schools is about paying attention to how parents, teachers and pupils define and
experience meaning. In order to pay attention to an individual, it is necessary to

adopt an individualistic position like that of Biesta et al.’s. teacher agency model.

Whilst this argument is in contrast to the preferred instrumental position of UK policy
(Gunter, 2001), it is also in support of Sergiovanni’s (2000) wider call to position the
lifeworld as the driving force in education. Nonetheless, in adopting this approach,
there is a critical balance to be made between focusing on individual agency and
recognising the interdependence of generative structures. As Scott (2007, p15)
argues, ‘complete explanations of social events and processes cannot be reduced to
the intentions of agents without reference to structural properties [and] structural
forms’ which frame the individual context. Therefore, whilst | am critical of Imants &
Van der Wal’s ‘deterministic systems approach’ their focus on professional
development, school improvement and educational reform represent areas which
need to be explored in order represent individual agency in light of Critical Realism’s
open system ontology. Methodologically, this implies that investigations should take
place at the intersection of agential action and structural objects, thus allowing the
researcher to reflect the close relationship between the two. In short, Biesta et al.’s
model is a starting point that needs to be developed in order to better represent the

interplay between structure and agency.

Whilst this model gives precedence to the complex relationship between policy and
practice the equal weight given to reform agenda content and individual practice
underplays the significant role of the teacher. Individual teachers not only interpret
and enact policy but they should also play a central role in creating it. Sergiovanni
(2000, p17) argues that when ‘social organisations are functioning properly the

lifeworld occupies the centre position’ and it is this understanding which is missing
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from the reform agenda and Imants & Van der Wal’s (2020) argument. Whilst careful
consideration must be given to the complex, dynamic relationship between the
teacher, policy and social structures, a focus on the experience of the teacher offers

a step towards the ‘mutuality’ that Sergiovanni (2000, p16) calls for.
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5. Methodology: A developmental process

The methodology of this research is unconventional because it is linked to the long-
term development of my ontological position. Developing this position has taken
considerable time and is the result of some of the learning episodes discussed in this
thesis. Whilst this development has gone hand in hand with my promotions in school,
it has also led to three problematic methodological shifts in this research. Each of
these shifts has been underpinned by a growth in my ontological understanding and
thus my methodological approach has evolved over time. The latter of these shifts
has supported the transition of this research into a process of reflexive action where |
have become focused on understanding my development. This focus underpins the
need to present this methodology as a discussion which describes each of the three
approaches | have undertaken. All are inherently linked, and each represent

milestones in the development of my ontological position.

The first approach undertaken is discussed in Episodes 1 and 2. This was a period in
my development where | was a Physical Education teacher, had a limited
understanding of educational structures and no discernible world view. It was this
lack of knowledge which led to the first methodological approach of this research —
the positivist PBL.

5.1. First Method: The Positivist PBL

Project Based Learning (PBL) is a teaching method in which students learn by
actively engaging in real-world and personally meaningful projects (Buck Institute for
Education, 2021). PBL was an approach that | attempted to implement in school in
order to address what | saw as our conformist teaching culture and related poor pupil
engagement. | was intent on changing this culture, but | held a simplistic and naive
understanding of school improvement and assumptions of effectiveness - | wanted a
quick-fix solution to this problem. This naivety was based on my lack of world view
and when combined with the need to implement a research project for this thesis, led
to the introduction of the PBL intervention. Figure 5 below illustrates the
methodological framework for this research project:
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Figure 5: PBL methodological framework

World View Area of Focus Ul selisilez]
Frameworks
e Lack of e School culture e Project Based
understanding  Teaching and Learning
e Desire for Learning e Constructivism
'quick fix' e Pupil
» Positivist engagement
approach

Cruickshank (2011) describes positivism as an approach concerned with the positive
development and application of knowledge based on an empiricist vision of science.
At the time | had a very limited understanding of ontology or epistemology but | held
a view that teaching and learning was a science that could be understood by
measuring cause and effect. With this understanding, | approached this research on
the basis that PBL could be an effective approach that would address the curriculum
needs of our school. | developed a research question which was: ‘What is the impact

of a PBL curriculum intervention on a class of Year 7 pupils with SEMH?’

This question then developed into a positivist based, mixed-methods research design
which was drawn from a closed system ontological position. Two year 7 classes, one
as a control group, were to be involved in a term-long PBL intervention planned and
taught by the classroom teacher. Quantitative data taken from the school’s behaviour
system was to be used to assess pupil engagement, pre and post Strengths and
Difficulties Questionnaires (Goodman, 1997) completed by the students and the
teachers involved would provide some relatable SEMH data, and pre and post
creativity and progress data was to be used to determine academic development.
This data would then be compared across classes in order to infer the effectiveness
of the intervention. Interviews with the class teacher, supported by a journal tracking
our meetings and the teacher’s reflections would then be used to provide insight into
the teacher’s understanding of pupil progress and engagement. In spite of some

44



initial ethical challenges surrounding the use of a control group, | sought and gained

approval for this research to be carried out.

This research was carried out in 2015/16. The quantitative results indicated pupils
were not statistically more engaged and neither did they make statistically more
progress. However, my work with the classroom teacher was significant for the
development of her agency as well as the development of my understanding of
leadership. Our collaboration taught me that policy and practice can mutate as it
migrates from one setting to the next - a process Supovitz (2008) terms iterative
refraction. It also taught me that effectiveness is a subjective term and whilst there
were numerous flaws in the design of this research, this experience was a critical
learning episode for my ontological development. | became more critical of positivist-
based research and more specifically, | developed my understanding of the term
effectiveness. As a result of this growth, | developed an interest in the particulars of
individual experience and this triggered a complex re-working of this thesis. | moved
from the positivist PBL towards a focus on individual narrative and an interpretative
phenomenological approach.

5.2. Second Method: A narrative turn: The individualistic IPA

| became aware of IPA by reading a number of articles in the Emotional and
Behavioural Difficulties journal which our school subscribed to. Through our
discussions | developed an understanding that the classroom teacher had an
important story to tell; a story that could help me understand the impact that | had on
her, and also the impact our collaboration had on her practice. By undertaking this
collaboration | began developing and being seen as a leader. | wanted to make
sense of this journey in order to critique who | was as a leader. The classroom
teacher developed into a significant other for me and thus her experience of my
journey provided a critical perspective. It was on this basis that my methodology

shifted from an emperical approach towards a narrative account.

One of the challenges in this development was my limited experience of narrative

methodologies and less experience of using IPA (this challenge is discussed in

Episode 3). Whilst this thesis is now a process of reflexive action, | continue to draw

upon the findings and excerpts taken through this IPA methodology because there is
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an overlap in the intentions of this and my current approach. The detail involved in

the following commentary reflects this overlap.

Smith, et al., (2009, p1) describes IPA as a ‘qualitative research approach committed
to the examination of how people make sense of their major life experiences’. |
wanted to understand the classroom teacher’s perspective of my leadership and thus
IPA’s focus on the significance of lived experience was something that appeared to
reflect my research need at this time. In addition to the classroom teacher, | also
wanted to gain a senior colleague’s (another significant other who assisted my
development) interpretation in order to provide a perspective of someone who had
observed my development from a leadership position. On this basis | proposed to
conduct semi-structured interviews with these two significant others and use IPA to
discover the fullest possible understanding of their reality. | further proposed to
support this analysis with personal reflections, contextual school documents and
additional thematic analysis to provide broader depth to discussions. Although | still
had concerns relating to my lack of narrative experience, | felt my somewhat lingering
need for a positivist type triangulation was being met through this wider use of
sources. Figure 6 below illustrates the methodological framework for this reformed

research project:

Figure 6: Methodological framework - using IPA to understand my leadership development

World View Area of Focus LLEEI e
Frameworks
e Understanding e Educational e Education
is developing systems paradigm
e [nterestin » School culture » Self
personal e My leadership Determination
meaning development theory
e |[nterpretative e Teacher Agency
approach
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| offer the following description of my IPA methodology which includes some critical
realist commentary. This commentary reflects my current understanding of these

decisions and processes.

5.2.1 IPA Methodology

The first part of this process involves sampling people to interview. Smith (2009, p48)
argues samples should be ‘selected purposely (rather than through probability
methods) because they can offer a research project insight into a particular
experience’. As identified, | selected two significant other colleagues. Firstly, the PBL
classroom teacher who will be known forthwith as Mrs A and secondly, my senior

colleague who will now be known as Mr B.

The next phase was to develop an interview guide by formulating questions. Smith et
al. (2009, p47) state:

‘Primary research questions in IPA are directed towards
phenomenological material: they focus on people’s understanding of
their experiences’. Such questions should be ‘open’ not ‘closed’, and
they should be exploratory not explanatory. They may well reflect
process rather than outcome, and they will focus on the meaning, or

rather the concrete causes or consequences, of events’.

On the basis of this advice | formulated a series of questions which aimed to:
investigate [their] experience of education, of school and of my development within
our school throughout our time together. | was keen to represent Smith’s (2008, p57)
advice that the interviews should essentially be ‘a conversation with a purpose’ and
thus the structure of the interviews and primary questions were developed in

conjunction with the partipants.

A simple facilitative interview structure was developed for each interviewee (see
Figures 7 & 8) and we also agreed a basic question format based around timeframes
of the school’s history. Each interviewee was given their own timeframe which framed
the discussions around significant school periods (Head Teacher Leadership). This

allowed the interviews to be structured to provide me with the best opportunity of
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gaining the type of longitudinal data | required whilst also helping to provide a
framework which minimised formality. Although we did not stick rigidly to the question
format agreed, the participants found them to be useful in order to help them to feel
prepared. We were used to discussing this type of content and | wanted to ensure
that our recorded conversations could flow as freely as normal. The agreed
frameworks were then shared with each interviewee and | started our conversations
about each timeframe with a simple facilitative type question asking: can you tell me
your thoughts about the first time frame (circled - see Figure 7 below) in relation to
how you view the school, the pupils, the leadership and me throughout this period? |

then facilitated each response with exploratory prompts.

Figure 7: Facilitative framework for interviews (Snr colleague interview)

RM Leadership

MH 1st supply April
2011

DC Leadership PF Leadership MH to SLT and
2nd restructure
supply>permenant
September 2012 el 2k 7 April 2017

[ Cantess - Whole school pedzgay, schoal cutture, pupil demographic, lesdership style and ressaning. |

MH to Deputy Head
April 2018

Smith states (p57) that questions should focus on ‘people’s understanding of their
experiences’ and this is where there is a distinction between the rationale and

interview focus for each participant.
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5.2.2 The Senior Colleague Interview

This interview explored the reflexive relationship between the school’s long term
development and the impact of my leadership development throughout this period.
As such this interview is framed by a timeline which includes five key periods seen in
Figure 6. Framing the interview using this format acts as a stimulated recall to the
interviewee (we are discussing periods up to eight years prior) in order to help focus
the interview around key periods in time. This is in line with Smith et al’'s (2009)
recommendation that primary questions should relate to ‘phenomenological material’,
in this case periods of leadership in school (previous headteachers and my own
emergence). Smith et al. also stipulate that implicit in the formulation of a question
should be an assumption about what the data discovered will tell us about the
phenomenon so in this case questions relating to different leaders naturally led to
comparisons over styles and the impact this had on culture. The format also
distinguishes (for note taking purposes) between contextual data (school, pupils,
culture, leadership approach — upper section) and my own development (lower

section) as viewed by the interviewee in each of these periods.

5.2.3 The Classroom Teacher Interview

This interview explored the reflexive relationship between the teacher’s development
prior to, during and after the completion of the PBL and the impact of my leadership
development throughout this period. As such this interview is framed by a timeline

which includes five key periods that can be seen in Figure 8.
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Figure 8: Format of stimulated recall and related notetaking in the Classroom Teacher interview

T&L group

DC Leadership DC Leadership PBL Start PBL Reflection
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Year 7 Tutor

Employed Sept 13 Year 7 Development Feb 2017 April 2017
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Wy reflexive relationzhip on the sbovs — reasaning, impact etc

This format also has the addition of the positive and negative sections (how the
teacher perceived aspects of that timeframe) which allowed my initial notes to be
categorised. Smith et al. (2009) argue that interviews should allow the researcher
and interviewee to engage in dialogue whereby initial questions can be modified
allowing the investigator to enquire into interesting areas should they arise. By
employing a more open-ended approach to my questioning | helped to facilitate this
requirement whilst also allowing the interviewee to be at ease to tell her story. This in
turn minimised my control over the interview and helped reduced the impact of my
inherent bias. However, Smith et al. (2009) ask the question: ‘If the aim of the
interview is to enter the participant’s lifeworld or allow the participant to recount their
life experience, one may well ask the question, why do you need a schedule?’ The
answer to this in short is that in an ideal world | wouldn’t have, but | did need a guide
to help frame our conversations. | had limited experience of conducting interviews
and thus | needed to balance this limitation with my close relationship with the
participants and the need to gain data that was specific to the requirements of the
research at this time. The guide and list of questions provided a framework and basis

for the interviewee’s to share their stories at ease.
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The final point to emphasis is the balance of power which underpinned these
interviews. Whilst the notion of power will be discussed in Episode 3, it is important to
highlight here the importance of normative power as a key resource from my
perspective. Bennett (2001) describes normative power as a resource which often
lies within individuals and one where there is a shared commitment to a task. Our
school, and this is also true of my experience of other SEMH provisions, runs on this
resource. School can often be a challenging and difficult place to work. It is my
experience that staff need a network of support in order to develop pupils’ mental
wellbeing, as well as manage their own. As Bennett (2001) identifies, this power can
often exist in personal friendships and the broader reputations of individuals. As
such, these qualities are often earned through shared experience, rather than
residing in positions held. My relationship with both Mrs A and Mr B and the
exchanges we had, from my perspective, were legitimised through our shared

normative power.

5.3. The IPA process

Smith, et al., (2009, p79) state that the existing literature on IPA has ‘not prescribed a
single method for working with data’ but acknowledges that the analytic attention
towards our participants’ attempts to make sense of their experiences results in IPA
having a common set of processes. To that end, | followed the IPA process seen in

Figure 9 below.
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Figure 9: The IPA Analysis process (adapted from Smith et al., 2009)

Step 1: Reading
and re-reading

Step 6: Looking for
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cases
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Coding

Step 5: Moving to Step 3: Developing
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o

Step 4: Searching

across emergent
themes

5.3.1 Stage by stage

Following the completion of each interview the audio files were transcribed in
accordance with Smith et al's (2009) process. Firstly, IPA requires a semantic record
of the interview where all words spoken, which are to be used as part of the analysis
process, are transcribed conventionally alongside non-verbal utterances. Transcripts
were set-out with wide margins and space between conversations for ease of reading
and coding. Following this transcription, the above six stage process was undertaken
with each interview in turn and the product of this process can be seen in Appendices
A, B and C.
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5.3.2 Stage 1: Reading and re-reading

This process was undertaken in order to overcome what Smith et al., (2009) describe
as our ‘habitual propensity for quick and dirty reduction and synopsis’ (p82). This first
step involved immersing myself in the original data by repeatedly reading the text and
related notes and listening to the audio files. This helped to ensure the participant’s
voice could be easily related to the transcribed text and context to the discussion
could be provided. This also helped to ensure the participant was the sole focus of
the analysis and the manner in which their discussions were delivered could be taken
into account. This was particularly crucial given that my own narrative of the events
being discussed was another aspect of the research. It was important to consider
what | was reading and listening to, rather than re-assessing my own experiences (of
the interview and related actual experience) and this aspect of the analysis was
crucial in this regard. This re-reading process was also supported by the intial notes
that were taken throughout each interview. Although | found these notes to be limited
in value (due to my lack of experience) they did help to provide a backdrop to the

transcript and helped to reduce any habitual propensity to synopsise.

5.3.3 Stage 2: Initial coding

In this step | started to identify semantic content and language use in talk. | began to
make notes on the transcript with the specific aim of beginning to ‘produce a
comprehensive and detailed set of notes and comments on the data’ (Smith et al.,
2009, p89). As | re-read each transcript, these notes became more detailed and this
helped to negate my natural propensity for superficial reading and personal agenda

driven commentary.

This exploratory process was approached as openly as possible given my position as
the researcher and also in large part, the subject of research. However, as
Heidegger, (1963/1927, p56) argues ‘whenever something is interpreted as
something, the interpretation will be founded essentially upon the... fore-conception.
An interpretation is never a pre-suppositionless apprehending of something
presented to us’ and thus it was difficult not to bring my fore-conception to this
encounter. However, whilst the primary concern is the lived experience of the
interviewee and how they make sense of that lived experience, the end result is
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inevitably an account of how | believed the participant is thinking. | recognise that the
notes | was beginning to build from this step were tentative due to the subjective
nature of the analysis and my own understanding of the experiences in question.
Whilst my fore-conception was always likely to affect my interpretation it was equally
true that through engaging with the participant’s stories over time, | became more
aware of what my preconceptions were (Smith, et al., 2009). At this time | was
influenced by Robinson’s (2010) education paradigm TED talk and thus the
understanding of education as a standardised system, controlled by policy, was at

the core of my fore-structure.

As my notes developed, | followed Smith et al.,” (2009) guidance that the following

three discrete types of comment should be emerging from this step:

1. Descriptive comments: describing the content of what was said.

2. Linguistic comments: exploring the specific use of language used.

3. Conceptual comments: engaging with the text at a more conceptual level. This
part of the process in particular was more about opening up possible
meanings about what was said rather than simply finding direct answers and

causal relationships.

Lastly, in an effort to monitor the quality of my analysis thus far, naked copies of one
transcript were sent to my supervisors with one providing general intitial coding
comments and the other providing comments in relation to descriptive, linguistic and
conceptual comments. All comments were then discussed and it was agreed that

what was higlighted and commented upon appeared largely similar.

5.3.4 Stage 3: Developing emergent themes

By this stage the trancripts had grown substantially (see Appendix A and B) and it
was this larger data set which was the focus for this next stage of the process. In
looking for emergent themes this stage involved reducing the volume of detail whilst
maintaining the complex nature by which my notes had become intertwined through
stage two. This process involved a re-organisation of the data that turned the
extensive notes | had developed into themes in an attempt to produce a concise

statement of what | thought was important from these comments. Smith et al., (2009)
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argue that at this juncture it is important to draw on the | and the P aspects of IPA; as
while one is naturally drawn away from the participant the ‘resulting analysis will be a
product of both of your collaborative efforts’ (p91). Again, this was particularly difficult
given my relatedness (by this stage) to the wider theoretical frameworks of SDT and
Teacher Agency as well as my structural understanding of Robinson’s

standardisation argument.

At this stage of the process the following emergent themes (Table 1) had arisen from

each transcript:

Table 1: Transcript emergent themes

Classroom Teacher Transcript Classroom Teacher Transcript
Emergent Themes Emergent Themes
School culture School culture
Teaching practice Pupil culture
Control Staff culture
Desire for change Home life
Change in teaching practice social life
Change in leadership Social culture
Change in school culture Control
Change in philosophy Leadership control
Personal change Change in teaching practice
Educational change Change in leadership
Isolated practice Change in school culture
Motivation Change in curriculum
Relatedness Challenge of change
Motivation related to CPD Change in relationships
Collaboration Change and agency
Collaboration related to leadership Change and pupils
Collaboration and relatedness Change in policy
Collaboration and CPD Isolated practice
Relationships Autonomy
Collaboration
Collaboration and leadership
Collaboration and agency
Relationships
Relationships with me
Relationships and leadership

| have highlighted aspects of Table 1 in order to draw attention to particular areas of
interest in light of my fore-conception. First, the yellow highlights indicate a direct

relationship between the participants’ comments, my interpretation and terminology
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specific to SDT. One could deduce that despite my desire to minimise bias, this is an
example of the imposition of my theoretical understanding. Second, green highlight
indicates a similar direct link to terminology used in Teacher Agency. Third is content
highlighted in blue and bold. At this time, | had not yet developed my understanding
of critical realism nor the structure-agency interplay. However, content highlighted in
blue indicates emergent themes which are then developed to produce the
superordinate theme ‘Culture and Structures’. One could also deduce that even
through terminology alone, in a similar manner to emergent theme links to SDT and
Teacher Agency, this is early evidence of the influence of Robinson and the
importance | draw from the interplay between structure and agency. Moreover, the
frequent use of the term ‘change’ in relation to numerous agential and structural
contexts is also highlighted in bold. Again, | argue that this is also evidence of how
this approach to understanding, combined with my fore-conception, has drawn

attention to the links between structure and agency.

5.3.6 Stage 4: Searching for connections across emergent themes

This next phase of the process involved mapping out my interpretation of how |
thought the emergent themes fitted together, in order to produce a structure of the
analysis. This process involved grouping the emergent themes together to form a
structure which resembled my interpretation of data discovered from the text. | also
compiled a list of transcript extracts which exemplified each emergent theme which |
found to be a useful way of identifying the relative broadness of each emerging
theme. | also found tracking the frequency by which specific words (see Tables 2 &
3) were emerging from the text to be a useful tool offering some indication of possible

importance.
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Table 2: Frequency of specific terms in text of Classroom Teacher's transcript

Term Frequency
Relate to/ Relationships 16
Motivation 16
Control 13
Confidence 8
Push / Move forward 10
Isolate(d) 8
Culture 5
Challenge 12
Discuss / talk / conversation / connect 46
Share 10

Table 3: Frequency of specific terms in text of Senior Colleague's transcript

Term Frequency
Control / conform / regulate / restrict context 25
Flexibility 7
Relationships 3
Reference to move forward / travel / drive 20

Although this process of ‘numeration’ (Smith et al., 2009, p97) was only a small
aspect of the process this helped me to build an understanding of how emerging
themes linked together. Smith et al. describe this wider process as ‘abstraction’ (p96)
which involved grouping similar themes and assigning an appropriate name to this
cluster. Alongside ‘numeration’ and ‘abstraction’ at this initial stage, Smith describes
‘contextualisation’ (p97). This involved reflecting on temporal and cultural themes
which provided context to the participant’s narrative. | found this particularly useful as
many emerging themes related to particular narrative moments within the
participant’s journey, many of which connected to my own narrative journey. Once |
had reached the stage where | felt the outcomes of this process reflected my fullest
understanding, | created a table of emergent and group themes (Table 4) to provide
a graphic representation of the analysis. This was shared with my supervisors and

we scrutinised each of the themes and justified their origins.
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Table 4: Grouping themes together using numeration, abstraction and contextualisation (NB, this table
represents themes from both interviews)

Group Theme Emergent-Theme | Classroom Teacher | Senior Colleague | Totals

Teaching Practice Teaching Practice

Control
Control
Leadership

Desire for 1 o] 1
Teaching practice | 8 1 9
Leadership 2 9 11
School culture 5 a 13
Philosophy 1 0 1
Personal 1 0 1
Change Education 4 0 4 54
Curriculum 0 3 3
Challenge 0 2 2
Relationships 0 1 1
Agency o0 3 3
Pupils 0 2 2
Policy 0 3 3
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5.3.6 Stage 5: Moving to the next case

This step involved moving from the classroom teacher’s account to my senior
colleague’s account. Inevitably a lot of the themes that were emerging from my own
personal account and the classroom teacher’s analysis were at the forefront of my
consideration; in hermeneutic parlance my fore-structures had changed (Heidegger,
1963/1927). | found the rigour of systematically following the steps outlined by Smith
et al., to be crucial to ensuring that new themes could emerge from the next

transcript on their own merit.

5.3.7 Stage 6: Looking for patterns across cases

This process involved laying each table out side by side (contents of Table 5) and
looking for connections across both cases. | found this to be the most creative aspect
of the process as although each transcript provided its own unique account bringing
them together at a ‘super-ordinate’ (Smith et al., 2009, p96) level allowed wider
interpretive connections to be made. By the end of this stage stage | had collated, in
a systematic way, a comprehensible overview of my interpretation of both

participants’ lived experience (See Appendix C).
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Table 5: Super-ordinate table of themes drawn from both transcripts

Themes across transcripts

Superordinate | Group Theme | Emergent- Classroom | Senior Total

Theme Theme Teacher Colleague

Teaching Teaching
Practice Practice

Control
Control
Leadership

Desire for

S o b~
= oS
WO — N SEe)]

Teaching

practice

Leadership 2 9 11

oo
-
w

School
culture

Philosophy

Change Change Personal

Education

Curriculum

Challenge

Relationships

Agency

Pupils

O O O O O O & 2 =
Wl N W = N W o o o
Wl N W = N W R A

Policy

Seven group themes emerged from the IPA process which represented my
interpretation of the underpinning themes from both interviews. These seven group
themes were then conflated to three wider superordinate themes and this summary
can be seen below in Table 6.
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Table 6: Summary of Superordinate and Group Themes (numbers illustrate the frequency of theme
arising from the analysis process)

Superordinate Theme Group Theme

Teaching Practice (2)

Control (8)

Table 6 summarises the findings of my IPA approach and represents my
interpretation of my colleagues’ stories as | understood them at the time. The rich
and personal qualitative findings gained from this approach were in strark contrast to

the original quantitative data gained from the positivist PBL (see Figure 21).

However, having discovered these findings, | then entered into another long period of
ontological development which neccessitated another shift in research design. This
shift was brought about by my introduction to critical realism and in particular, to the
work of Archer and her related social critical theory. Archer (1995) describes those
who adopt individualist methodologies to understand the argument of agency (as |
may have through IPA), as individual social theorists. In doing so, Archer (1995)
argues that | was erroneously privileging and assuming unwarranted freedoms of the
individual’s reality. She adds that by over-focusing on individual experience | was
downplaying the true impact of structural factors.

At this time, | had also developed a particular interest in SDT (Deci & Ryan, 1985)

and teacher agency (Biesta & Tedder, 2007) and | was using these to help develop

my leadership practice in school. However, in the context of my emerging

understanding of Archer’s criticism, my use of these theories intensified my critical

awareness that | may have become overly individualistic in my research. Whilst |

eventually challenge this criticism in context, this awareness underpinned the final
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methodological shift where | sought to redress this balance. By this stage, | had
became a senior leader in school and in light of various challenges | had
encountered (methodological and school based) | became interested in
understanding my own professional learning episodes. It was on this basis that |
adopted a process of reflexive action as my methodology and | began to reflect on

these episodes and re-evaluate my development in light of wider structures.

5.4.  Current Method: The process of personal reflexive action

Understanding and being able to apply critical realism’s open system ontology and
more specifically Archer’s understanding of the interplay between structure and
agency, has taken a significant period of time. By implementing the positivist PBL |
adopted a structural focus. This focus then shifted towards personal agency through
the implementation of IPA. Critical realism provided a critical lens to my
methodological understanding and guided me to find an approach through which |
could understand my experience in light of the interplay between structure and
agency. In short, in developing my world view | have finally been able to define and
situate my research more clearly so that it is in congruence with my values as a
researcher and a teacher. It is this particular development which is the golden thread
that runs through this research and also underpins my confidence and guides my

practise as a leader.

Wallace & Wray (2011) define reflexive action as a form of intellectual project where
a practitioner attempts to develop and share their own practice knowledge from a
constructively self-critical standpoint. | have come to employ this method in order to
help me understand the impact of my experiences on my leadership development. As
part of this method | want to pay attention to my development in situ of the structures
of my school and wider education. Figure 7 below illustrates the methodological

framework for this research project:
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Table 7: Methodological framework: A process of reflexive action

World View Area of Focus e
Frameworks
» Based on » Educational e Structure -
critical realism structures agency
e Open system e School interplay
ontology structures e Self
* Narrative * Personal Determination
reflexive agency theory
process e My leadership e Teacher Agency

development

Having defined the intent of my research it became clear that a personal narrative
method was the most obvious approach to employ — this was a personal experience
and in order to understand it, | needed to share it. In an effort to support and justify
this shift, time was needed to research into narrative and auto-biographical

approaches.

5.5.  Justifying my approach

The justification for this research is linked to West & Reid (2015), who argue narrative
studies have blossomed in the field of education in recent years and this seems to be
against the tide of the standards movement and related logico-scientific position.
Although the autobiographic nature of this research reflects this blossoming,
Damasio (2000) argues that in undertaking such an approach we are still in complex
and contested ontological waters. However, West and Reid (2015, p1) assert,
narratives ‘are central to our ways of making sense of the world, of ourselves, and of
the interactions between the two’ and it is this sense-making process which forms the
context of this thesis. At times | have found it challenging to establish my sense of
self in the flotsam and jetsam of my personal experiences, the contending
experiences of the wider world and the dialectic power structures of educational
policy and school culture (West & Reid, 2015). However, there is a theme at the
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centre of my struggle which | hope will encourage others to follow; a theme of

possibility of understanding who we were, are and who we might become.

My gradual narrative turn, although contrary to the general ‘trend towards evidence-
based practice... [calling] for more scientific educational research’ (West & Reid,
2015, p4), is not without support. In medicine, Greenhalgh & Hurwitz (1998) argue
that truths established through empirical observations of populations cannot be
applied, mechanistically, to individuals’ specific contexts. The generalisations derived
(as an example) from such mass trials, grounded in the reduction of individuals to
parts of population wide patterns, are problematic because of the closed system
ontology upon which they are based (Bhaskar, 1998). Each person has their own
story and the particulars of such individuals cannot be reduced without losing the
essence of what it is to be human. Reflexivity draws from the social constructionist
position to place people within a context as ‘active constructors of, and participants

in, social and organisational realities’ (Hibbert & Cunliffe, 2015, p179).

Viney (1993), in her work with the elderly, identified four crucial roles stories play in

people’s lives (adapted from West & Reid, 2015, p5):

1. helping to develop and maintain a sense of identity.

2. providing guidance in our lives by preparing for the future and dealing with the
past.

3. providing an opportunity to impose some narrative order on chaotic events.

4. feeling empowered, when others listen to and value us.

Whilst context may differ, what Viney highlights has value in this situation. Holmes
(1996) argues an individual’'s ability and willingness to compose their story is central
to their psychological health. Given the SEMH context of this research this wider link
to psychology is particularly apt, hence the importance of SDT to my practice.
Holmes notes the term narrative derives from gnathos or knowing and the process of
storytelling, and thus knowing ourselves, creates links between past, present and
future. This temporal element is another important point to note as this will link in due
course to my understanding and application of Biesta, Priestley, & Robinson’s (2015)

teacher agency model. Listening to an individual’s story, or even spending time to
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understand one’s own story can thus be argued to be an appropriate method through

which to engage with the teacher agency model.

In taking this research as an example, the story | tell and the methodological
framework provided by this thesis, affords me the opportunity to help distill and
impose some order on what was otherwise a chaotic period of my professional life.
This has shaped, and continues to help shape my understanding of myself and
leadership practice. Furthermore, Viney’s fourth identified role links effectively to
SDT. Relatedness is one of three basic psychological needs which must be met if an
individual is to feel empowered (Deci & Ryan, 1985). When we listen to others and
value their stories we build relatedness and provide some of the foundations required
for motivation — in turn underpinning our ability to achieve agency. In short, adopting
a narrative approach to this thesis is a valid method because firstly, it provides an
effective means through which | can share and thus understand my story and
secondly, it also relates to the values | hold as a leader (discussed in Episode 6) and

this is reflected in my reliance on SDT and teacher agency.
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6. Current Methodology

This research is centred on 6 episodes which represent significant periods of learning
in my leadership development. Each of these episodes is narrated from personal
experience. Episode 6 is discussed in real time and concludes with a birds-eye view
of my development, whilst Episodes 1 through 5 are split into two parts. The first part
is a reported recollection of what happened in this period that made it significant, and
also an indication of what | was reading and experiencing at this time. The second
part of these episodes reflects my current interpretation of that period i.e. what

meaning | draw from that experience.

One of the main difficulties in this research has been the development of my
ontological position and the challenge this has brought to my methodological
approaches. In an ideal scenario | would have designed this research from the outset
as a process of reflexive action and | would have maintained a journal of my
experiences and collected a range of pre-determined evidence documents
throughout. Unfortunately, this hasn’t happened because my research has been a
developmental process and this lack of forward planning is certainly a significant
weakness. However, it is also a representation of the process of learning which is
often unstructured and non-linear. It is also significant that my ontological
development has itself become the aspect of my growth from which all other
characteristics of my practice have grown. This has been real world research as

described by Robson (2017, p3) as it is small in scale and related to change.

In an effort to support my narrative | have drawn on numerous school and personal
documents of the time in order to provide some form of evidence upon which | can
base my discussions. Given the evolution of this research and late change in
methodology this has meant a lot of the evidence | would have liked to have used
has simply not been available - at times this has made this task laborious. For
instance, | would have liked to have used examples of my earlier Master's modules
as reference points to discuss the developing relationship with my teaching practice.
However, | no longer had access to these when | needed them. | would also have
framed the interviews with my colleagues more towards the interplay between
structure and agency and | would have liked to have conducted further interviews

and gone deeper in my questioning. Another noteworthy issue | have had to
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overcome was the loss of a significant amount of data due to a technical issue with a

hard drive.

However, in some instances | have managed to locate evidence. For instance, | use
physical intervention comparative data and this is helpful to discuss the context of my
school’s development. | have also located a photograph that offers an insight into the
results of the PBL as well as a number of documents which relate to my promotions
and leadership responsibilities. All told, this has meant | have had to rely more
heavily on fallible personal recall and the accounts of my two significant other

colleagues than | would have liked.

Whilst this is far from ideal, Bruner (1990) states that life at the very least is a
‘selective achievement of memory recall’ and ‘recounting one’s life is an interpretive
feat’ (p693) and herein lies the privileged but troubled narrative of recounting my
lived experience: | am the narrator and the central character at the same time and
this reflexive relationship causes a dilemma. | am the researcher interpreting my
development, but | am also drawing upon data gained through two previous iterations

that | have moved away from.

Clearly, the nature of this research is complex because of the process through which
it has developed. Had my positivist or individualistic ontological position remained,
the description of this methodology would have been a more straightforward concern.
However, my understanding of the structure-agency relationship has developed and
this has changed this research from a process of knowledge for action, where | was
attempting to interpret my colleagues’ reality in order to develop theoretical and
research knowledge; into a process of reflexive action, where | am attempting to
codify my own practice knowledge in an effort to improve that practice (Wallace &
Wray, 2011). The difference between these two projects in terms of this analysis is
the latter takes a constructively self-critical standpoint of this process, whilst the
former focused on using this process to infer new knowledge. In short, both my PBL
and IPA findings continue to provide a source from which | can develop and share
my self-knowledge and thus these processes were described above. However, each

of these now form part of my process of reflexive action.
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Wallace & Wray (2011) describe the rationale for engaging in reflexive action as the
desire to improve practice in accordance with ideology. Similarly, Mezirow (1997)
describes the need to understand the meaning of our experience as a defining
condition of being human. He states (p5) that in ‘contemporary societies we must
learn to make our own interpretations rather than act on the purposes, beliefs,
judgements, and feelings of others’ and in context of current educational structures

this is an important notion upon which to reflect.

However, one of the major challenges for me in this process has been the time taken
and experience needed to develop my ideology and world view from which | can
interpret meaning. There is also the added complexity of my central position in this
research. Willig (2013) describes reflexivity as the awareness of my role in
constructing meaning and an ‘acknowledgement of the impossibility of remaining
outside of one’s subject matter while conducting research’ (p55). Willig (p56) argues

there are two types of reflexivity:

e Personal reflexivity

e Epistemological reflexivity

Firstly, personal reflexivity involves an awareness of our own internal frame of
reference and how this shapes our research. This is a critical because it represents
the main thrust of this research - | am trying follow the development of my frame of
reference throughout significant learning episodes. For example, my awareness and
understanding of critical realism’s open-system ontology and the interplay between
structure and agency was key. The absence of this understanding can be seen in the
limitations of the previous iterations of this research: The PBL had an overly
structured focus and to the contrary the IPA had the potential to be overly

individualised.

Secondly, epistemological reflexivity ‘encourages us to reflect upon the assumptions
that we have made in the course of [our] research, and it helps us to think about the
implications of such assumptions for the research and its findings’ (Willig, p56). In my
case this approach would be better described as ontological reflexivity as it is my
understanding of knowledge which has shaped my epistemological decisions. As |

have developed my world view and re-shaped my ontological position, | have had to
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reconcile with my former self and some of the decisions | made as that younger

researcher.

6.1.  Ethical Considerations: Origins and developments

Ethics has rightly provided a guiding hand throughout, but given the evolution of this
research | will be precise but concise in discussion making only passing reference to

areas which now only play a limited role.

The PBL intervention was the initial focus of this research and thus the original
source of ethical approval. In the process of developing the PBL | gained ethical
approval for data to be gained from interviews with the classroom teacher in relation
to her PBL practice (see Appendix H). As the research developed into a process of

IPA, the focus shifted to centre on my leadership development.

As part of this shift, | planned two amendments to the initial ethical approval. The first
involved a change in the focus of the interview with the classroom teacher to centre
on my leadership development. The second involved the addition of an interview with
my senior colleague with the same focus. At this stage | sought advice from my
supervisors who stated further ethical approval would not need to be sought. On this
basis, | also sought and gained verbal consent from the classroom teacher to
address the shift in focus and | also sought and gained verbal consent from my
senior colleague to conduct a similar interview with the same focus. This consent has
since been revisited and confirmed in writing (See Appendix D). In relation to the
British Educational Research Association’s (BERA) guidelines (2018, p9) stating that
‘researchers should do everything they can to ensure that all potential participants
understand, as well as they can, what is involved in a study’, participants were

informed that:

1. Participation involved the collection of data through semi-structured interviews.

2. The focus of my research was my leadership development.

3. Interviews would centre on their understanding of my leadership development
in the context of school and wider education.

4. Interviews would include a range of questions relating to the timeframes

identified in Figures 7 & 8. This included their right to withdraw or not answer
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any question ‘at any point without needing to provide an explanation’ (BERA,
p9).

5. That verbatim extracts would be included in the thesis and that any references
to pupils, colleagues or themselves would be anonymised.

6. All topics would be discussed prior to any interview, including a list of likely
questions. Participants were also shown the interviewers data recording sheet
(Figures 7 & 8).

7. Consent was then orally revisited within the interview itself with particular
reference to how to withdraw, halt and the complaints procedure. It was made
explicitly clear that the right of withdrawal was available throughout.

8. Both participants were informed that all data collected would be handled
confidentially, stored safely on an encrypted hard drive and any safeguarding
or confidential issues that arose would be dealt with as dictated by school

policy.

One consistent theme which ran through each research reform was the need to ‘put
participants at ease’ and to ‘avoid making excessive demands’ (BERA, 2018, p19).
Owing to the personal nature of the phenomena and the related context of our
school, careful consideration was paid throughout to the potential harm that could be
raised through the discussion of inter-related work-based lived experiences. Due to
the evolving nature of school development this came to the fore twice, where the
classroom teacher sought and gained different employment and the senior colleague,
who was in an acting senior capacity at the time, similarly left their post.

In both cases, participants were reminded of their rights to withdraw at any stage and
although this was not taken up by either paticipant, | made the decision to restrict the
senior colleague’s interview process due to the possible strain the aforementioned
context may have caused him. This meant that we only covered about 80% of what |
had planned and this has limited my ability to draw on his experiences. Although this
was unfortunate from a research perspective the needs of my senior colleague were
paramount. The BERA Guidelines (p8) state that ‘researchers have a responsibility to
consider how to balance maximising the benefits and minimising any risk or harm to
participants’. In this case our personal and professional relationship played a key role
in his participation and the upholding of this relationship continues to be my priority.
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Following the shift in focus to a process of reflexive action | found the need to draw
upon related school documents and knowledge in order to support my discussions. In
these circumstances the BERA Guidelines (p14) state there is a ‘need to consider
how [research of this nature] implicates other people, and what the consequences
may be for individuals who, although not directly involved in a study, may be
identifiable through their relationship with the researcher or other participants’. In light
of these guidelines, | made sure that all documents used did not breach any
confidentiality agreements and where references to participants (or others) could be
inferred | have anonymised any links. | have also discussed this new methodology
with both participants and re-affirmed that this had no further implications for their

involvement. There were no further issues.

6.2. Methodology Summary

This research sits in this contested space between the clashing of two master
narratives and sense making modes: on the one hand the systemsworld and on the
other, the lifeworld. In adopting a critical realist position, | am defining reality as an
open system and my understanding of knowledge as fallible. It is the intent of this
research, through a process of personal reflexive action, to better understand my ten-
year leadership journey and answer the question: “What meaning can | draw from my
leadership development that may offer others in leadership positions advice on how
to walk the compromised path and help to elaborate these structures?”. The process
through which | have answered this question has involved the perpetual working and
reworking of my identity and this ebb and flow is reflected in the format and flow of
the text. Ideally, my learning would have followed a pre-determined ‘flightpath’ but
learning is rarely so predictable as my development will demonstrate. | could have re-

written this thesis as a ‘line of best fit’ but this would have been profoundly reductive.

Drawn from a narrative mode of thought, framed by critical realism, this is
predominantly a narrative account but also draws on the views of two significant
school colleagues in the form of semi-structured interviews. These were analysed
using Interpretive Phenomenological Analysis (Smith, et al., 2009) and the findings of
this analysis have been critically re-interpreted in light of my developing critical realist

perspective. As this perspective grows, | draw further influence from Archer’s (2003)
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theory of the internal conversation and Morphogenetic model (to be discussed later).
This influence is then used to provide a critical overlay throughout the episodes of
this research. Relevant school and personal documents are also used as discussion

points to evidence particular aspects of this journey.

The perspective taken is resolutely micro and the research presented makes no
claims to be statistically significant nor is any generalisation implied. However, as
Smith, et al. (2009) assert (p4 and p51), the reader may be able to assess and
transfer content in relation to their own existing professional knowledge. For
example, one of the aims of this research was to produce a road map of my journey
to help others’ visualise what a process of reflexive action could involve. This can be
seen below in Figure 10. This road map is presented as an illustration of my progress
as | understand it and is based around 6 critical episodes. These episodes are
markers in my journey, and each is critically evaluated in turn. Table 8 below is a key

for Figure 10 to assist the reader in understanding its features.
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Table 8: Road map key

Illustration Feature

Description

Sets out the six episodes from which the structure of
my leadership evolution is discussed

/|

This line represents my developing agency.

Represents theoretical learning and development.

'

Red text
p .| Represents my actions and developing understanding
Green text in a school context.

LEADERSHIP

DEVELOPMENT

This timeline summarises my leadership evolution.

/

Indicates links between features.

Text

Represents my progress in school.

Text

Represents the roles | was conducting at the time.

Represents start and end points.

—
I:E-:
=3

Represents flow of episodes.
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Figure 10: The Road Map My Research Journey Road Map
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Group and 5LT approach shaping style
/:wareness of: Bronfenbren nb
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Leading through
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policy: practice
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Realisation of policy '@ Critical cultural
practice ‘tension’ discussions with key staff
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Developing understanding of

leadership style and impact

/ T&L Group

PBL critical
reflection

SLT

intervention

Leading Evidence

based Practice CPD

Intringic school

maotivation

Personalising curriculum to

develop motivated pupis 6. Who am | foryou

now?
Triggers significance
of motivation (SDT) ~
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- = - Developing Meta practice
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studies \. S
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7. The Episode Timeline: A Summary of the Six Critical Episodes

School communities are not static; they change in the light of the experiences of
those participating within them and through internal and external events. The
difficulty in this, in light of this thesis, is located in the pragmatic realities of practice.
In other words, the constant changes brought about by new experiences, changes in
thinking and being, and a lack of ‘space’ for reflection where one can take a snapshot
of their understanding in a place and time from which they can draw their
conclusions. Reflecting on my experience of doing, being told what to do, and
knowing what | would like to do, has enabled me to link my experience with the
generative structures of the social world as | see them. Reflecting upon the structural
issues underpinning my professional practice has given me scope to shape my
circumstance, understand the basis of my internal conversation, re-author my identity
and generate alternatives to conditioned structural norms. This process of reflexive
action has taken time, considerable effort and the changes involved have at times
been challenging to manage. The following timeline (seen at the top of the ‘Road
Map’ diagram in Figure 10) provides an overview of the 6 episodes which have been

critical markers along this journey:

Figure 11: Timeline episodes

2011 2016-17 2021
1. Pre- 2. Logico- 3. Adopting IPA, 4. A critical 5. Leading and developing
leadership scientific T&L Group and SLT realist a climate shaping style
PBL approach
6. Who am |
for you now?

The following is a brief introduction to each episode: these introductions provide a

summary of content that is discussed in each episode.
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7.1.  Episode 1: Pre-leadership

Episode 1 is set around 2011 where | am on supply at my current school and starting
my doctoral studies. From the outset, there were significant differences in my
motivation between the contexts of school and EdD studies. Conditions in school had
enabled me to develop an effective level of agency. | had found teaching EBD pupils
(Emotional and Behavioural Difficulties as it was then described) instinctive.
Unfortunately, university studies were more challenging. | was constrained by a lack
of relatedness and competence. Whilst my regulatory style was integrated, | lacked
the critical understanding to engage effectively. My lack of articulated world view also

impeded my competence and restricted my ability to internalise my studies.

This first Episode is concerned with the conditions an individual requires to perform
effectively and is set in the context of my early school career and studies. It is the
starting point for my reflexive action. The episode also discusses my introduction to
the work of a significant influence; Ken Robinson, through his ‘Changing the
Education paradigm’ TED talk (Robinson, 2010). From this work my understanding of
the structural challenges facing education emerged. It was also the starting point

from which | began to develop my world view.

7.2.  Episode 2: The logico-scientific PBL

As | moved forward into the research stage of the EdD the Robinson ping affected
many of my decisions. | was still a teacher, but my developing understanding was
giving me confidence to be more critical of educational policy and our school’'s
culture. Most of my thinking at the time was filtered through the lens of Robinson’s
theory and having shared my thoughts with staff | found a like-minded teacher in Mrs
A. We discussed Robinson’s theory on standardisation, and we reflected on the

conformist and controlling culture we observed in school.

| was intent on changing this culture and through Robinson’s influence | began my
drive towards personalisation. However, my intentions were constrained by my
limited world view and this lack of understanding led to the design and
implementation of a project based learning intervention (PBL) in collaboration with
Mrs A. This PBL was the first version of this thesis.
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Much of this Episode discusses the implementation of the PBL and the impact this
collaboration had on my understanding of effectiveness as well as my ontological
position. By the end of the PBL | had begun to emerge as a leader and develop as a

researcher.

7.3.  Episode 3: Adopting IPA, developing the Teaching and Learning Group and
my promotion to SLT

My experiences in Episode 1 had helped me to become increasingly aware of the
constraints of my limited world view. However, they also helped me to recognise the
impact of our collaboration on Mrs A’s development. This understanding paved the
way for the first major methodological change in this research (discussed in the

Methodology) which involved using IPA.

This episode discusses the formation of the Teaching and Learning group, my
subsequent promotion to the senior leadership team (SLT) and my early attempts at

implementing change.

7.4.  Episode 4: A Critical Realist Approach

In this Episode | discuss how | encountered Bhaskar’s (1998) Critical Realism and
Archer’s (2003) theory of the internal conversation and related reflexive modes. |
discuss the impact this new understanding had on my ontological position, critically
reflect on my use of IPA and identify the need to shift to a process of reflexive action.
Moreover, | also begin to recognise my autonomous reflexive traits and | identify the
impact this had on my previous actions. However, the most crucial aspect of this
understanding is that | become aware of my personal challenges as a leader.

7.5.  Episode 5: Leading and developing a climate shaping approach

In this Episode | am promoted to acting deputy head teacher and | discuss the
challenges | experienced throughout this period as well as practical examples of my
leadership approach in action. One of the difficulties | faced was trying to find
mutuality between the need to ‘drive’ systemsworld agendas with my increasing
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personal frame of reference and desire to cultivate a lifeworld culture. Having
established my critical realist position, | had developed a deeper understanding of the
constraining features of educational structures and at times this made developing
mutuality difficult. | discuss my leadership approach in context of these constraining

structures and conclude with personal reflections.

7.6.  Episode 6: Who am I for you now?

As my leadership approach has developed, my understanding of research in practice
has grown in parallel. Together they have provided a climate where | have developed
a congruent world view and a deeper understanding of the interplay between
structure and agency. This Episode discusses my climate shaping leadership
approach through an adapted model of agency development. This model integrates
my understanding and application of the various theories | have been exposed to
throughout my journey and summarises my latest reflections. This Episode concludes

with a birds-eye view of all of my experiences.
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8. Episode 1: Pre-leadership

Signpost: This episode discusses my early experiences in school and university
including my introduction to Robinson’s (2010) ‘education paradigm’. This is the
starting point of my journey and the point from which | explicitly begin to develop my
ontological position. | become aware of the constraining features of educational

structures, but | find it difficult to recognise my complicit actions.

8.1.  Narrative: Starting on Supply in 2011

On my first day on supply (2011) | wanted to make a positive impression, so | went
onto the yard for break duty. A year 11 pupil came over and started sniffing me.
Brushing off a hint of awkwardness | asked him if he was OK. He replied that he was
just ‘smelling the fresh meat....". Having laughed this off he walked away, climbed up

the basketball hoop and lit up a cigarette. After that, | knew I'd love this school.

One of the initial challenges | faced in school was changing the culture of Physical
Education which my senior colleague described as being “all about football” (PF, 87)
and “all about managing the behaviours of kids” (PF, 83). There was an expectation
from pupils that PE meant playing 1v1 football in the sports hall and an assumption
amongst staff that PE was about pupils letting off steam. | remember my first day
teaching in detail: | asked my senior colleague what | would be doing that day and he
replied that | was teaching PE, in the sports hall, in 10 minutes’ time. After a deep
intake of breath, | asked him what had been planned for the group and | remember
his reply — ‘same as always, football’. | recall a brief conversation about how he
wanted this to change, how he hoped | could help him make this change and |

remember his final words— ‘good luck!’.

The lesson was really poor. | had a year 10 vocational class of six pupils and my
acting teaching assistant was the plasterer instructor. He gave me a quick brief as to
who the pupils were and then we spent 90 minutes managing intermittent games of
1v1 football and incidents of poor behaviour. A number of the pupils quickly became
bored and then soon thereafter the pupils who had insisted on playing football
became tired. They then began to filter out onto the side yard for what seemed like a
routine cigarette break. | spent the whole lesson attempting to re-engage the pupils

with limited success and being verbally abused by a tall, strapping young man who
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seemed to have taken a dislike to me. The remainder of the day continued in much

the same vein. At the end of the day the school staff came together for the usual

whole school briefing. To my surprise the boy who had been abusing me for most of

my first lesson had a particularly poor day of abuse, damage and lack of engagement

with one exception — his PE lesson with me. | went home that night exhausted but

somewhat pleased with my marginal gain. However, | knew that | had an enormous

task on my hands changing the mind-set of the pupils and wider culture of PE, but |

also knew that with the right planning and implementation | had the ability to make it

happen.

Over the next half-term, | wrote the following three-year development plan of how |

wanted to change the culture of PE:

Figure 12: PE three-year development plan from 2011/12

Year

Actions

Resources/ support

Outcomes

-

MH to introduce a range of sports/ activities to move pupils
away from reliance on football

Kit check of SH cupboard. Support
from TA's

Pupils to initially resist/ develop engagement

MH to develop long and medium term plans.

More cohesive/ progressive curriculum

Split lessons into 2 - MH sport / pupil sport (take turns).
Allocate points for engagement

Improved engagement - win pupils over

N

Develop pupil voice and build curriculum around need/ desires

Financial support from HT

Improved engagement

Embed assessment into lessons

Assessment board in SH

Track progress and improve motivation of pupils

Develop curriculum to integrate with external competitions

WA

Improve engagement - assist planning

Develop sports days each term

Support from staff and Year 11's

Help staff see PE to be more than letting off steam

Take PE into community - develop gym and leisure centre links
/ beaches/ parks etc

Link through SSP

Develop active lifestyle hobbies

Develop 7-11 progressive curriculum to develop active lifestyle
hobbies

Develop links with other schools

Develop active lifestyle hobbies

Develop knowledge of support staff

MH to deliver before/ after school

Better support/ improved intervention

Create club links - signpost pupils

MH to go through SSP network

Develop active lifestyle hobbies

Introduce GCSE PE / ELC and sports leaders qualifications

Exams officer

Improve outcomes

Develop OAA links - climbing/ MTB/ watersports

Financial support from HT

Improve motivation / engagement

| used this plan to help inform my actions throughout this early period. My aim was to

develop and instil active lifestyle hobbies in our pupils and | planned to do this by

engaging them in a range of opportunities and experiences through which they could

develop a sense of enjoyment and success. Pupils had become reliant on playing

football (or watching their peers play football) and | knew | needed to address this

first. Having worked as a competitions manager for the Youth Sport Trust prior to my

employment in school | had worked with a range of sporting National Governing

Bodies (NGBs) and thus | had a range of contacts and materials that | could draw
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upon. The medium-term plan below is an example from the time of how | planned to

overcome this challenge.

Figure 13: KS3 medium term from 2011/12

KS3 Medium Term Plan: Paragames focus

Week/ Lesson |Points Activity
Tiggy add on warm up with goal ball
Goal ball games
Pupil 1 choice
Tiggy add on warm up with volleyball ball
Seated volleyball games
Pupil 2 choice
Blind tiggy
Blind football games
Pupil 3 choice
Target ball
Boccia Tournament
Pupil 4 choice
Silent tag
Keeper of the keys
Pupil 5 choice
1 and 2 |Class round robin competition
3 Pupil 6 choice

[EY

w
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In this plan | decided to focus on the Para games which was receiving attention in the
press at the time due to the forthcoming 2012 London games. Due to the EBD nature
of the pupils this had the potential to become an emotive half-term topic. However,
this focus provided a platform to address conceptions and also provided a medium
through which | could enact my desire to introduce our pupils to a wide range of
activities. Having undertaken a stock check of our school’s equipment | found we had
a reasonable supply of resources and what | couldn’t find | borrowed through various
NGB contacts.

Each lesson was 50 minutes long and PE was always a double lesson. In my
opinion, 100 minute sports hall lessons were far too long for many pupils who had a

range of complex conditions including ADHD, ODD, an underlying reliance on playing
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football, a general lack of physical fithess and an insatiable addiction to cigarettes.
However, we had a newly developed one badminton court sports hall and | felt there
was a general expectation that the facility needed to be used to its maximum.
Another challenge was that some of the lessons involved two or even three classes
at once meaning that if all pupils were present, a maximum of 16 or even 24 pupils.

On a one badminton court this was problematic for a number of reasons including:

e 10 players is the maximum for a game of 5-a-side in a hall this size

e How do you maintain the remaining 6-14 pupils on a relevant task?

e How do you engage those that lack motivation?

e The best way to keep activity levels high was to play competitive games but
this raised the potential for conflict which was difficult to manage in our EBD
setting

e The sports hall had three exit doors and many pupils were addicted to

cigarettes and had a range of emotional and behavioural conditions.

Whilst this was a significant challenge and took time to address, one of the ways |
attempted to manage this challenge was through the school’s behaviour
management system and this is evident in the ‘Points’ column in Figure 13. Whilst |
become critical of this approach in time at this stage in my ‘EBD career’ | used it to
my advantage. Each pupil had the opportunity to earn five points each lesson; two
points in relation to their personal targets (following instructions for example) and
three points for engagement in learning. | used these three points as a focus for each
part of the lesson to help pupils to understand what was expected from them and
when. Whilst there was a number of pupils who refused to engage in this system
(making this ineffective) for the most part | found this strategy fairly successful. Pupils
could accumulate these points throughout the week. At the end of the week pupils
who achieved enough points were able to access a reward and those who did not

received a sanction.

This rewards and sanctions system was the means through which school leaders
managed the day to day running of the school throughout this period. Having come
from a military background | integrated into this system with ease which Figure 13
demonstrates — | used it to inform my practice. | also fitted into the wider culture of

the school quickly too which my senior colleague described as being “purely based
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on discipline” (PF, 11). He stated (PF, 86-89): “you came in and you were very
enthusiastic and very knowledgeable... you wanted to diversify the curriculum... to
try and engage the kids in other types of learning”. Although | was yet to be
introduced to the theories of SDT and teacher agency, the conditions | was afforded
throughout this period helped me to develop a level of motivation and agency that is
still present to this day. However, the conditions of my early doctoral studies were

somewhat different as the following narrative describes.

8.2.  Narrative: September 2011 Doctoral studies commence

| began this Doctoral journey in 2011 because | wanted to become a headteacher. At
the time this focus was driven by job security and financial gain. | had recently been
made redundant and | viewed the title of ‘Doctor’ as a gold standard route to
improving my career prospects. | viewed the investment as a way of securing the
type of role that would enable my partner and | to have the type of family lifestyle we
wanted. | had recently completed a one term supply contract at another local SEMH
school and was due to return to my current school. | was growing in confidence and |
was buoyed by the positive feedback | had received from both schools. However, the
intermittent nature of supply was difficult to manage. Undertaking doctoral research

was a long term investment out of this predicament.

Throughout the early years of my doctorate (20717-2015) | struggled to understand
ontology and epistemology. | had never had to rationalise this understanding before,
and | found it challenging. This necessity of understanding was not part of my
rationale for undertaking doctoral research and in particular | avoided ‘qualitative-
quantitative paradigm’ complexities wherever | could. | struggled to make sense of
the perceived need to commit to one side of this paradigm, or how one ‘research
method’ was supposed to offer a clear path towards the truth. This struggle is
reflected in my feedback from a Research in Practice (EDU8995) module where |
received only 56%. However, in other areas of my studies, where | could relate to my
actions in school, | was flourishing. For example, in a curriculum development
module (Innovation in Curriculum and Pedagogy through Action Enquiry — EDU8204)
where | focused on the development of PE and the introduction of pupil voice, |

received 86%.

83



One key aspect to this improved feedback related to my introduction to the work of
Ken Robinson. The module tutor played Robinson’s (2010) Education Paradigm TED
talk (see Figure 14) and this experience proved to be a significant intervention that

helped to shape my conceptualisation of education.

Figure 14: Robinson's Changing Education Paradigms TED talk (image taken from Maxresdefault,
2018)
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In this talk Robinson (2010) discusses a global educational reform movement intent
on raising standards. He argues this movement is based on two fundamental

questions:

1. Economic — How do nations teach children how to take their place in the
economies of the 215t Century? and,
2. Cultural — How can countries pass on a sense of cultural identity and genes of

their nation whilst being part of the process of globalisation?
Robinson is critical of this movement stating:

‘the problem with this [reform movement] is they’re [governments]
trying to meet the future by doing what they did in the past and on the
way they’re alienating millions of kids who don’t see any purpose in

going to school’.

Robinson argues that this reform movement, whilst rightly intent on raising standards,

is undermined because the route taken too often marginalises what many young

people deem is important to them. Robinson develops this argument to talk about the
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‘standardised’ nature of the current education system and how this is rooted in an
outdated conceptualisation of education. Robinson is particularly critical of what he
deems to be Governments’ relentless focus on testing and the subsequent devaluing

implications this has on the personal educational needs of children.

One aspect of Robinsons TED talk was particularly inspirational for my development

and it is illustrated below in Figure 15.

Figure 15: Academic and non-academic people
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| was inspired by this notion because | could relate it to many of our pupils in school.
In my experience far too many of them had developed an impression of themselves
that they were ‘thick’ because, in Robinson’s terms, they didn’t conform to the
dominant intellectual view of the mind. Robinson argues this is based on a
knowledge of the classics. In terms of our school if you were ‘clever’ at Maths or
English you were ‘academic’ and if you weren’t you were ‘non-academic’ or
‘vocational’. In Figure 15 Robinson uses two men labouring a piano down a flight of
stairs. In our school these ‘non-academics’ may have found Maths and English
difficult (for many reasons) but they were building and plastering walls in construction

with fluency — a skill that | don’t possess.
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As an SEMH teacher | could sympathises with these pupils who often find
mainstream education and academic pressures too overwhelming and too
pressurised. This is where Robinson’s arguments were transformational for me
because they began the process through which | developed my understanding of the

constraining issues of education.

By this stage | had been in position at school for three years and although | continued
enjoying my role | had become aware of a number of constraining factors relating to
behaviour management, curriculum and assessment that were impeding my ability to
develop my practice and the experiences of my pupils. For example, the assessment
system in school became increasingly problematic for me because at the time | was
attempting to diversify the curriculum. However, the ‘assessing pupil progress’ (APP)
framework we used in this period restricted this intent because in order for pupils to
demonstrate they were making progress | had to increasingly teach to the
assessment criteria. This was a conflicting position to be in because | was given
significant autonomy over curriculum development by my senior colleague, but | was

held to account by a system that was not in congruence.

Robinson’s ‘standardisation’ argument helped me to identify such generative links
between philosophical positions, educational systems and the constraining structures
| was experiencing in school. Once | became aware of this link | began to observe
many of its features in action in our school. Pupils taught in year groups, the use of a
bell to control movement, the seperation of learning by faculty and the teaching of
classical content (Shakespear and algebra for example) in preparation for tests.
Whilst much of this will be familiar to most teachers it was my opinion these features
were indicative of a wider culture of control in our school. Although it took some time
for me to become aware of this culture, once | did | began to think differently about

our behavior management system.

Nonetheless, by 2015 | had completed all of the required taught modules and it was
time to undertake my research project. The challenge for me at this time was that
despite the emergence of Robinson’s arguments | still had not formed a world view
from which | could develop a congruent research project and methodology. All | knew
was that | observed a number of challenges in school, and | wanted to address them

for the benefit of my practice, the practice of others and the experiences of our
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pupils. As such, | entered into this research phase pragmatically and attempted to
develop a project around my practice in school. Although the pragmatist position
(Peirce, 1878) allows one to separate beliefs from the adoption of methods, | was
acting pragmatically rather than adopting the pragmatist position because | had no
discernible beliefs to separate. The PBL research project arrived out of this pragmatic

desire.
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9. Episode 1 Conclusions: SDT and Robinson

The theories of SDT and teacher agency develop into important components of my
leadership practice and although they are yet to emerge, this early Episode provides
a context to highlight the applicability of both in education. Ryan and Deci (2000,
p54) describe being motivated as being ‘energized or activated toward an end’. SDT
distinguishes motivation by type on the basis of the different reasoning and goals that
give rise to an action (see Figure 2). This emergent phenomenon is an important
starting point in the journey of understanding my leadership approach as the goal of
undertaking doctoral research and entering the teaching profession were both largely
extrinsically based. Whilst intrinsic motivation results in high quality learning and
creativity, SDT proposes extrinsic motivation can also represent an essential strategy
for successful teaching despite the traditional view of extrinsic motivation as

‘impoverished’ (Ryan and Deci, 2000, p55).

Within SDT a second subtheory entitled Organismic Integration Theory (OIT)
distinguishes the different forms of extrinsic motivation and the contextual factors
which impact upon the integration of the regulations of these behaviours. The
taxonomy introduced in Figure 2 represents how OIT distinguishes between these
different types of motivation and the extent to which the motivation for one’s
behaviour emanates from one’s self. This taxonomy is elaborated in Figure 16 to
illustrate where | perceive my motivational locus of causality to be in contexts of
school and university at this time. It is important to highlight these two positions
because they represent a baseline position from which | developed.
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Figure 16: Supply teaching and EdD enrolment motivation using SDT continuum adapted from Ryan &
Deci (2000)
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9.1. School context

Just as our pupils are expected to undertake national statutory education | was
similarly driven into supply teaching because it is an expectation that adults work. In
my particular case | had been made redundant and thus work became an immediate
and stressful necessity. Going to work paid my mortgage and thus | was initially
driven by social compliance and avoidance of external punishments. In an SDT
sense | was externally regulated. From a critical realist perspective this is an example
of the impact social structures and norms have on the actions and behaviours of
individuals. However, despite this initial compliance base | quickly settled into school

life and my motivation became increasingly internalised as | developed agency.

As Biesta & Tedder (2007) argue an individual’s ability to develop agency is
dependent on the relational effect of their environment and is subject to a
configuration of influences from the past (lterational), orientation towards the future
(Projective) and engagement with the present (Practical-evaluative). During my early
time in school these influences were congruent with my uncomplicated view of
teaching and learning and limited understanding of education. The school was
designated as EBD (emotional and behavioural difficulties) and the culture when |
arrived had an undercurrent of control — as my senior colleague described it was
about “managing very difficult behaviours”. At the time | thrived in this culture. My
iterational skillset from my military background stood me in good stead; my projective

desire for a career was being met and | was thriving in the challenging practical-
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evaluative day to day experiences in school. My approach to teaching and learning
was uncomplicated and my curriculum development project was scaled to the extent
| was unaware of the wider generative and cultural structures. The conditions
afforded me the ability to develop a degree of agency where | was in congruence
with my environment. The configuration of this agency development is illustrated

below in Figure 17:

Figure 17: Agency development in early school career (model adapted from Biesta & Tedder, 2007)
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Whilst Biesta and Tedder (2007) identify a configuration of influences (past, present
and future) as key to an individual’'s ability to develop agency, there is considerable
crossover in this area with Deci & Ryan’s (1985) SDT. SDT identifies three needs
that appear to be essential for facilitating optimal development, performance, and
well-being — competence, relatedness and autonomy. In school, my personal and
professional histories provided an effective link to context and | experienced a sense
of competence quickly. Moreover, this feeling increased as | began to develop the
school’s PE curriculum through the autonomy | was afforded. Various comparisons
between people who have self-authored (intrinsic) motivation and those who are
regulated by external influences typically reveal that self-regulated, authentic

motivation drives people to higher levels of interest and excitement and this in turn
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improves performance (Deci & Ryan, 1991 & Sheldon & Kasser, 1998). This feeling
of self-regulation was symptomatic of my teaching experiences at the time despite
the underlying external monetary drive which necessitates work. Figure 18 below
illustrates my understanding of how my three basic psychological needs were met at

this time.

Figure 18: Personal perspective of how psychological needs were being met throughout early
employment
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| was afforded autonomy by a senior colleague (and significant other) and | thrived on
that autonomy because of the relatable iterational competence | had. This
configuration of influences provided me with the motivation and self-efficacy to
engage in meaningful curriculum development. This inclination to take interest in
novelty and apply our natural creative instinct is a significant feature of human nature
that affects performance and well-being (Ryan & Deci, 2000). The positive feedback |
was given by pupils, staff and in particular by my significant other, supported my
feelings of competence throughout this period and this facilitated the internalisation of

my PLOC.
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9.2.  Study context

My doctoral studies were also driven by redundancy. However, in this case this
decision was based on the conscious value | attributed to the product. Gaining a
Doctorate would significantly improve my competence (Ego-involvement), my
employability, my career progression and ultimately my financial future. In this light
my EdD enrolment can be seen as having a mixed external and internal PLOC. | was
driven by the desire for external reward in the form of financial gain but equally my
identification of this route demonstrates a form of conscious value in the process.
Therefore, this is largely an example of introjected regulation. The aim of identifying
the underlying attitudes and goals that gave rise to my actions at this time is to
provide the basis from which we can reflect upon their future divergence. From a
school context | was externally propelled into action; yet from a research perspective
my path was self-endorsed and adopted with a sense of volition. This contrast is of
interest because of the change that ensues. This change offers an opportunity to
reflect upon generative conditions which can enable or constrain an individual’s
ability to develop their motivation. As such this continuum can also be used to
discuss the impact of the education system on our pupils’ motivation too.

9.3. Motivation in education

Accordingly, at the far left of Ryan and Deci’'s (2000) continuum is amotivation, which
is defined as a state of lacking the intention to act. Amotivation results from not
valuing an activity (Ryan, 1995), not feeling competent to do it (Deci, 1975), or not
believing it will yield a desired outcome (Seligman, 1975). Unfortunately, my
experience of amotivated and externally regulated pupils is too common. | am asked
far too many times: “What is the point in this?”. Are all of the teachers in our school
unable to teach exciting, imaginative, relatable lessons? Or do pupils lack the
competence and ability to relate to Shakespeare and Trigonometry to life? Or is our
educational policy and national curriculum alientating our pupils as Robinson’s (2010)
standardisation argument indicates? These are complex questions which instigate a
wide range of emotions and opinions. From my experience, once | became aware of
Robinson’s argument | started to became increasingly aware of the constraining

features of my school.
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Ryan and Deci argue that the understanding of motivational types is an important
issue for educators because ‘many of the tasks that educators want their students to
perform are not inherently interesting or enjoyable’ (p55). This challenge is magnified
in our school as many of our pupils attend because for one reason or another
mainstream education hasn’t worked for them. Unfortunately, this can mean that
many lack the interest and enjoyment that underpin self-determined motivation.
Whilst there are complex reasons behind this the following points taken from the

Education Select Committee’s Forgotton Children report (2018) are telling:

e “[W]e heard worrying evidence that some schools may be deliberately failing
to identify a child as having SEND. The National Education Union told us that
excluding pupils can save schools thousands of pounds, while the Association
of Youth Offending Team Managers suggested that schools could be
deliberately not identifying pupils as having SEND, as it is more difficult to
permanently exclude a pupil with SEND. We also heard that schools are
justifying permanent exclusions of pupils with SEND, by claiming that they will
get the support that they need in alternative provision, and exclusion will
speed up the assessment process” (p10).

e “[T]he rise in so called ‘zero-tolerance’ behaviour policies is creating school
environments where pupils are punished and ultimately excluded for incidents
that could and should be managed within the mainstream school environment”
(p11).

e “[O]ff-rolling— the process by which pupils are removed from the school’s
register by moving them to alternative provision, to home education or other
schools—was raised by many witnesses, and we were told that the
accountability system and Progress 8 was a maijor factor... we were
concerned to hear some head teachers..., tell us that new Progress 8
measures give an incentive for exclusion” (p12).

e “[W]e were told that a narrow curriculum can affect the engagement of some
pupils with their education, and Progress 8 in particular can narrow the
curriculum for some pupils” (p13).

At the time of this episode, Robinson’s (2010) education paradigm helped me to
conceptualise education and | developed an interest in a lot of the issues highlighted

above. | developed an awareness of the impact structural mechanisms can have on
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individual agency and | began to relate this understanding to my experiences in
school in simplistic terms i.e. developing notions of academic and non-academic. In
short, a naive understanding of Habermas’ (1987) lifeworld—systemsworld analogy
began to emerge. | developed an understanding of policy against practice; policy
makers against teachers and big data against small subjectivity. Part of this
development related to my critical awareness of what | deemed to be our punitive
behaviour management system. | began to see this as a system which alienated too
many of our pupils and restricted what | had increasingly seen as important —

personalisation.

This issue came to the fore when | began to understand the link between autonomy,
motivation and specifically Robinson’s standardisation argument. Robinson &
Aronica (2015, p88) state that education is ‘both a global issue and a deeply personal

one’ and argue there are four key purposes:

1. Economic — enabling students to become economically responsible and
independent;

2. Cultural — enabling students to understand and appreciate their own cultures
and to respect the diversity of others;

3. Social - enabling young people to become active and compassionate citizens;

4. Personal — enabling young people to engage with the world within them.

They argue that none of the first three purposes can be met if we forget that
education is about enriching the hearts and minds of people. They assert that all
young people are individuals full of hope, talents and anxieties and engaging them as
individuals is key to raising standards. However, the results of paying little attention
to this inner world of the individual is seen in boredom, disengagement, exclusions
and amotivation. The 40% increase in the number of exclusions identified earlier
(Education Select Committee, 2018) seems to support this narrative. Robinson and
Aronica (p89) describe these as ‘human issues [that] call for human responses’, and
the issue that | had with our behaviour management system at this time was that |
didn’t see it as providing a human response. | felt the lifeworld principles | held as a
teacher (desire to personalise education) were being constrained by systemsworld

mechanisms.
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For instance, | was trying to implement a PE curriculum which facilitated the
development of pupils’ active lifestyle hobbies. | wanted pupils to leave my school
able and motivated to stay fit and healthy — in short, | was trying to develop their
sense of self-determination. The problem | had was that our system was based on
external rewards and punishments, and it was generally pulling in the opposite
direction. An updated overview of this system from 2018 can be seen in Figure 19

below:

Figure 19: Basic overview of the schools Extrinsic Rewards/ Sanctions system from School Policy
document (2018)

REWARDS SANCTIONS
POINTS IN LESSON MORNING BREAK DETENTION
A pupil may earn a maximum of 15 points in each lesson At break pupils meet in the dining hall. If their behaviour
(180 points per day), using the RACE system has not been acceptable for the first two lesson, or from
(Rules, Attitude, Commination and Effort). the previous afternoon then the pupil is on detention.
FRIDAY REWARDS LUNCHTIME DETENTION
MORNING BREAK AFTER SCHOOL DETENTION
MERIT BULLYING SHEET

| used the term ‘generally’ because this is a complex issue and in this short section |
am using generalisations in context due to the need to limit my experiences to meet
the criteria of this research. As such, | am not stating that rewards and sanctions are
worthless in education - | would not claim that detentions have no place, or that
rewards should not form part of a system to drive the internalisation of our pupils’
motivation to engage in learning. However, the points based system we had, rating
pupil performance throughout the week was used to determine whether or not a pupil
achieved a Friday afternoon reward or a sanction. Rewards involved pupils choosing
an activity of their choice from a pre-determined list and a sanction involved them
sitting in a classroom completing worksheets. Whilst this system worked for some

pupils it created a number of challenges for others and herein lies my criticism.
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Many pupils were already amotivated: they had been excluded from mainstream and
they often lacked the relatedness and competence to engage. Sanctioning
amotivated pupils simply compounded their feelings of (in)competence and restricted
their relatedness to our school. Next, for some pupils the rewards on offer were rarely
a sufficient motivational target, because they lacked the internalised perceived locus
of causality (PLOC) to engage consistently. Similarly the ‘threat’ of workgroups was
ineffective. Where pupils lack motivation to engage in their curriculum, it is unlikely

that making them complete worksheets will be an effective motivational tool.

SDT argues the internalisation of an individual’s PLOC is key to the quality of their
motivation (Ryan & Deci, 2000) and thus there needs to be a level of congruence
between individual action and system policy. Furthermore, the SDT continuum
suggests the threat of external punishments and/or rewards is also indicative of an
external regulatory style and thus it can be argued that this rewards/sanctions
approach lacked the capacity and understanding to promote the change | desired. |
wanted our pupils to take responsibility — unfortunately | found our system to induce
stress and cause conflict. The complex terrain of this discussion makes defining
cause and effect highly subjective. However, it is telling that we have moved away
from this system and our number of restraints has reduced from 81 in 2012/13 to 3 in
2020/21.

One area that is certainly linked to this reduction is our understanding of mental
health. Our pupils were often refered to as ‘naughty boys’ and this reflected not just
educational views of the time but also the wider societal perception of our pupils’
behaviour outputs. In my opinion this certainly had a constraining effect on the
emergence of more person-centred approaches throughout this peroiod. More
specifically however, it also reflected a general lack of understanding of mental
health and child development in wider society, with this reflected in our school
leadership and whole school culture.

My senior colleague described this culture at the time as “enforced discipline” (PF,
13) and this is how | remember the school to be in those early days when | joined.
We had a sign over our breakfast bar that stated: “NO UNIFORM, NO BREAKFAST,
NO EXCUSES”. Whilst there are undoubtedly numerous elements to a debate about
uniform, from an SDT perspective the implementation of a uniform policy is about
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confomity and is an example of external regulation. In our school this conformist
culture was deep in our gene pool and underpinned our notions of EBD and the
implementation of our practices. To be honest with myself, | was initially supportive of
this practice for the most part, but | was not then the professional | have since moved
towards being. It is possible the system itself was also stuck and this did not begin to
change until the introduction of external and internal drivers of change such as

school redesignations and collaborations like that of Mrs A and my own.

However, whilst some progress has been made in the conceptual understanding of
our pupils recently, Mrs A was accurate to identify that in this period she didn’t “know
any different’ because she’d “never been introduced to any other way of doing
things...” in relation to her teaching practice. It is certainly my experience that
throughout this period there was a serious lack of professional development for those
who worked in EBD, and it would be naive to assume that this did not have an impact

on some of the negative practices that | have discussed.

The next episode discusses the development of the PBL and my work with Mrs A.

97



10. Episode 2: The logico-scientific PBL

Signpost: This episode focuses on the implementation of the PBL and the impact
this had on my understanding of effectiveness and my ontological position. It is also
the Episode in which | begin to emerge as a leader but there is a significant
dissonance between my thoughts and actions because of my limited ontological

understanding.

As | entered into the research phase my actions continued to be influenced by two

key points:

1. my understanding of Robinson’s standardisation argument and,
2. my lack of world view and developing but still limited understanding of the term

effectiveness.

The understanding | drew from Robinson influenced my perceptions of our school
culture (conformist and controlling) and my desire for action (drive for
personalisation). My lack of world view determined that these perceptions quickly
became personal truths. | believed there was a number of issues with our curriculum
and assessment, particularly the way in which our behaviour management system
was based on external regulation. | believed we were controlling pupils through our
policies and systems rather than providing conditions so they could become self-
determined. | became focused on the need for change, but | held a simplistic cause
and effect understanding of school improvement. In an effort to drive this change, |
shared my thoughts with staff and found Mrs A to be a like-minded teacher through
whom | could offload and plan. The following is an introduction to Mrs A with excerpts

taken from her PBL journal.

10.1. Introducing Mrs A

Mrs A had taught at the school for five years having previously taught pupils with
SEN for a number of years in mainstream settings and at a local PRU. She is primary
trained with a specialism in ICT. She taught our Year 7 pupils a primary curriculum
and spent the majority of her week in her classroom. She described herself as a
teacher who “cares massively” for her pupils and one who gets a lot of “emotional
reward” from her work. She stated that she “has always been interested in
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developing [her] teaching practice”. However, she found it difficult to move away from
what she believed to be ‘conventional’ pedagogy (teacher dominated ‘chalk and
talk’). She believed she should be “giving them [the pupils] a good education
academically and socially” so that they have a “good journey here [with her]”. She
described herself as a “teacher who tries to do these things but can see how she
controls them by the way she teaches”. It is clear that she found this notion as
something that has happened for a while but that she has only just noticed. Mrs A
states that: “More recently | have considered project-based learning and although it is
a new concept for me | am excited to develop my teaching practice and students’
learning”. She stated that she “loves new challenges” but finds it hard to give up

control because “I swear to God it’s like a confidence thing’.

10.2. Prelude to the PBL

From my perspective the basis for our initial discussions was my desire to implement
change. | wanted to drive change and | needed to recruit staff to support my agenda.
However, over time our discussions formed into a collaboration, Mrs A became a
significant other and | began to understand the term effectiveness with an increasing
complexity. At the start of our relationship Mrs A and | discussed Robinson’s
arguments of educational standardisation and in this we found some common
ground. Over time, this conversation developed, and we began to reflect on the

conformist and controlling culture we observed in school.

It was at this stage that | began to share my vision for our school which was centred
on the drive towards personalisation, born from the influence | took from Robinson. |
wanted our curriculum to offer more autonomy through curriculum choice at Key
Stage 4, and | wanted our younger pupils in Key Stage 3 to have a more practical
and active experience. | understood many of the problems underpinning our ‘control
and conformist’ based curriculum to stem from our simplistic understanding of our
pupils’ needs. The conceptualisation of our pupils as having ‘behavioural’ issues, in
my opinion, underpinned a curriculum, a pedagogical approach and a culture that
was focused on controlling these issues. Through our discussion, | developed an
opinion that in Mrs A | had found a colleague who could help implement the type of

change | desired. However, one of the challenges | was yet to understand was that
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my plans for change were going to be constrained by my simplistic and naive

understanding of school improvement.

Nevertheless, having connected with my colleague and established our common
ground of discontent, our discussions developed a different focus. In a previous
module (Teaching Thinking Skills — EDU8998), | had been introduced to Project
Based Learning (PBL) and | had used this approach as a strategy to engage a
particularly hard to reach Year 7 class (see Figure 20 below of a summary of this
work). PBL is ‘a teaching method in which students learn by actively engaging in real

world and personally meaningful projects’ (PBLworks, 2021).
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Figure 20: Poster produced as discussion point for thinking skills PBL
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= Knewing when enough is encugh!
+  Remember the long term vision.
= Add a practical element.

TTS52: PE Carteon Map from Memory
"Debriefing succeeds best where it relates fo really
thoughi provoking fasks witheut a self-evident or algo-
rithmic salufion* (Lofthouse & Leat, 2006} True but

this needs cortextualisingl

Teaching Thinking Skills 1: Success?
What is success? Who will be the most successful?
Why? What does he do that you don't? Why? Why
den't you follow his example? Co you want to be suc-
cesful? Why? Do something obout it
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In this PBL, | used Derren Brown’s Apocalypse (2012) series to help this group
engage in thinking sKkill strategies with some success. This included watching the
series unfold, reflecting on their personal skills and discussing and planning ideas
about how they would have acted in the events that they had just watched. In some
lessons we acted out these scenarios through outdoor adventurous activities in the
local woods - pupils would be split into teams and given tasks to accomplish. Out of
this experience | developed an understanding that PBL could be used to transform
our school’s teaching and learning culture and at the same time ‘solve my problem’ of
needing to implement a research project for this thesis.

Riley & MacBeath (1998, p174) describe the thinking of policy makers as ‘far too
receptive to quick-fix solutions’ and as | began the PBL intervention | was equally
guilty of this simplistic understanding. The challenges as | saw them in school
regarding behaviour, lack of engagement, use of physical intervention (81 restraints
is nearly three per week) and lack of motivation and progress, all emanated from the
issue of standardisation and focus on behaviour management. Furthermore, having
spoken to a number of colleagues it seemed | wasn’t isolated in my opinion. For
instance my senior colleague stated (PF, 7-8): “learning wasn’t really at the forefront.
It was managing very difficult behaviours” whilst Mrs A’s interview was equally littered
with similar comments including (CR, 28-29): “There was no like talk about education
and a lot of it was like... about kids, about behaviour about how bad it had been...
nobody was... nobody had started looking at how maybe we could teach those kids
in a different way” and (CR, 61-62): “controlling the lesson meant you had control

over their behaviour”.

What is interesting in Mrs A first excerpt, is her assumption that “nobody had started
looking at how maybe we could teach those kids in a different way” because as it
happens, | had.

10.3. Finding success through peronsalisation

As | alluded to earlier, | was thriving in my PE teaching practice because | had
developed a level of agency that helped me be in congruence with my environment. |

had received a lot of positive feedback from colleagues and pupils and | was afforded
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a lot of autonomy by my senior colleague. In developing agency | had managed to

put my three year development plan into practice. By this time | had:

e developed and embedded pupils’ voice into the curriculum,

e pupils undertaking sports leadership qualifications and assisting in lessons,

e embedded outdoor adventurous activities into the curriculum through climbing,
mountain biking and watersports,

e developed links with local gyms where | taught KS4 pupils strength training,

e begun using local leisure centres to develop club links and teach alternative
sports such as squash and bowling, and finally

e developed a personalised GCSE PE pathway.

This latter point in particular is an example of Robinson’s influence on my practice. In
developing links with a local gym | had begun teaching a number of classes basic
anatomy and physiology in order to help them understand the principles of strength
training. In doing so, a group of pupils became interested in the theoretical aspects of
PE. The difficulty | had at the time was that these pupils were spread across the five
KS4 classes and this made it difficult to teach the content. | needed to bring these
pupils together and working through my senior colleague we personalised the
timetable (Figure 21 below - highlighted) for these pupils in order to make this
happen.
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Figure 21: Edited school timetable taken from 2014/15 showing personalised GCSE PE intervention

MONDAY

Key Stage 3

[30 | 20 | 50 | 50 20 50 | 30 | 35 | 45 20 45

%89%% 09:00-09:20 09:20-10:00 10:00-10:50 0:50 0 11:10-12:00 12:00-12:30 12:30-13:10 13:10-14:00 00-14:10 14:10-15:00

0 0 0 era B ON 6
Engiish Maths French Literacy Art Science
Lunch

Engiish Science Maths Literacy History Art
Lunch |

Maths English IcT Literacy French History
Lunch |

Breakfast Club

English History Art Food Technology |  Food Technology French
Lunch

Art French History Literacy English IcT
Lunch

Key Stage 4

[30 ] 20 [ 50 [ 50 20 50 [ 30 | 35 | 45 20 45
08301 49:00-09:20 09:20-10:00 10:00-10:50 0:50-11:10 11:10-12:00 12:00-12:30 12:30-13:10 13:10-14:00 4:00-14:10 14:10-15:00

09:00
0 0 BR 0 era 0 ON 6
Food Technology |  Food Technology Science Literacy Maths English

Lunch

Construction Construction PE PE MVM MVM
MH MH Lunch

PE PE ICT Literacy Science Maths
MH MH Lunch

MVM MVM PE PE Construction Construction
MH MH Lunch

Breakfast Club

PE PE English Literacy Maths ICT
MH MH Lunch

‘GCSE PE GCSE PE
MH MH

The pupils would leave their usual class on a Monday afternoon and | would teach
them the AQA GCSE PE specification. Although this seems a little uninspiring now,
at the time this was a real shift away from our school culture where all pupils followed
a fairly standardised timetable. Indeed Mr B (PF, 1-4) descibed this culture as “very
rigid” involving “every kid in every classroom at every moment” with “no flexibility in
the appraoch”. However, the pupils engaged exceptionally well because they wanted
to be there, they wanted to learn and there was also the likelihood they thought they
were part of something new and thus were special. Whilst this is all anecdotal, within
three years the intervention had not only helped to match the school’s best ever
GCSE grade C, one pupil achieved a B and another, in year 10, achieved an A.
Given that “learning wasn't really at the forefront” (PF,7) in our wider school culture,
these grades represented a real step change towards something new. Furthermore,
in returning to Mrs A’s earlier comment, this intervention also represented that | was
trying to “teach [these] kids in a different way”. However, the problem was, | was

working in isolation. Nevertheless, it was on the back of this personalisation focus,
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together with my discussions with Mrs A, that | attempted to address this problem.

The following is a summary of this development with extracts taken from interview.

10.4. My relationship with Mrs A

Mrs A became a significant other for me throughout this period because of our
shared understanding of our school and the related collaboration that ensued.
However, before looking at this relationship (from which my emerging leadership
practice developed) it is important to understand Mrs A’s prior perceptions because

they played a significant role in the formation of our relationship.

Following an initial settling in period in school Mrs A found herself becoming

engrained in the school’s culture (CR 10-13):

“Although you felt supported... everybody seemed to just be busy
doing their own thing. Erm, there wasn'’t a lot of interaction erm... there
was no... not that | can recall, discussions in terms of teaching, in
terms of sharing ideas, in terms of sharing resources... erm it was

quite isolating. | think that isolation grew... it didn’t get any better...”

Thus far, | have used the terms conformist and controlling to describe our school’'s
culture at this time, but in this excerpt Mrs A uses the term ‘isolation’. This is an
interesting term because although | felt | was making a difference in PE, Mrs A’s
unawareness of my progress would seem to indicate (as | suggested) that | too was
working in isolation. However, whilst my practice was positively influenced by my

agency, Mrs A appeared to find this isolating culture difficult (CR 18-20):

“... Erm | lost quite a bit of motivation erm, direction... in fact, | would
even question how to sort of teach in a sense... although | could stand
there and deliver.... | kind of lost all of that inspiration because there
wasn’t sort of any discussions or conversations [relating to teaching
and learning] and it was just like kind of... looking after kids....”

Her comments in particular about losing motivation, direction, inspiration and even
the questioning of her competence all draw towards an interpretation that she was

feeling a sense of isolation. Her summary of her role as a teacher that was ‘just kind
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of... looking after kids” is representative of a teacher who is lacking purpose or more

specifically in the context of this research, leadership support.

It was around this time that Mrs A and | began to talk. | was yet to emerge as a
leader but | was motivated by my understanding of Robinson’s theories, as well as
the PE curriculum developments discussed. | was also quietly critical of our school’s
practices, and | held a strong belief that our school could emerge from its challenges
by adopting a personalisation agenda (the GCSE PE intervention had begun but
outcomes were yet to emerge). | was keen to share my thoughts and | found a like-
minded individual in Mrs A. Indeed, when interviewed and questioned about the basis

of our relationship Mrs A recalled the following (CR, 83-87):

‘that kind of started from after talking to you really... | think it was just a
random classroom chat thing really, we just got talking and you started
on about that TED bloke and about all of the teaching stuff and how
creativity is important and about how the education system is all about
controlling kids and making them fit into schools so we can make them
learn certain stuff that we have to teach them for exams and stuff... it
was really interesting and got me thinking about what | was doing and
how | was part of that too without really thinking about it much.... Well

until then anyway....”

This excerpt is important because it demonstrates a change over time in Mrs A’s
perceptions where she shifts from losing inspiration because of the lack of discussion
to having “random classroom chats” and becoming really interested in “teaching
stuff”. What is also important in this excerpt is that Mrs A begins to recognise (“/ was
part of that too”) that aspects of her practice relate to Robinson’s standardisation
argument i.e. she was teaching pupils content in order for them to pass a test and
this was part of the standardisation of education. It was on this basis that Mrs A and |

began our work on the PBL.

10.5. Collaboration through the PBL: Using Powerful Pedagogical Strategies

The purpose of the PBL in the short term was to enact small scale curriculum change

in Mrs A’s classroom and in the long-term start the process of developing the quality
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of teaching and learning across the school. At this time, | was introduced to the term
Powerful Pedagogical Strategies (PPS) which Leat & Higgins (2002, p74) refer to as
small scale, manageable interventions that are flexible and encourage ‘feelings of
control’ (p74). PPS became an important tool for me at this time so | will discuss it
briefly.

Leat & Higgins highlight two significant factors that need to be addressed if this type
of classroom change is to be enacted:

1. There is no curriculum development without teacher development;
2. There has been a general failure to date to consider the importance of what
teachers believe and how they think, plan and respond to their classroom

experiences.

The authors argue consideration must be given to how the classroom teacher is
engaged in order to understand their context and thus develop an intervention for
change that is a ‘practical and manageable step that can be undertaken... in the
course of their work’ (p72, 2002). As such, part of my intial work was to engage Mrs
A in understanding her practice and this took the form of providing guided reading
around wider educational structures (i.e. Robinson, 2010), PBL strategies and EBD
practice. We then discussed the format of the PBL, what she wanted to develop and
also what | needed in terms of evidence for my research. Following these
discussions we agreed that the PBL would involve the design and development of
educational resources that would be sent over to a school that we helped to support

in a developing country.

Following this design phase we also thought it appropriate for Mrs A to undertake a
number of practical courses in order for her to feel competent, motivated and ready
for the ‘tinkering’ (Leat & Higgins, 2002, p79) that was to follow. These courses
involved the practical application of core subjects and were designed to help Mrs A
develop her resource bank. Mrs A appeared to find these courses helpful (CR, 89-
90):

“‘when | was talking to you about education stuff and when | was going
on those courses you sent me it was like a big confidence thing for

”

me...
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The main point | extract from this statement is the feeling of “confidence” our
discussions and related CPD instilled in Mrs A. Feeing competent to carry out an
activity is a basic psychological need that requires meeting if an individual is to feel
confident to carry out the task in hand (Deci & Ryan, 1985). Whilst this in itself is
nothing new, what was important, was the feeling of relatedness this support brought.
Indeed, Mrs A went on to add (CR, 67-72):

“Especially with all of the course stuff and that... | went on a course
and er... this woman she said this [teacher dominated learning] is the
worst thing that you can do in terms of behaviour management
because you’re controlling their behaviour and | just never, never knew
that until we started doing our work and going on these courses. She
was talking different stuff like having one of these big balls and having
one of them sit on there to have them improve their writing and core
work and that stuff is just the sort of thing where everybody gets more
out of that stuff... like doing interesting CPD and talking about
teaching stuff’

Mrs A uses vernacular a lot throughout her interview and this excerpt is reflective of
this. Here she uses the term “stuff” five times in short succession. She expresses
excitement and | take from this that she also perhaps just has too much to say. She
also makes a telling remark when stating the CPD opportunities | introduced her to
were “just the sort of thing where everybody gets more”. When this is compared to
her original pre-PBL comment that “there wasn'’t sort of any [teaching and learning]
discussions” it provides an insight into the level of transformation Mrs A was
undergoing. | draw positive conclusions from this comparison and her use of
vernacular and interpret that this is reflective of her general feelings of increased

confidence.

Another interesting comment Mrs A makes is when she refers back to the course
tutor and their reference to control in relation to behaviour management: “you’re
controlling their behaviour and | just never, never knew that until we started doing our
work and going on these courses”. Mrs A makes a connection between my

intervention and her developed understanding of her practice. From a leadership
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perspective this is telling because it is an indication of my impact upon her. Indeed,
Mrs A progresses on to talk (CR, 282-283) about how:

“you [me] started to give me loads of like journals and articles and stuff
and it all came together and | felt quite excited to get started. Nervous

of change... but kind of excited if you know what | mean?”

Where she talks of being ‘Nervous... but kind of excited’ and of a process of learning
‘coming together’ | hear a colleague who has a feeling of increased competence.
Supporting Mrs A with professional development, and more importantly through
consensus seeking discussions, helped to ensure her feelings of competence were
being met. | had never had a professional outlet like this before, someone with whom
| could relate theory and classroom practice and Mrs A through the PBL, became this

significant other.

We explored our work together through the use of PPS using a model of
development (see Figure 22 below) presented in the Effective Teachers of Numeracy
Report (Askew, et al., 1997). What is significant about the model in terms of this
research is its implicitness in the connections between knowledge, practice, beliefs
and agential engagement as this draws attention to the interplay between structure
and agency that emerges in the following Episodes. One aspect of this model which
highlights this interplay is the extent to which Mrs A has autonomy over the scale of
engagement. It was key that Mrs A saw this as her PBL, and my role as that of a
mentoring colleague rather than a deliverer of change. | took this understanding from
my interpretation of Robinson’s standardisation argument — If | were to assume
control, | would be undermining the aspect that | wanted to facilitate the most; self-
determination. This model guided our discussions and helped us to put her
understanding of her practice in situ with her understanding of our school and wider

educational structures that she saw as being problematic.
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Figure 22: The development of teacher's expertise (based on the model in Askew et al., 1997)

Pupil
responses
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The model visualises how the interplay between pedagogical content knowledge,

What it is to be How best to Subject Knowledge of
an educated p teach a pupil? knowledge teaching

teacher beliefs, classroom practice and pupil response can account for the
development of more effective pedagogy. In placing teachers at the centre of this
model we were able to represent Mrs A as an important author of her own change
and thus instill a sense of self-determination. | wanted her to be able to implement

the PBL but also understand its intent and purpose in a critical manner.

10.6. Tinkering with PPS

Leat & Higgins (2002) discuss the term ‘tinkering’ to describe what it is that teachers
do as they engage in constant cycles of experimentation to improve their teaching
capacity. Hargreaves (1999) highlights the term in his advocacy for ‘knowledge
creating schools’ as a process that should be managed in a more collective and
systemic manner and this is something which describes the type of process the PBL
discussions comprised. All curriculum changes can be viewed as an experiment and

the process of this PBL, using the PPS as a guiding model, is a vehicle through
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which the teacher can manipulate the ecology of their classroom. Figure 23 illustrates

how this model was used by Mrs A and myself:

Figure 23: Adapted Teacher Expertise Development model (based on the model in Askew et al.,1997)
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implementation, Impact Autonomy, Relatedness? culture?

Teacher's
beliefs

While the basic structure remains the same the content is amended to relate to the
PBL. Change was initiated across multiple levels of the model but the most noteable
diffference is the addition of the ‘Mentor discussion/ feedback’ circle and the position
this takes relative to ‘pupil responses’. Whilst pupil feedback provided an important
communication loop to Mrs A, it took a smaller remit within this model to signify the
importance of our discussions. | wanted to address Mrs A’s feelings of isolation and
thus our building of relatedness through collaboration, had to become more important
than the feedback she was gaining from her classroom. Our discussions were about
her making sense of this feedback and more importantly making sense of her inner
conversation and then using this to inform her beliefs, knowledge and practice. |
positioned myself as a critical friend and often acted as a validator of her feelings. |
felt she wanted to develop a relatedness from these discussions in order to feel
connected and less isolated, and | wanted to use these discussions in order to

validate that the PBL could be a catalyst to change our isolating culture. As the
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following excerpt shows, these discussions were a driver for her motivation (CR 178-
184):

[My statement] “So having that dialogue with someone you respect

who has similar kind of...

Yes! Just like the same ideas and vision... you started to talk about big
picture education stuff and I liked it... Yeah, | would say that’s

massive, like huge. Being related to something, like a person or a
vision or.... Yeah, you’ve gotta have like.. it would have to be like...
you would have to have something like education; yes you’re a teacher
but you get all sort of types of teachers with all sorts of different ideas
about what being a teacher is but it’s feeling like you’re valued and you
can relate to who or what is going on around you as that’s what makes

you feel kind of like special in a way... like connected.”

The key words in this excerpt from a motivational lens are ‘relate’, ‘valued’ and
‘connected’ which collectively display a sense of ‘relatedness’ to me; our work
together and our vision of what education could be like. Mrs A emphasises her
passion for this relatedness through the language she uses stating that it is “massive,
like huge”. Moreover, identifying how this makes her “feel kind of like special”
indicates that she feels this relatedness in our relationship. This ‘feeling’ of
relatedness provided the right climate for her freedom of speech and honesty and
this underpinned the theme of our PPS discussions. Our discussions helped both of
us to feel as Mrs A describes that person whom we ‘respect’, ‘relate’ and hold in
‘value’ and this is a feeling that has helped to shape my practice as a leader. It
appears she has found her ‘trusted other’ and in the process | had started to see the
route to effectiveness to be more complex than | orginally thought. The following
section describes the findings of the PBL and explains why my understanding of

effectivess developed.
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10.7. The PBL Findings

The PBL lasted for one term and following a complication with my hard drive the

photograph in Figure 24 represents what remains of the findings.

Figure 24: Photograph illustrating remnants of PBL findings

PEL CONTROL |PEL:CONTROL
e
Pl B CLASS % |% DIFF %

EMOTIONAL (DIFF)
CONDUCT (DIFF)
HYPERACTIVITY (DIFF)

CONDUCT (DIFF)
HYPERACTIVITY (DIFF)

PEER (DIFF)
PROSOCIAL (DIFF)

AVG DAILY PTS 175.7 174.1 1741 173.8 174.1 174.3

PBL DAY
AVERAGE 176 749 V31 1740 164 1S3

DIFF 0aTos T 1 ba2aTaa

% POINTS DIFF 0.26 0.47 -0.61 0.05 1.32

The top section of this photograph refers to a comparison of pre and post PBL SDQ
scores between Mrs A’s pupils and the control group. SSDQ refers to scores from
self-assessments and TSDQ refers to score from teacher assessments. The bottom
row ‘CREATIVITY’ refers to a percentage increase in the class average pre and post
PBL scores on a standardised divergent thinking test that each group undertook. The
lower section of the photograph refers to a comparison between Mrs A’s average
daily class point scores compared to their average daily scores when conducting the
PBL. Finally, sections in green highlight improvements in scores and those in red

indicate decreases.
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The loss of PBL data made answering my initial research question: ‘What is the
impact of a PBL curriculum intervention on a class of Year 7 pupils with SEMH?’
quite difficult. Nevertheless, the basic answer was pupils were not statistically more
engaged and neither did they make statistically more progress. However, the more
complex and insightful answer to the question is that the methodology | employed,
regardless of the loss of data, was never in a position to offer any valid and robust

statistical data.

This point represents an important early milestone in the golden thread of this
research because the problem with this methodology lay in my lack of world view and
related simplistic understanding of effectiveness. Whilst it was regrettable that | had
to undertake this action in order to arrive at this conclusion, there were two positives
to take from this experience. Firstly, in undertaking the PBL | had developed a deep
and insightful relationship with Mrs A and secondly, this relationship helped me to
develop my ontological position as well as my understanding of the term
effectiveness. Mrs A’s development had become the element of the PBL which was
significant and the emergence of this understanding offered me a deeper insight into

my desire for personalisation.

This understanding helped to develop a new critical awareness of my practice and |
began to see the contradictory nature of my actions. For instance, | was attempting to
implement a personalisation agenda in school but in conducting the PBL | had
missed the one person who | was asking to change. | had assumed a ‘collectivist’
approach and thus neglected the importance of individual agency (Archer, 1995)
because | lacked the foresight to see the complexity that would unfold from this work.
Elmore (2016, p531) states that when we ask teachers to implement something ‘we
are asking them to learn, think, and form their identities in different ways. We are, in
short, asking them to be different people’. My understanding of this notion emerged
through this collaboration with significant ramifications. | entered into the PBL
focused on driving cultural change by implementing a quick fix solution. Although |
wasn’t fully aware of the epistemic fallacy (Bhaskar, 1998) | had committed, | had
become aware of the limitations of my decisions and in particular my ignorance of

identity challenge to Mrs A.
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Whilst this was a positive lesson in my wider development it caused a significant
methodological challenge for me at the time. The positivist methodology | had
undertaken was based on a closed system ontology and neglected to account for
Mrs A’s experiences. | needed to address this weakness and my experience of Mrs

A’s development guided me towards a more interpretative approach.
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11. Episode 2 Conclusions: Understanding my emerging

leadership practice

My agency and motivation are important features in my development because the
successes | achieved through my PE curriculum developments set the foundations

from which | began to develop my leadership practice with Mrs A.

The teacher agency (Biesta & Tedder, 2007) model | draw from throughout this
period focuses on personal agency in much the same manner in which SDT provides
an individualistic focus on motivation. As | alluded earlier, it is no coincidence that |
develop this position at this time because the PBL experience became
transformational for my ontological understanding. As | set out on the PBL | had a
fixed, yet naive understanding of effectiveness and | employed an approach which
focused on changing structure. However, as our PPS collaboration unfolded, |
developed a much deeper understanding of Mrs A’s experience. By the time the PBL
concluded | found myself in the midst of three thought processes that were driving

me towards individualism. | realised:

1. the personalised PE curriculum development | had implemented was
achieving success,

2. the quantitative PBL results and methodology | employed were ineffective as
they missed the richness of the experience, and

3. the impact the PBL collaboration had on Mrs A appeared to be

transformational.

What is of significance in relation to these thought processes was that despite my
ontological development | was still impeded by a lack of clarity over my world view. In
effect, all | was about to do was shift from one side of the structure-agency argument,
to the other. What | was yet to realise was that my simplistic understanding of
effectiveness was in fact part of a larger misunderstanding of the interplay between
structure and agency. Unfortunately, this misunderstanding was about to lead me
into another methodological approach that would require a further transformation in
the design of this research. Nonetheless, | was unaware of these misconceptions at
this time, and | proceeded down an individualistic route that led me towards SDT,

teacher agency and more specifically IPA.
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Whilst | can now present a more critical perspective to this development, at the time |
was thriving. | felt a sense of volition about my work and this enhanced my motivation
for action. Indeed, it was at around this Episode where | began to see the positive
impact of my PE curriculum development, and | became consciously aware of how

emotionally important my job had become for me.

Cognitive Evaluation Theory (CET), is a sub-theory of SDT which ‘specifies factors in
social contexts that produce variability in intrinsic motivation’ (Ryan and Deci, 2000,
p58). From a CET perspective, the authors argue that feelings of competence
enhance intrinsic motivation and such feelings can be conduced through
interpersonal events and structures such as communications and rewards. The
following positive feedback excerpts | received from my senior colleague (PF, 205-
206) and Mrs A (CR, 328-330, although retrospective, are an example of many of the
positive communications | received at the time which served to enhance my intrinsic

motivation:

‘the kids were engaged and you started to expect standards, and the

progress of the kids was paramount to you”
and:

“I think the kids see you as quite inspiring to them... | think they see
you as being a grown-up version of them (laughter)... and they think
you know what | can be someone as well.... He’s a good bloke and |

can be like that as well”.

CET further specifies that feelings of competence will only enhance intrinsic
motivation if they are accompanied by a sense of autonomy. From this perspective,
the leadership from my significant other at the time can be seen as crucial. Not only
did | perceive my competence as causally efficacious, | also believed my ability to act
was self-determined. The phenomenon of intrinsic motivation was first acknowledged
by White (1959) who discovered many organisms engage in playful behaviours in the
absence of reinforcement or reward. Ryan and Deci (2000, p56) define intrinsic
motivation as the ‘doing of an activity for its inherent satisfaction’ adding intrinsically
motivated individuals are ‘moved to act for fun or challenge rather than because of
external prods, pressures or rewards’. | felt challenged in my role, particularly
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concerning curriculum development and many of my interactions with our school
community were certainly full of curiosity and fun. CET argues that intrinsic
motivation will only occur for activities that hold intrinsic interest for an individual. In
this respect, the social conditions of school and the structures of EBD education
enabled this feeling of interest because | could relate to them due to my iterational

histories.

However, whilst | was thriving in my role it was clear Mrs A was feeling isolated. What
is interesting in relation to our future collaboration was Mr B was of the opinion that
my curriculum developments seemed to be “having an impact on other staff because
they were picking up positives from [my] teaching...”. Yet, in contrast Mrs A stated
that she felt that “everybody seemed to just be busy doing their own thing” and
“‘nobody had started looking at how maybe we could teach those kids in a different
way”. Despite the methodological weaknesses it is clear that in undertaking the PBL,
we did address Mrs A’s concerns. From a leadership perspective, one way in which
these concerns were addressed can be understood is through the theory of change
agents.

Beckhard (1969, p101) describes change agents as ‘people, either inside or outside
the organisation, who are providing technical, specialist or consulting assistance in
the management of a change effort’. Although this theory takes a minor role in
relation to the focus that is drawn from SDT and teacher agency it is certainly
representative of the early leadership role | undertook with Mrs A. The PBL was
conceived because | was focused on the change of the social behaviours of our
school community, which | deemed to be rooted in a culture of control and
conformity. Havelock & Havelock (1973) argue the actions of the change agent can

be defined by undertaking one or more of four roles (p60):

The Catalyst
The Solution giver
The Process helper

W bdh -

The Resource linker

In the first instance, my interactions in recruiting Mrs A are an example of me working
in a catalyst capacity. Havelock & Havelock argue that people do not normally want

change (she was an exception in this case) and catalysts act by sharing their
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dissatisfaction with the status quo and get the process of change started. These
discussions became a shared critical dialogue and this dialogue set the foundations
for our relationship. We discussed Robinson’s arguments of education
standardisation and we reflected on the conformist and controlling culture we
observed in school. Havelock and Havelock state (p62) ‘people who want to bring
about change have definite ideas about what the change should be’ and in this
context my vision for change was for a drive for personalisation, born from the
influence of Robinson. Kahn (1974, p496) states ‘to change an organisation means
changing the pattern of recurring behaviour’. Rather than changing our school
organisation (this was not a focus at this time although this position changed) what |
was interested in was changing our professional practice and our related behaviours

and understanding.

As | described earlier, | was intent on changing this culture but my attempts would be
undermined because of my simplistic and naive understanding of effectiveness.
Nonetheless, having connected with my colleague and established our common
ground of discontent our discussions developed a different focus. | presented my
ideas for change and as such | began to embody the role of the ‘solution giver’. From
Havelock and Havelock’s perspective (p62), | had solutions that | wanted others to
adopt and in this instance it was the PBL intervention. The PBL as | saw it, was going
to transform our school’s teaching and learning culture and this is an example of my
naive cause and effect understanding in action. From a change agent perspective, |
was at this stage focusing on the process of change through a task. This is an
important marker because as | have already stated | move from this position to

towards individualism.

As the PBL progressed, | developed my role to that of a ‘resource linker’. Havelock
and Havelock define this role as an individual who ‘helps clients find and make the
best use of resources inside and outside their own system’ (1973, p62). In this case,
this is where | arranged for Mrs A to attend a number of courses which she stated
were a “big confidence thing”. | also provided her with a range of research and
journal articles through which she could better understand the nature of Robinson’s
standardisation argument, as well as relevant EBD and PBL practices. The product
of this collaboration was that Mrs A grew in confidence and as | will discuss in

Episode 3, she also began to act in a change agent capacity herself.
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12. Episode 3: Adopting IPA, developing the Teaching and

Learning Group and my promotion to SLT

Signpost: This episode discusses the formation of the Teaching and Learning group,
my subsequent promotion to the senior leadership team (SLT), and my early
attempts at implementing change. The switch from positivism to interpretivism also
signifies a growing congruence between my thoughts and actions. However, |
continue to be undermined by my lack of understanding of the interplay between

structure and agency.

In undertaking the PBL, my journey for ‘identity and meaning’ as Formenti (2015,
p11) alludes, had taken a significant turn. In the process, Mrs A and | had answered
her questions of: “‘Who am | for you?’ and ‘Who are you for me?’ She became a
significant other for me, and | began to develop into a leader for her.

By this stage | was also aware that she had a significant story to tell in relation to our
collaboration and both of our developments. Around this time, | became aware of IPA
as a research method by reading a volume of the Emotional and Behavioural
Difficulties journal that my school subscribes to. Having undergone a transformative
ontological experience through the PBL, | developed an understanding that IPA could
be used as an approach to help me understand this shared journey. What is of
interest in this development, is the shift from a systemsworld focus through the PBL,
to a personal lifeworld focus through the use of IPA. Given the influence | drew from
Robinson and my desire to implement a personalisation agenda in school, it is
perhaps unsurprising that such an individualistic methodological approach would
become so appealing. It was also around this time that | was introduced to the
theories of SDT (Deci & Ryan, 1985) and teacher agency (Biesta & Tedder, 2007).
Again, the individualistic focus of both of these theories is representative of my desire

for personalisation.

In adopting IPA as a methodology and undertaking interviews with my two significant
others, | opened a door through which | hoped | could better understand their
experiences. One experience which came to the fore as being transformational for

Mrs A, was the development of the Teaching and Learning Group.

120



12.1. The Teaching and Learning Group (TLG)

Priestley, et al. (2015) describe teachers’ classrooms as cages that trap thinking,
rather than a source of experience through which to enrich the school community. It
was this type of understanding which underpinned the emergence of the TLG. Mrs A
stated that our work on the PBL was “one of the best times | had” (CR, 131) and we
wanted to share this passion and the change that we had created in ourselves. We
wanted to cultivate an environment where we could help others develop their own
agency and develop a sense of self-determination. Mrs A described the impact of the

process as follows (CR, 219-221):

“l would say it [our PBL and related PPS] challenged me as a teacher
but also made me think a bit about me as a person too. Erm... as a
teacher that things can be done differently and that children they can

learn in a different way...”

| find it symbolic that Mrs A refers to her development both in a professional context:
‘it challegend my role as a teacher”, and from a personal perspective: “made me
think about me as a person too”. This duality of emergence, mirrors the type of
development that | felt that | had undergone as well. | interpret this duality as another
indicator of the importance of relatedness and effective relationships. Indeed, Mrs A
states that relationships have to have ‘that personal element” (CR, 206) and by
personal she means “frust and that bit of transparency” (CR, 207). What also
appears to be important to Mrs A in relationships is conversation as the following
excerpt exemplifies (CR, 240-244):

‘me and you had a conversation and you mentioned about a teaching
and learning...you talked about setting up a group to help move the
school forward and | thought that was good... It was just spot on.
Everything about it; people were bringing things to the table, sharing
ideas, everybody was just pushing forward for the same thing and it
wasn’t where it was like right you need to go and do this now, it was
just like let’s all just talk about education, let’s just talk about what is

out there”
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As Mrs A describes here, the TLG was very informal. We used to meet each Tuesday
after school for an hour in the ICT room. There was no formal agenda - Mrs A would
discuss her experiences and | would bring a range of supporting research articles.
For obvious reasons, our first few meetings introduced Robinson’s ideas and the
concept of PBL. There was a general open door policy and after a few weeks we

found a small group of 6-8 support staff and teachers who would regularly attend.

Although Mrs A stated that | started the group she also played an important role in its
development. She states she developed (CR, 262-263):

“quite a bit of respect in the school [through the PBL intervention] so /
think | was kind of able to go like “oh just come along” [to the T&L
group] to some in the school who weren’t quite so sure and this was

great and they did”

The “respect” she feels she developed and subsequent ability to invite others is a
good indicator of her sense of agency and confidence at this time. When compared
to her pre PBL comments where she (CR, 19) “would question how to sort of teach” it
certainly indicates a significant shift in her motivation. From a change agent
perspective this is an important development for Mrs A as she is adopting the role of
‘resource linker’ by being that individual who ‘helps bring people together’ (Havelock
& Havelock, 1973, p62). By bringing colleagues to the teaching and learning group
she is taking on change roles which | have previously undertaken and thus we can
assume that this is an indication that Mrs A may be becoming a change agent
herself. We can look directly at Mrs A’s perceptions of her development in this
passage (CR, 250-259):

[My question:] How did the teaching and learning group impact on your

motivation?

“I felt more motivated. In terms of, there was more people to share. It
was all about discussions for me. It was all about talking about it. It
was about getting excited about things that you could try out and get
thinking about... its exciting and | liked that. It motivated me. | felt
related to you and some of the other staff who came to be involved
afterwards. We were part of something to move the school forward and
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it was exciting again. It was kind of like getting back to learning again

and you were being inspired if you know what | mean?”

Mrs A begins with “/ felt more motivated” and the collaborative language she uses
throughout (people, share, discussions, talking, related, part of something) gives
another indication that relatedness (particularly through conversation which she
references twice) is key to her motivation. Indeed, she explicitly states “/ felt related
to you” and when taken in the context of motivation this could be used as evidence to
argue that SDT offers an an approach through which leaders may better understand
the impact of their practice. It is also intersting that she uses the terms “mov[ing] the
school forward” and “being inspired” in answer to this question too as both are also

relatable to the practice of leadership.

The TLG developed over the coming months and the small group of staff who came
built a relatedness between one another and what we were trying to achieve as Mrs

A describes here:

“I think they probably had more confidence in what we were talking
about. Especially some of the more inexperienced ones, as they were
a bit like what | was [when we first started] and it [teaching in a
different way] just sort of grabbed them before they became caught up

in the control kind of culture we had.”

It was around this time (2017) that a vacancy on the senior leadership team became

advertised and | was presented with an opportunity to put these changes into effect.

12.2. Promotion to the Senior Leadership Team (SLT)

By this stage | had been in post for six years and | felt | was ready for a more senior
position. Although there was no formal job description, | wanted to continue to
develop my leadership practice in the field of teaching and learning. Figure 25 offers
an insight into why | thought | was ready for the promotion (n.b. my formal application

was lost in the previously mentioned hard drive issue).
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Figure 25: Photograph of draft SLT letter from 2017

* My experience re-shaping PE over the past 6 years
shows | have a clear vision of where we need to
go and that I can successfully implement positive
change.

¢ My strong rapport with the pupils - [ have the
level of respect required to take on a more senior
role.

e My research experience will be invaluable to help
you drive the school forward. I really think I can
bridge the gap between theory and practice to
help take our school beyond achieving
outstanding.

® On a personal level I also believe we have an
effective relationship that will allow us to work
together seamlessly.

I look forward to your response,
Many Thanks,

Mick

| got the job and through discussions with my senior colleague it was decided that |
would begin to lead on teaching and learning across the school. | was excited to
have this platform, as moving beyond the teaching and learning group, | felt | needed
a position of power through which | could implement whole school change.
Interestingly, in the following excerpt Mrs A appears to suggest that | had already

started regardless of my promotion (CR, 126-130):

“Well you took over, well it felt you just started to with the teaching and
learning... we started working on the PBL not long after we started to
chat quite a bit... maybe a few months and | think you got promoted to

the senior leadership team around about then too”

Although the timeline as she describes is slightly unclear, what is clear is that Mrs A
had the impression that | had already “took over” in relation to teaching and learning.
Her impression was likely to be a product of our close collaboration on the PBL as

well as the development of the TLG. | would surmise that other staff who had not had

124



this close contact may see this situation differently. Regardless, | felt my promotion
would provide the platform from which | could share my experiences and in effect
replicate and scale-up the type of support that | provided for Mrs A. Whist this naively
appeared a simple enough task at the time, Mrs A had her reservations (CR 245-
247):

[my question:] “Do you think everyone shared the same values and
what was the dynamic of the [T&L] group?”

“Yes, | think for that group it was [about shared values and improving
culture] and I think this is the question that was sort of mentioned a few
times. How you roll that out to others who aren'’t interested in change,
how you get someone to get to come to meetings or groups like this
when they’re not interested, to work that out and solve it I'd give them

next month’s wages (laughter).”

With Mrs A’s comments here we are entering into complex and subjective terrain.
Mrs A and | had formed an opinion that we needed to change the culture of our
school. From my perspective this change centred on collaborative working and the
personalisation of the curriculum. From Mrs A’s perspective she wanted “to be a part
of something that [was] going to make a difference [and] part of something that [she]
believe in, with other people who believe in it too”. Through the TLG we had
developed a small group of colleagues who appeared to be of a similar disposition.
Although I’'m sure we all had our own interpretations and motivations for being part of
the group, our presence indicated that we all wanted to be a part of something
different. However, it seems likely other staff may have wanted change of some sort
too, whilst others may have wanted a continuation of the status quo. This critical
discussion is only intent on exploring my interpretations and those of my significant

others from a leadership perspective.

12.3. Introducing Mr B

Mr B and | had always had a positive relationship but in my promotion to SLT he

became a ‘significant other’ for me by providing an opportunity to put into practice
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what | was learning. The following is a short introductory statement about Mr B which

he has approved.

Mr B had taught at the school since September 2002 shortly after the school’'s
transition from a previous site. Mr B had taught in a mainstream setting but the bulk
of his experience lies in the special education sector and in particular SEMH. Mr B
was promoted to a senior teacher role and then became a Deputy Head Teacher
around 2010. He then became Acting Head Teacher around 2018 but no longer

works at the school.

In my opinion Mr B was the leader of the school who held us together through some
very challenging episodes. In Mr B, | saw a person who was, in his own words in
need of somewhere “to go” and | found myself growing into a person who might give
him that place to go as | develop from a teacher who ‘just took over” into a member
of the leadership team. Mr B and | formed a partnership where he had a lot of
knowledge and experience with which to manage the challenging situations we were
still experiencing and | hoped | could contribute helpful knowledge in the form of
research and critical thought. | felt he opened up that leadership pathway from which
my career developed, and he gave me a platform from which | could begin to enact

change to our culture and structures more systemically.

As | identified earlier the need for change can be a subjective notion in much the
same manner as the term effectiveness. However, Mr B had been at the school for a
number of years, and he also thought the isolated practice that Mrs A perceived was
long engrained in the culture of the school. In this excerpt, he is referring to the

leadership practice in a time prior to my employment (PF, 119-121):

[My question:] How did that leadership style make them feel?

Dis.... Fractional [dysfunctional]. I don’t think it was a good feeling. It
was very; I’'m here for myself and as long as I'm ok in my little unit or

area then I’'m ok... It’s just | come in and do this and move on...”

Mr B progressed to discuss a more recent period in the school’s history where he
continued to feel that he (PF182-183) “never had anywhere as a deputy head to go

to... to pass on or receive any support....”. The ten years these comments cover
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indicates that the general feeling of isolation was deep in the school’s genes.
Something interesting about these excerpts is that the first relates to a period where
Mr B was a teacher, and the second to when he was in a senior leadership capacity
under the direction of another head teacher. In both periods, Mr B gives a sense of
frustration, appearing to direct this towards the head teacher at the time: ‘it doesn’t
really matter what the boss thinks” (first head teacher) and “[l] never really had
anywhere to go as a deputy head” (new head teacher) perhaps suggesting there was

either a strain in these relationships or a clash of leadership styles.

12.4. Trying to implement change

Despite Mrs A’s earlier concerns and Mr B’s here, | entered into my leadership
position with a sense of confidence and optimism. | believed | could scale up the
developments | had already embedded and improve the quality of teaching and
learning. However, in order to do this, | needed to understand what was happening
behind the closed doors of our classrooms. As such, | held discrete conversations
with teaching staff and explained how | had worked with Mrs A and how | wanted to
collaborate with them in a similar way. | discussed how | wanted to develop coaching
instead of formal observation, and | wanted to develop an ‘open door’ culture where

we were all free to learn from each other.

From these discussions, | received a number of positive replies from members of the
TLG but unfortunately, very little else. As a newly promoted member of SLT, and one
who was intent on driving change, this was quite a difficult obstacle to overcome.
Part of my job role involved performance managing a number of these teaching staff
and at the time this involved traditional termly lesson observations. It had been my
experience to that point that these observations had little to do with improving the
quality of teaching, and a lot more to do with system accountability. | wanted to move
away from this accountability regime and move towards a culture of coaching. An

example of the proforma that we used originally can be seen in Figure 26.
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Figure 26: Standard performance management proforma used to manage teaching staff performance

PERFORMANCE MANAGEMENT PLANNING AND REVIEW STATEMENT
ACADEMIC YEAR 2017-18

CONFIDENTIAL

Reviewee's Reviewer’'s | M. Hutchison
Name Name
EVALUATION OF PERFORMANCE ON PREVIOUS CYCLE

PERFORMANCE MANAGEMENT PLANNING FOR THE NEXT NEW CYCLE

Objectives for the next cycle. (For teachers including an objective linked to whole school focus.)

Extent, pattern and focus of planned lesson observations.
Term 1 Observation:
Term 2 Observation:

Term 3 Observation:

Other evidence to be used.

Support to be provided.

Timescales for completion.

My experience of working with Mrs A and my understanding of SDT had taught me
that developing relatedness was a key part of fostering the conditions conducive for
internalising an individual’s PLOC. It was my understanding that the more motivated
staff were, the more likely they were to contribute to a more positive school culture.
However, it was quite difficult to initiate change and develop this relatedness without
the willingness of staff to engage. As Nelson, et al. (2009) argue, most school
systems are imbued with an institutional inertia which undermines change. Equally
for some, | imagine that the implications of my changes may also have been an
unnerving experience. | was someone who was implementing change in school, and

| had been promoted on this basis — it was likely that | could be perceived as a threat.
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As Cook, et al. (2012) describe, change is difficult and many teachers and schools
appear to develop mechanisms that protect the staus quo. The difficulty | had was
that | didn’t believe that maintaining the status quo was good enough, but | equally
believed that imposing change upon staff (as opposed to building a consensus) was
not the way forward either. From my perspective, the lesson observations were too
far apart to be a part of any developmental process and the fact that they were
mandatory, curtailed any sense of autonomy over their content. The problem that |
had was that in order to grow the culture | wanted, | needed staff to want to be a part
of it. Having found this difficult, | was left with the question: do | continue with the
status quo which I didn’t want, or (and | didn’t want this either) do | implement my
vision regardless? The problem with this dilemma was that both options undermined

what | wanted the most — autonomy for staff.

In the end, | opted for both methods. Firstly, | began to work with a small number of
willing staff on various projects with the view that the results could be shared in an
attempt to develop relatedness amongst others. Alongside these projects and in the
absence of the right conditions and willingness to engage, | continued the termly
observations with other staff and put my desire to develop a culture of teacher led
coaching to one side. Although | was disappointed with this outcome, | gained

valuable experience and in time | realised the naivety of my scaling-up assumptions.
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13. Episode 3 Conclusions: Adopting IPA, developing the

Teaching and Learning Group and my promotion to SLT

In many regards the key notion at play in Episode 3 is power and it is worth reflecting
on this key leadership ingredient. At the time, my focus was on building follower
recruitment in order to enact change as | saw it. Bennett (2001, p53) describes the
acting out of such relationships within organisations as an ‘endless sequence of
exchanges between parties’. He describes each individual as having ‘resources to
exchange’ which have different values that are a determined by, and arise from, the
culture and structure within which they reside. What each individual can draw upon in
these exchanges causes some to seem more powerful than others and in this way
power can also be seen as a resource. Hales (1993) identifies the following four

kinds of power resource:

1. Physical resource power: the individual's coercive power - something
symptomatic of our school’s EBD culture: pupils are naughty and need to be
taught right from wrong. It may be equally true that some staff who were
reluctant to engage in my coaching intervention experienced my approach as
laden with physical power.

2. Economic resource power: the ability to provide or withold resources of need
such as the manner in which Mr B gave me autonomy over curricuum
development in PE.

3. Knowledge power, taking two forms: administrative knowledge - the operation
of the school and technical knowledge - the core work of the organisation. In
this respect | can be seen to hold knowledge power in that | set the daily
timetable and | have developed teaching and learning knowledge by
undertaking this EdD.

4. Normative power: access to scarce values, desired ideas, often resting upon
personal relationships and broader reputation. The relatedness between Mrs
A and me is an example. Normative power can be seen to reside in individuals

more than positions of power.

The understanding of each of these power resources helps one understand and use

such power in a legitimate manner. Bennet explains that:
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e normative power is largely seen as legitimate, resulting in a relatedness to the
associated act;

e physical power as non-legitimate leading to ‘alienative compliance’ and a
search for a retaliation; and

e economic and knowledge power results in a more calculated response.

Bennet describes power as a frequently ignored aspect of the school effectiveness
debate. Moreover, he adds that not only is the type of power significant, the manner
in which it is deployed also carries significant import for its legitimacy. He argues that
power can be overtly or covertly deployed, with the latter further separated into direct
(immediate action) or provisional (threat or promise). For leaders like myself, power
can thus be seen as an important and highly complex aspect of the process of

leadership.

One area where this notion of power can be discussed is in our school’s early EBD
culture. The language of ‘behavioural difficulties’ resonates with Mr B’s description
(PF, 5-13) that this culture involved “managing very difficult behaviours” of “Kids
[who] were very, very, errr aggressive [and] strong willed” through “enforced
discipline”. It was my experience that physical power, together with an overly
simplistic understanding of our pupils’ needs (knowledge power); and an extrinsically
based behaviour system that undermined motivation, played a large role in the high
number of restraints recorded in 2012/13. As Bennet argues, overtly employed
physical power is likely to lead to alienative compliance and this is representative of
the type of behaviours | saw from our pupils during a Friday afternoon sanction.
However, this is highly complex and emotive territory that will invoke a range of

opinions requiring further investigation beyond the scope of this research.

Another relatable variable to discuss is Bennet’s notion of structures being dynamic
entities with causal powers. For example, the physical structure of schools separated
into faculty classrooms, deliberately constructs the way pupils and teachers work in
isolation. Using this as an example, structures can also be seen to exert some
degree of autonomy which Bennet refers to as ‘discretion’. For instance, the
discretion for teachers who are positioned in their classrooms, isolated from their
communities, to close their doors. In this example, the physical structure of the

building affords the teacher a higher degree of discretion and thus power. After all, if
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we wanted our staff to be collaborative, why position them in separate rooms and
why have doors? Bennet identifies that how an individual uses this power depends
on their interpretation of the situation. This is an interesting point in relation to our
school culture because Mrs A was feeling isolated in her classroom and wanted to be
a part of a more collaborative structure, whilst it is possible other staff were content
with the status quo. As such, power can be thought of as highly subjective and in

need of personal consideration.

Another related area of note in relation to power, is the PBL. The relationship
between Mrs A and me lacked any performativity pressure that a senior position may
have brought, and these conditions underpinned a different dynamic to our
exchanges. Priestley, et al. (2015) claim performativity pressures have the potential
to diminish the agency we were trying to foster. Put simply, we were like minded
individuals who had shared values and a common desire to move our school forward.

Mrs A reflects this when she said:

“It was like what my idea is [her educational philosophy], what my
vision is, is the same as somebody else’s [me] and that’s quite
reassuring... especially when you’re working in isolation.... | kind of felt
we had a connection on stuff and kind of related in our thinking if that

makes sense?”

Relatedness, as a basic psychological need (Deci & Ryan, 1985), was the bedrock of
what we did together. It provided a connection that helped us talk openly and work
effectively together. Mrs A talks of having a “reassuring” feeling through our shared
vision and this need for relatedness can be seen to be fulfilled through her feeling
that “we had a connection on stuff’. In this instance, the meeting of this need for
relatedness can be seen as an underlying basis for normative power and legitimacy.
Bennett describes normative power as resting in individuals and representative of the
feeling of shared values and ideas bearing resemblance to Habermas’ lifeworld
focus. He adds that it can be observed when colleagues are able to persuade their
peers ‘to do something as a personal favour’. Whilst favours were not necessarily
part of our everyday actions our discussions did help both of us to feel, as Mrs A
describes, as a person whom we ‘respect’, ‘relate’ and hold in ‘value’ - this is a notion

that has helped shape my practice as a leader.
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Personal values are important to me and as Sergiovanni (2000) describes, they are
an integral part of the lifeworld of schools. Bennet describes normative power
resources as ‘legitimate’ leading to value-based commitment to tasks; i.e. staff carry
them out because they have a cognitive or emotional attachment to the task. Mrs A
and | built a lot of normative power in our work together because of our emotional
attachment to our collaboration and this can be observed in the shift she makes from

feeling isolated to feeling connected.

What was of equal importance in our relationship was the parity of power. Bennett
(2001) argues that where disparity is great there is a substantial threat of creating
compliance rather than self-determined action. However, the process of our
collaboration and my mentoring role, was designed to create equality not disparity,
and the product of this process can be seen in her talk of relatedness. Moreover, it
was this type of experience which eventually underpinned my desire for individualism
and created the shift in my ontological understanding as | moved from empiricism to
Interpretivism. Our discussions gave me a personal insight into Mrs A’s development,
and this started my desire to focus on leadership as a process of personal

development through the use of SDT and teacher agency.

As my power developed through promotion this presented a challenge to my desire
to implement change. One of the major difficulties | was finding was building the
opportunity and creating the right climate to enter other teachers’ classrooms. Whilst
Mrs A was supportive of the opportunity, it appeared my offer was received differently
by other staff. These receptions likely stemmed from various personal and structural
issues. Although | sought not to overly dwell on my feelings of being rebuffed, |
became conscious that my leadership position may have brought forth a constraining
power influence. As Bennett argues (2001, p57), power is ‘a crucial variable which
needs to be incorporated into our analysis of [the] structures and cultures’ of an
organisation. The further removed | became from the classroom, the more difficult it
became to develop a link between my leadership desires and the practicalities of

classroom teachers.

Whilst change is an important aspect of school development, Bennett (p46) argues
that schools ‘need to be kept in a reasonably stable condition’ and asserts part of the

role of leadership is to ‘reduce the impact of turbulence’. In many ways, it could be
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argued that through my approach to change (i.e. my attempt to develop coaching), |
was acting to increase internal ‘turbulence’ for some, rather than creating a stable but

dynamic environment.

However, my intent was to develop the type of normative power and legitimate
exchanges that Mrs A and | had created. | wanted colleagues to relate to my use of
power as legitimate, but whilst Bennett argues that this legitimisation is likely to
produce positive forms of compliance, | didn’t want compliance. | wanted colleagues

to internalise their PLOC and develop a sense of self-determination.

In this case, | think there is argument over terminology that is significant on the basis
compliance underpins an externalised regulatory style (Ryan & Deci, 2000). | was
trying to move our school away from a structure of compliance epitomised by termly
observations. | wanted staff to feel supported in their position because they were self-
determined and they could relate to the type of culture | was trying to create.
However, the problem | encountered was that | had not accounted for the potential
conflict or lack of engagement that could be caused through teachers using their
agency and motivation to disagree with me and make different choices to the ones |
valued. Again, this is an example of my naivety and lack of experience. It seems
paradoxical now that | was trying to develop self-determined staff, build relatedness
and foster a climate of autonomy, but | had neglected to account for the multitude of

opinions and actions this would evoke.

At the time | lacked the knowledge to be able to evaluate these differences and |
lacked the experience through which | could still create a collective approach. As |
enter Episode 4, | develop an awareness of critical realism and the fallible nature of

knowledge which helps bring clarity to my understanding.
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14. Episode 4: A Critical Realist Approach

Signpost: This episode discusses my introduction to Bhaskar’s (1998) critical
realism, Archer’s (2003) theory of the internal conversation and related reflexive
modes and the impact this has on my research and self-awareness. My exposure to
these ideas provides the most defining influence through which | develop the current
congruence | have between my ontological position, research and leadership

practice.

Episode 3 involved a number of positive developments for my career. | developed the
TLG and | secured a position on SLT with a mandate to improve the quality of
teaching and learning. From a research perspective, | had interviewed my two
colleagues and | had analysed their transcripts using IPA. | then started on the

process of creating another draft of this thesis based on this approach.

As | described in Episode 3, one of the difficulties | was beginning to encounter was
developing a collective efficacy in relation to the changes | wanted to grow. | had
developed a lot of normative power through my work with Mrs A and the TLG, but |
was finding it difficult to scale up these practices. It was at this juncture that | was
introduced to Bhaskar’s critical realism through the reading of a thesis given to me by
my supervisor. | was finding it difficult to rethink my thesis because | had never used
an interpretive methodologies before. However, as | read through their literature
review | became intrigued by their description of critical realism. Although | had
shifted to IPA in the recent past, | still found discussing my ontological rationale
behind this choice problematic, because | didn’t have a clear world view. This reading
then led onto further research which drew me towards Archer’s related social critical
theory (2003). Although this understanding took time to distill (around two years), it
had a profound impact on my actions from this point forward because these ideas
triggered a significant leap in my ontological development. This impact centred on my

awareness of three key issues:

1. My actions thus far had been shaped by what Archer (2003) determines as
my reflexive mode,
2. | had adopted what Archer refers to as an overly ‘individualist’ (Archer, 1995)

position in my use of IPA, and
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3. My limited understanding of effectiveness and methodological ‘mistakes’ was

related to a wider lack of world view.

14.1. My Reflexive Mode

Having spent considerable time researching into critical realism | began to put my
reading in context of my experience. These experiences were telling me that
personal meaning was an important factor in my leadership practice and this focus
brought my attention to Archer’s 2003 book: Structure, Agency and the Internal

Conversation.

What drew my initial attention was Archer’'s comment that as individuals we
deliberate our lives through our ‘internal conversation’. Although this seems
remarkably simple and obvious, it was not something that | had reflected on much
until this point. Archer argues that through this conversation, individuals reflect upon
their social situation in light of their concerns and projects and formulate actions in
respect of their orientation. What | found particularly interesting was that Archer
identifies the following four types of reflexive mode which she argues represent an

individual’s basic orientation towards society:

e Communicative reflexives — share their thoughts with others and seek
validation,

¢ Autonomous reflexives — have a lone internal dialogue from which they act,

o Meta-reflexives — are values driven, think about their thinking and are drawn
into self-interrogation, and

e Fractured reflexive — create disorientation through thinking leading to inaction.

Whilst | found her theory quite difficult to read at times, | found myself drawn to her
four modes and how remarkably reflective they were of the characteristics of some of
my colleagues and myself. Archer states that practitioners of each of these modes
adopt generically different stances towards society and its constraints and
enablements which represent their ‘overall pattern of response to the totality of
structural powers’ (p343). She adds that the ability to produce a stance is

symptomatic of being an ‘active agent’ whilst conversely, the process of becoming an
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active agent is the result of an individual’s internal conversation and subsequent

exercising of personal powers.

As | read, | began to reflect on my own actions and how they stemmed from the
internal conversations that | had. | was also clear in that | recognised a lot of my
actions stemmed from my autonomous reflexive mode. She states that one’s
reflexive mode is the default position through which they ‘align their personal
concerns with [their] context’ (p349). She also argues this alignment varies directly
with a person’s reflexive mode and the conclusions they draw in relation to their life
projects and their orientation towards their encounters with enabling and constraining
factors. She adds that it is the combination of these ‘two deliberative outcomes,
which represents acquiring a stance towards society’ (p349).

| took some time to deliberate my autonomous reflexive mode and how this had
shaped my orientations towards educational systems and actions in school. Archer
(2003, p252) describes autonomous reflexives as individuals who ‘know what they
want in society and formulate clear projects to achieve it, they are responsible for
activating the causal powers of constraints and enablements’. Autonomous reflexives
are driven by outcomes, and | became aware that this was an underpinning factor in

many of my decisions and conclusions to date (see Table 9 below).
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Table 9: My autonomous reflexive characteristics in context

Autonomous reflexives
characteristics

How | enact characteristics

Origin

Centred on performative
achievement

Exemplified more widely by undertaking this EAD and my desire to
become a Head Teacher. However, in this early context this desire

for achievement is driving my impatience for change and desire for
a quick fix solution.

| have always performed and competed. Throughout my school
years | thrived on representing and winning in sport at all levels.

Concerned with intrinsic
satisfaction

As a teacher | have actively sought and found a school that meets
this need. Moreover, there is also the inclusion of SDT in this
research which has direct links to intrinsic motivation.

| have always been very single minded and | have tried to build
my life around activities that I enjoy. In my youth this was sport. |
find it particularly difficult to engage in activities that have limited
meaning for me.

Increasingly knowledgeable
about themselves in relation
to society

Although this wasn’t applicable at the time of this episode the
development of this research is a good example of this in practice. |
also refer to the focus on agency, SDT and more specifically my
growing reliance on social critical theory and agency as examples of
this self-knowledge generation.

Stemming from my competitive nature and focus on achievement
| want to understand how | can use my abilities to best enact my
goals.

Increasingly knowledgeable
about society in relation to
themselves

The inclusion of Archer’s social critical theory in order to
understand the process of agency development is a long term
example. My use of SDT in relation to performance management
target setting for staff (discussed in episode 5) is another good
example of this in practice.

I've always had a clear vision of what | want to achieve and in
order to achieve that I've found it important to understand how
resources, people and cultures affect me. | am very particular
about how and who | exchange with.

Focused on adopting a
strategic stance to their
projects

Undertaking the EdD in order to further my career is a large part of
my personal project.

My desire to enact my inner project has been a constant
throughout my life. My project changes but my desire to enact it
does not. | am a very focused on long term achievements.
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What interested me at the time was that this awareness brought a recognition that
many of my early actions were drawn from the logico-scientific mode of thought
(Bruner, 1990): i.e. my desire for the quick fix leading to the PBL, and my desire to
‘implement’ or ‘drive’ change. My use of terminology is key here because it
represents my fractured world view at the time. | wanted to develop a culture of
coaching and build normative power through what | deemed to be a lifeworld
approach. However, from the outset | neglected to take account of the personal
desires of staff involved because | was focused on ‘implementing’ and ‘driving’
systems, rather than listening and creating mutuality. This was an important
development in my understanding as it helped me to recognise that despite my
lifeworld intentions, my actions were not always in congruence. From a leadership

perspective, | knew this was something that | needed to address.

Despite this acknowledgement, being an autonomous reflective had served me well
in some instances - particularly where | have been driven by an outcome i.e.
developing the PE curriculum. However, the innate process of lone-dialogue leading
to action generated many challenges as well. One of these challenges was that |
observed a problem and then sought an evidence based solution to fix it. | required
no confirmatory conversations with others because autonomous reflexives think and
act for themselves (Archer, 2003). Whist this process can lead to decisive decision
making, without a bank of critical theory or meta-reflexive process to draw upon this
can also lead to challenges to professional codes and ethical practices (Goodman,
2016). For instance, | became aware that my conclusions the PBL could be used as
a whole school approach to address the cultural issues | saw in school, was an

example of this flaw in action.

Understanding my reflexive mode helped me to develop an awareness of three areas

| needed to focus on:

1. I needed to develop a well-rounded bank of critical theory,

2. We each have our own reflexive mode and understanding the mode of others
would help me to develop and awareness of how to lead them, and

3. As an autonomous reflexive | needed to develop my meta-reflexive and

communicative practice in my evolution as a leader.
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14.2. Becoming critical of IPA

Having critiqued critical realism on pages 32-37 | will be concise in my description in
this section. In developing an awareness of critical realism and Archer’s social critical
theory, | began to fill a significant gap in my understanding. This gap related to the
interplay between structure and agency and this lack of understanding led to the
methodological mistakes | made in developing the PBL, as well as the
misapprehensions | held in my attempts to engage staff in culture change. This gap

also underpinned my simplistic understanding of the term effectiveness.

| entered into this research with a logico-scientific mode of thought because | made
the assumption that the practice of teaching was a science that held implicit
conditions for success i.e. the PBL would lead to a quantifiable outcome. Through my
work with Mrs A | shifted towards interpretivism because | began to see teaching as
more of an art and thus more related to social science and Bruner’s (2004) narrative
mode of thought. At the time this shift, although problematic, felt to be in congruence

with my experiences.

However, the issue that was beyond my understanding at this time was
Cruickshank’s (2011, p8) argument that the:

‘ontological assumptions in the social sciences pertain to the
structure—agency problem, i.e. the problem of defining social reality in
terms of structures, agents or some form of structure—agency

interplay’.

Becoming aware of critical realism first of all helped me to become aware of this
interplay at an ontological level and secondly, helped me to understand my actions
more critically. For instance, Bhaskar (1998) is critical of my original structuralist
position because of the deterministic assumptions | made (i.e. | assumed the PBL
would produce a determined outcome); and Bhaskar is equally critical of the following
individualist IPA methodology | employ because as he argues it fails to account for
social context (i.e. teachers are interconnected with the structures of their
environment and this must be taken into account). Consequently, and this is the main

aspect of my learning within this episode, Bhaskar argues that the task for research
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is to link structure and agency and this is where he argues his stratified open system

takes effect (see Figure 1).

The difficulty this now presented me with was that in becoming critical of IPA, | was
faced with another potential methodological shift - having undertaken months of
analysis this was a difficult proposition. However, on a positive note, | had found
‘EDU8995 Research in Practice’ a problematic module in 2014, and | felt that
developing my awareness of critical realism had finally helped me begin the process
of piecing my experiences together. | took a number of months off to reflect on my

position.

14.3. Finding a narrative way forward

Having had time to reflect | made the decision to move forward with a narrative

methodology based on two thought processes.

Firstly, | took time to reflect on Bhaskar’s (1998) and Archer’s (1995) criticisms of
individualist methodologies, and | re-read the transcripts and my related group
findings. From these findings | found that whilst | mostly agree with their criticisms
(i.e. there is an opportunity to neglect the impact of structure), the generative
structural and agential superordinate themes | developed suggest their argument is
not absolute (see repeated Table 6 below). When undertaking IPA | was unaware of
this potential flaw but regardless, | had developed superordinate themes that indicate
that culture and structure, as well as agency, were key themes that | interpreted were
important aspects of my participants’ stories. Given that | had not designed these
interviews to pertain to the structure-agency argument, and yet they emerged,
suggests there is an argument that such methodologies may offer a route to

understand this interplay.

141



Table 6: Summary of Superordinate and Group Themes (numbers illustrate the frequency of theme
arising from the analysis process)

Superordinate Theme Group Theme

Teaching Practice (2)

Control (8)

The second thought process related to my personal development. The original shift
from PBL to IPA pertained to the development of Mrs A. She seemed to have
undergone a transformation and with my link to this in a leadership capacity there
appeared to be an important story to tell. Having taken some time out to consider my
position, | equally became aware that | had also undergone a significant personal
transformation. | had developed an understanding of my reflexive mode and more
importantly an awareness of my development as a leader and the challenges that |
still needed to overcome. As an autonomous reflexive | knew | was driven by two

challenges in particular:

1. I still had a passion to improve the culture of our school by developing
personalisation and creating a mutuality between our lifeworld and
systemsworld, and

2. | was conscious that one of my traits as a leader was my dominant internal
conversation. | often think and act in isolation. | knew | needed to develop my
communicative and meta-reflective practice if | was to be successful in my first

challenge.

In answer to these two challenges this research was re-focused into the project of

reflexive action that it is now. Whilst | continue to draw from my colleagues’ stories, it

is my voice that has become the dominant discourse because it is my story that |
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want to communicate and reflect upon (as | have thus far) in order to develop my

leadership practice.

143



15. Episode 4 Conclusion: The impact of Critical Realism

My introduction to critical realism was the most significant episode in my journey to
date, putting the foundations in place for the emergence of my current understanding
of leadership. However, as is often the case with learning, this re-authoring process

was far from linear.

Prior to my promotion to SLT, | was sure that changing the culture in our school could
be achieved through a systemsworld process and this was the basis for the PBL.
However, in this collaboration | uncovered the complexity of Mrs A’s experience and
the fallibility of this understanding. From a research perspective, this led to the first
re-authoring of this thesis as | sought to interpret our experience and develop some
knowledge for action (Wallace & Wray, 2011). Despite this shift in research focus, it
took some time for this experience to shape my actions as a leader, and as an
autonomous reflexive | continued to pursue a systemsworld approach. For instance,
having experienced the impact of my agency and also having helped Mrs A to
achieve her agency; it continued to seem plausible that this process could be scaled
up. However, despite my seemingly well-founded efforts, | found this process difficult.
Whilst this brought challenge, my awareness of critical realism together with the
space and time | took, gave me the opportunity to absorb the notion of complexity
and personal agency. In doing so, | realised the path to the effective school had

seemed so simple before | tried to realise it.

The introduction of critical realism helped to bring some understanding of causative
interplay to this experience and this was crucial for my development. Although this
process took some time, | began to think more coherently about my leadership
approach and through Archer’s social critical theory (1995), | began to recognise the
constraining impact my reflexive mode and incoherent world view had on my earlier
actions. From a research perspective, this understanding brought another re-
structure. However, in assuming critical realism as the basis of my world view, | had
seemed to have found a position which offered a better reflection of my
understanding of knowledge. For instance, | could reflect on my experience with Mrs
A and recognise that this had taught me the importance of understanding the reality
of the individual. | also began to recognise Mrs A’s communicative reflexive traits. |
was starting to understand that she, as Archer (2003) alludes, was in need of a place

to discuss and have her opinions and thoughts for action validated. Evidence for this
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trait can be seen in Table 2 (repeated below) where in her interview she makes
reference to ‘relatedness/ relationships’ on 16 occasions and ‘discuss/ talk/

conversation/ connect’ on 46 occasions.

Table 2: Frequency of specific terms in text of Classroom Teacher's transcript

Term Frequency
Relate to/ Relationships 16
Motivation 16
Control 13
Confidence 8
Push / Move forward 10
Isolate(d) 8
Culture 5
Challenge 12
Discuss / talk / conversation / connect 46
Share 10

Through developing my awareness of reflexive modes, | have developed a deeper
understanding of Mrs A’s needs, and this has helped me shape my interactions with
her. For example, because | know she has a desire for relatedness and to “share and
be more conversational” (CR, 371) | try to ensure our work together (i.e. CPD) is in
small groups and there are opportunities for her to talk.

However, whilst my awareness of reflexive modes has brought a helpful realisation to
my relationship with Mrs A, it has also deepened my understanding of the
complexities involved in dealing with others. We each have our own reality (Larkin, et
al., 2006) and understanding each of these in a school community is complex. Each
internal conversation can be related to an action through a reflexive mode and each
of these needs to be understood in the context of others, as well as how they are
constrained or enabled by the generative structures of school, wider education and

over-arching philosophies.

However, the most critical learning arising from this world view continues to be the
importance | attach to the process of reflexive action. By taking time and space to
reflect upon and better understand myself and the relationships | have developed
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with my colleagues in the context of wider structures, | have created the opportunity
from which | have construct my world view and begun to develop and share my
practice knowledge. West & Reid (2015, p5) argue the creation of such space is not
just important for the development of narrative competence but also for the ‘health
and dynamism of all people in whole cultures’. From my perspective, the multiple
changes to this research have been both complex and at times tiring to implement.
However, by creating the space to reflect | have developed a deeper understanding

of my journey which has helped to bring meaning to my leadership.

The acknowledgment of these features, has driven me to continue to deliberate upon
what | have learned, and continue to learn, in order to use this knowledge to develop
my leadership approach. Episode 5 narrates my promotion to the Acting Deputy

Head Teacher and the challenges that ensued.
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16. Episode 5: Leading and developing a climate shaping

approach

Signpost: In this episode | am promoted to Acting Deputy Head Teacher. | discuss
my leadership practice through a range of examples in context of my awareness of

Structure: agency interplay.

By this stage Mr B had been promoted to Acting Head Teacher and the opportunity
arose to become the Acting Deputy Head Teacher. | applied for the role (see

Appendix E) and was successful.

Through my emerging awareness of critical realism, | had developed a more
nuanced approach to my leadership practice. | was developing a deeper
understanding of the interplay between structure and agency, but | continued to draw
heavily on the individualistic theories of SDT and teacher agency. | did this because
my experiences of working with staff, both where | achieved success (with Mrs A)
and where | found challenge (entering the classroom of others), had taught me that
the key to developing mutuality between the lifeworld and systemsworld of our
school, was about creating the right individual climate for each person to feel
supported and self-determined in their actions. For Mrs A, this was about developing
relatedness and providing opportunities for her to engage in what | deemed as her

dominant communicative reflexive mode — for others, this looked different.

However, the individuality of this approach created complexity, and this brought an
obvious challenge to creating mutuality — we all have our own values and
interpretations and in order for an individual to feel self-determined they must feel
their need for autonomy is being met (Deci & Ryan, 2000). However, one of the
challenges | faced in relation to this mutuality, particularly in light of my new position,

was the pressure induced by a looming Ofsted inspection.

At the time | saw Ofsted as a bi-product of what | understood to be the constraining
structural property of education’s logico-scientific basis. From a lifeworld-
systemsworld perspective | saw them as a significant constraining feature that was
impeding my desire to develop mutuality and place values and personal experience
at the heart of our school’s culture. In a practical sense, | was grappling with the

system’s desire for control and my own desire for personal meaning. Having
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emerged from two ontological repositionings | was confident this time that my desire
for mutuality was underpinned by a more cohesive world view. However, | was
finding this conceptualisation difficult to implement and expand because of this type

of structural pressure.

Nonetheless, the following excerpt (Figure 27) from my application (see Appendix E)

gives a good indication of what | was striving to put into place in school:

Figure 27: Excerpt from Acting Deputy Head Teacher application

Effective working relationships — A central task of school leadership is to improve staff performance. | believe my experience

and knowledge in 3 key areas are paramount to making this happen:

1. Building and sharing a vision — | am a huge believer in personalising education and although we have made a lot of
progress in this area over recent years we still have a lot of work to do. My recent intervention work is a good example of
me being able to motivate staff around a shared vision. | also believe we have an effective working relationship built
around a lot of shared values and this will be a key feature for driving our school forward.

2. Understanding and developing people — Integrating the functional aspects of school with staff’s personal goals are
fundamental to maintaining an effective team. | believe my performance management of staff including observations and
high quality feedback as well as a lot of the less formal but more effective ‘targeted staffroom chat’ | engage in position
me in an excellent position to influence staff.

3. Managing teaching and learning — Classroom teaching is the number 1 positive influence on pupil learning and it's an
area we have made good strides in over recent years. My academic knowledge and ability to lead by example put me in a
strong position to influence the changes that need to continue to happen to drive this area forward. Curriculum
development, the building of collaborative cultures, the monitoring of teaching and learning and providing teaching
support are areas where | can make large developments. | have already made small curriculum changes to develop pilot
interventions; | have begun to develop a collaborative culture in English and Literacy amongst staff; | have supported
staff through numerous intervention and PM driven observations and | have provided personalised support to staff to
afford them the environment required to succeed.

| have highlighted areas in bold and orange to draw attention to two particular areas

which reflect my desire to foster a lifeworld approach.

Firstly, highlighted in bold are key terms which represent my desire to develop a
collective culture around the beliefs and values of staff. These include - sharing,

shared, personalised, building, collaborative, support, understanding and influence.

Secondly, highlighted in orange are sections where | am presenting my ideas for
change. The first of these involves ‘building a shared vision’ which reflects my desire
to develop collective efficacy, build relatedness and thus ‘motivate staff’. The use of
motivation in this context also offers an indication of the influence | draw from SDT.
The second section involves ‘understanding and developing people’ and this offers
another indication of my desire to work closely with individuals in order to understand

their experiences so that | can help develop their practice. However, through some of
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the language used in this section, particularly ‘my performance management of staff
including observation’, it is clear that | have not yet found a way to embed the

coaching culture that | was keen to grow.

It was on this basis that | began to integrate the theories of SDT and teacher agency
into staff performance management in a more collective way in an effort to develop a
dialogue from which | could build relatedness. On reflection, this is probably where |
begin in earnest to put my personal ‘climate shaping’ leadership practice into action
for staff outside of my work with Mrs A and the teaching and learning team through
whom | had undertaken small scale interventions. | adapted our standard
performance management document (see Appendix F) and | asked staff to complete
sections in relation to their needs for competence, relatedness and autonomy. We
then discussed these in light of their professional and in some cases personal

histories. An example of this can be seen below in Figure 28.

Figure 28: Excerpt from adapted performance management document

Performance Management Expfnppg Planning & Review Siatement 2013-19

Support to be provided.

Autonomy. What kind and level of support! direclion’ freedom do you need to be sffective in your
role(s)?

Competence: Have you gof the rmght level of knowledge/ fraining/ ability fo carry out your role{s)?
What support do you need in these areas?

Relatedness: Do you feel 8 sense of purpose in your role that links fo the wider picture in school? Do
feel you and your wark is & valued and integral pant of school?

Timescales for completion.

Reviewee comments.
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As part of these discussions, | also drew from my knowledge of Biesta & Tedder’s
(2007) teacher agency model and framed our dialogue so we could develop a
collective understanding of their practical-evaluative experiences and personal
projective goals, as well as my vision for school development. Through this process |
was attempting to build an understanding of each staff member’s world, develop their
relatedness to me as a leader, and also increase our normative power to form a
basis for future exchanges. | also wanted to use their understanding to help shape
my own vision because | was aware of the pitfalls of my reflexive mode. For the most
part, staff appeared to engage in these discussions positively and | began to gain a
more critical understanding of each individual’s needs, which in turn helped me to re-

evaluate my vision.

For example, in a conversation with one member of staff it was highlighted that whilst
curriculum personalisation seemed to be progressing well in a teaching and learning
context, why had this not been developed to include the social, emotional and mental
health needs of our pupils? Following this conversation, an intervention was put in
place to assess and track pupils’ mental health through Strength and Difficulties
Questionnaire (Goodman, 1997) screening. Having used SDQ’s as part of the PBL |
thought they would help provide the type of normative data that could give us a better
understanding of our pupils needs. Staff would score pupils and thus we could
determine which pupils needed more support and in what areas (see Figure 29

below).

Figure 29: Excerpt from my 2017/18 teaching and learning report (see Appendix G)

6. Develop pastoral support

Current: We have made significant progress since the introduction of the new 5LT. The timetable has been
revised and seven 1:1/ small group interventions are now running targeting pupils most in need as
determined by (1) staff in daily briefings; (2) occurrences of bullying/ incidents/ restraints/ returns to
zchool following absenteeism; and (3) 500 scores. One member of staf‘F. has undertook a lead role to
effectively manage and monitor pastoral intervention work carried out by staff. Pupils are assessed
through SDO's and this data is used to manitor pupil’s SEMH. All work is reported via 5IMS. We also have

Although this was fairly rudimentary, as a school we had never collected and
analysed such data in this way before and it helped us target our interventions in a

more bespoke way. As with the personalisation of the curriculum, the rationale was
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that by improving our knowledge of each individual we could provide more nuanced

interventions through which we could better meet need.

| was also keen to implement this personalisation agenda with staff too. As part of
this | ran a number of whole-school CPD sessions which involved looking at the
effective traits of teachers. The intention of this CPD was to revolutionise the way in
which we assessed the quality of teaching and personalise the way in which we
supported staff through CPD. | wanted to involve staff in this development in order to
build their relatedness to the process of assessment and performance management.
In short, this was the first phase through which | planned to change from a culture of
performance management observation and towards a culture of personalised
coaching. As part of this CPD and in conjunction with all teaching staff, we developed
the ‘Effective Trait descriptors’ for assessing and developing the quality of staff's

performance. Figure 30 below illustrates a caption of this developed grade descriptor.
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Figure 30: Caption showing a section of the school's 'Effective Trait Grade Descriptors'

Relationships

Inconsistent relations with pupils.

Consistent lack of relatedness from
pupils.

Regular challenges from a wide range
of pupils.

No pupils view you as their ‘go to”
person.

Involved in regular negative
‘incidents” with pupils.

- EFFECTIVE TRAIT GRADE DESCRIPTORS

3-5

6-8

Positive relations with a small
number of pupils but
inconsistent relations elsewheare.

Relatedness with only limited
pupils.

Find de-escalating challenging
behaviours difficult on a
consistent basis.

Rarely, if ever used by pupils as a
‘co to’ person.

Strong relationships with the majority of
pupils.

Strong ability to de-escalate challenging
behaviours on a regular basis.

A significant number of pupils relate to you
and seek you out to self-regulate/ confide/
chat with.

Pupils and staff view you as a positive role
maodel and an effective leader.

You have strong classroom presence and
behaviour support skills.

You are consistently used across the school to
mediate, de-escalate and discuss.

You use your positive relations to improve the
practice of others,

You have the ability to bring a feeling of safety and
calmness to almost all situations.

You have a well-established and effective
de-escalation practice (i.e. Gottman).

Your behaviour support skills are excellent and you
can manage challenging situations calmly and
consistently.

Learning
Environment

Your learning environment requires
constant repair.

Support for learning is limited or
isolated.

There is limited or no space for pupils
to feel safe.

There is little or no space which
provides an opportunity to build
relationships.

Your learning environment
supports feelings of safety.

Pupils generally take care of your
learning environment.

It is adapted to meet the needs
of the class.

It is generally welcoming.

Pupils feel comfortable in your class.

It supports pupils to relate to you, your
teaching, your subject and their learning.

Provides opportunities for pupils to learn
independently.

Provides a sense of safety and comfort.

It is adapted to meet the needs of the
individual.

Is well respected by pupils.

Your environment welcomes all pupils and inspires
them to engage.

It supports pupils to relate to you, your teaching,
your subject and their learning.

Provides opportunities for pupils to learn
independently.

Provides a sense of safety and comfort.
It encourages pupils to: self-manage, be creative,
develop cultural awareness, be team players and

develop as an individual.

Is maintained to the highest standard and is well
respected by pupils.

Feedback/
Marking

No evidence of feedback or
infrequent use of basic and generic
statements of limited challenge and
waorth.

Reliance on post-work feedback.

Lacking personal understanding.

Reliance on generic statements
of observation which offer some

challenge.

Limited use of live/ verbal
feedhack.

Consistent use of personalised feedback that is
appropriately challenging.

Well established opportunities to engage in
reflection and application.

High quality, established use of personalised
feedback that is ambitious and challenging.

Well established opportunities to engage in reflection
and application which link to long term personal
targets.
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Staff were then split into small groups and tasked over two 90 minute sessions to
begin developing four stage progressive descriptions for each these traits (i.e. what
would a 9-10 score look like for relationships). Another senior leader and | then
compiled these descriptors into a framework and this was then critiqued by teachers
before a final version (Figure 30) was agreed. Teaching staff were then asked to use
this framework to self-assess their ability so that we as leaders could gain a better
understanding of their personal need. This information would then be used to
develop a personalised CPD package. An example of the self-assessment document

staff completed is shown in Figure 31.

Figure 31: Teacher Trait Self-Assessment document

Teacher Development Document:

Trait Score | Strengths Challenges Targets & Actions
Relationships . . .

Learning Environment . . .

Feedback/ Marking . . .

Assessment . . (]

Planning . . .

Impact . . .

Professional development . . .

Total

| then compiled this data into a spreadsheet to provide teaching and learning leaders
with an overview of staff need. This was then used to develop more targeted whole
school, group and individual CPD which had the wider intent of developing our whole
school culture. For example, ‘planning’ emerged as a whole school area of need, so
the leadership team delivered a series of related workshops. ‘Professional
development’ also emerged as an area of need for individual staff and personalised

support was put in place to develop this area too.

An important aspect of the teacher self-assessment process and related
individualised CPD was to invalidate the process of isolation by opening individual

teachers up to their need for support. Of course, individuals were expected as a
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professional duty to take part, and thus autonomy is restricted, but individuals were

equally free to be as honest (or not as the case may be) as they deem appropriate.

In order to provide an external critique of these self-assessments scores, senior staff
also complete similar assessments of staff in order to provide a base for comparison.
These comparisons were then used to help senior staff build an understanding of the
individual teacher’s self-perception and more importantly provide an insight into how
well we believe we understand our teachers. For example, there were occasions
where teachers had scored themselves highly in relation to their professional
development in contrast to my opinion. The questions in these instances were - does
the individual have an inflated understanding of their ability? Or, did | have a limited
understanding of the teacher? Or, was this simply a reflection of individual
difference? In some cases, | wondered whether my lower score may have arisen
because | had not afforded the teacher the right conditions in order for them to bring

their competence to bear.

An important aspect of these self-assessments and related comparisons is the
opportunity they provide for critical discussion about the key aspects of teaching. For
example, professional development is a trait which is highly personal and one
through which a teacher’s need for autonomy can be met (i.e. choosing CPD which
meets personal desires and values), and relatedness can be developed (i.e. the
leader can help to provide or support these opportunities in the context of school
development). Moreover, what is of particular interest in relation to this research is
that these discussions can also provide staff with a little space and time from which
they can develop their reflexive practice. For instance, iterational histories (Biesta &
Tedder, 2007)can be discussed and these can often provide an insight into how
individuals interpret events and construct meaning. This understanding can then be
used to help an individual develop their awareness of their reflexive mode and how
this shapes their internal conversation and actions. From a leadership perspective
this understanding can also be used to inform practice so that an environment

conducive to agency and self-determination can be developed.

Prior to this collaborative process, performance management was always something
that happened to someone rather than something that they were a part of. The intent

of this work was to change that, so staff could feel part of a process that they could
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relate to, and leaders could develop a better understanding of staff need from which

they could climate shape.
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17. Episode 5 Conclusions: My climate shaping leadership

approach

We used to have a saying in our school that: “every action has a consequence” and
this depicted our early controlling EBD culture and related rewards and sanctions
behaviour system. By this stage we had gradually moved away from that ‘one-size
fits all’ approach and we were heading towards a culture of personalisation. My
experience of this journey had taught me that this saying should be more like: “every
action should be framed within its emergent context and the consequences of that
action should reflect this emergence”. It is worth reflecting on this developing

understanding because it reflects my growth as a leader.

The understanding of consequence relating to coexisting factors parallels the
developing understanding of contingency leadership theory in the 1980’s.
Contingency theories assume the effects of one variable on leadership are
contingent on other variables (Horner, 1997). Through this understanding leadership
began to be viewed less about traits and more about the possibility of leadership
being dependant on context (Saal & Knight, 1988). This is an interesting point
because it echoes my desire to draw our school practices from personal values.
Conceptualising leadership in this way attaches an importance to the individual's
reality and highlights a key value that underpins my leadership practice: context
matters. However, there are many challenges that flow from taking this stance with

the main being that it can be an easy assumption to hide behind.

From my stance, this is where critical realism is key. Critical realism describes reality
as a stratified open system where unobservable generative structures interact in
contingent ways to produce observable events (Bhaskar, 1997). Bhaskar adds that
the nature of an open system presents a reality of vast interconnected knowledge
which is fallible and open to reinterpretation. Thus, it can be argued that reality is so
complex that knowledge is bound up in context. As West and Reid (2015) describe,
changes in structures of the brain in relation to the teaching of phonics to children
may be considered as evidence of cause and effect but they may equally be due to
the complex reactions of the teacher and their relationship with their pupils. Gronn
(2003) argues a similar point in the context of leadership suggesting the complex
nature of schools makes identifying causative factors particularly difficult.
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Unfortunately, the thrust of education is driving schools towards standardisation
(Robinson, 2010), the commodification of education (Leat, 2014) and increased
performativity pressures (Niesche, 2012). These pressures can be seen from the

perspective of my leadership in Figure 32 below.

Figure 32: Adapted critical realist stratified reality schematic showing my leadership experience in
context of educational mechanisms
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mutuality/ develop
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constrained by pressures

The main point of Figure 32 is to represent my experiences and desires in what |
deem to be the constraining generative influence of unobservable structures that |
discussed throughout the introduction. In referring back to the discussion about
Ofsted, there were times where | wanted to develop further personalisation and
reform but | was wary of a pending inspection and the implications this may have for
my development. For example, | wanted to develop our whole school points
behaviour system for a personalised rewards system that mirrored the traits of an

effective teacher approach in Figures 30 & 31. Pupils would work towards their own
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targets and would be supported weekly through personalised interventions, instead
of being rewarded or sanctioned. At the time | felt constrained from developing this
concept because of a looming Ofsted — | knew it would take time to develop and an
external snapshot’ in an early phase could prove problematic. This is an example in
practice of why context matters.

In my example here, Ofsted was a constraining feature because | perceived their
agenda was in conflict with my own - this impeded my autonomy and changed my
actions. How many other teachers feel similarly constrained and how are these
experiences being taken into account and used? As Robinson (2010) argues in his
TED talk, there is an obvious ‘need to raise standards’ but not ‘if the route to it
marginalises what you think is important’. Much of this discourse can be related to
Archer’s (1995) morphogenetic/ morphostatic model which is shown below in Figure
33.

Figure 33: Archer's Morphogenetic model

Structural Social Structural

elaboration/

Conditioning Interaction ;
reproduction

This model provides the temporal context through which individuals shape and are
shaped by the structures of the open-system within which they reside. For example
Ofsted is an educational structure in place that ‘inspects and regulates services that
care for children and young people’ (GOV.UK, 2021). Over time, teachers like myself
become conditioned to the structures of education, including the Ofsted framework.
Through a process of interaction, we develop awareness and experience of these
features and in time these structures (i.e. frameworks) are said to be reproduced or
elaborated, depending on prior interactions. Although | would prefer more radical
reform which would see Ofsted become a supportive structure rather than an
inspectorate (elaboration), we can see this process play out through framework
revisions (i.e. reproduction through the latest Education Inspection Framework of
2019).
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From the perspective of this research, Archer's model is important because it is my
belief that the purpose of research is to bring about worthwhile educational change
(Elliot, 1990). Part of this research should include the experiences of teachers (like
my research here) because we are implicit in realising educational change. Whilst it
may be true that my experience here is particular and may not necessarily generalise
to the profession as a whole, it may also be suggested that current educational
structures and underlying philosophical positions may be to the contrary, too
cumbersome and restraining to allow such individual stories to signify. If knowledge
is complex and fallible as Bhaskar (1998) describes, surely this presents an
argument that such critical and humanistic approaches to understanding should be
welcomed rather than ‘tolerated’, ‘marginalised’ or ‘cherry picked’ as Hunter (2001)

describes.

To that end, Reid and West (2011) argue that the need to interpret the social location
of our experiences and our individual interpretation of these experiences (as is the
case here), is becoming increasingly important. More specifically and highly relevant
to this research, they (p175) describe the need for interpretive approaches which are
‘a reflexive project of self — a perpetual working and reworking of identity’ and argue
such work is gathering influence in a number of professional communities including
psychotherapy, education and health care. They add (p182), such narrative
approaches can be seen as ‘part of a wider epistemological and methodological
movement that, genuinely, seeks to value people and their stories as well as the

importance of dialogue in professional interactions’.

| have come to understand that this is particularly important in education, because as
my story shows, teachers and schools as ‘communities of practice’ are never static
(Drath and Palus, 1994) and school leaders are under pressure to manage constant
educational policy reforms (Niesche, 2012). Drath and Palus (p4) define communities
of practice as ‘people united in a common enterprise who share a history and thus
certain values, beliefs, ways of talking, and ways of doing things’. In many ways this

reflects Habermas’ lifeworld and thus also reflects my desires for our school culture.

However, the problem with this pursuit lies in the constraining performativity culture in

education. As described earlier, Niesche (2012) argues this has become a structure

from which research and practice are compelled to serve and assume the demands
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of effectiveness discourse. Again, the issue with this discourse is that the notion of
effectiveness is often taken for granted. From my critical realist perspective, this is
particularly problematic because | see knowledge as fallible, bound to unobservables
and open to reinterpretation. This challenges the ideal of such agendas which seek
to reduce complex interactions to generalisable laws of effect. It is on this basis that
my leadership seeks to understand personal context and shape conditions in a

personalised way in order to develop staff agency.

However, how can a leader develop commonality of process from such fallible and
complex personal experience? Horner (1997) offers a possible answer (p278):

‘In constructing views of the world people working together in an
organisation need to develop socially understood interpretations, so
they can be effective as a group. This is the foundation from which
people interpret, anticipate, and plan’

Firstly, Horner’s use of interpretive terminology implies a need to draw understanding
from the narrative mode of thought, and secondly; the need to develop socially
understood interpretations, posits the role of a leader as a coordinator and
constructor of social unity. Whilst Niesche (2014) and Thomson (2009) have called
for an increase in such personal, interpretative research in the context of school
leadership, what is of further interest in the context of this research is the contrast
between Horner’s interpretative position and the previous leadership structures of my

school.

Mr B (PF, 1) described that early style as being “very rigid... and very strongly led”
alluding to what Horner (1997, p274) describes as transactional leadership. Horner
describes this as stemming from the traditional view of workers and organisations
and ‘involves the position power of the leader to use followers for task completion’.
As Mr B describes the leadership of this time was that you needed to ‘come in and do
your job’ (PF, 114) and that was it.

Alongside our numerous re-designations, changes in philosophies and wider

development of mental health knowledge, our school and leadership practice has

steadily moved away from this culture. Some of this development can be discussed

through the lens of critical realism and in particular the transient nature of knowledge.

For instance, | recall one head teacher in particular summarising our provision as “a
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school not a youth club” to later reframe that statement to say: “actually we’re more
like a hospital”’. This anecdote provides an example of where we can start to reflect
on the particulars of individual stories through time, in light of the wider social
structures within which they reside. For example, EBD was such a sweeping label
that generated images of ‘naughty boys’ that needed correcting. It could be argued
that this simplistic understanding of pupils as having behavioural difficulties, was part
of the reasoning behind the transactional leadership of the time. However, as our
understanding of mental health has grown to be much more complex and nuanced in
recent years, the leadership of our school has also developed too. It would be overly
simplistic to say there is a direct correlation between these developments but equally

it would be naive to assume there is none.

In recent years it is my experience that the growth in mental health awareness has
necessitated a deeper understanding of personal need, and this has required a more
insightful and nuanced approach to leadership. Whilst this is a complex terrain,
Horner (1997) states (p279) that the key to such organisational development ‘lies in
the evolution of the role of leadership’. Given the nature of our school’s development
and the evolution of our school leadership, led by four head teachers, one approach
which is of some relevance to this journey is transformational leadership. Bass
(1985) describes this as an approach where leaders search for ways to help motivate
followers by satisfying needs and enabling followers to better engage in their process
of work. Horner (1997, p274) describes transformational leaders as individuals who
can ‘initiate and cope with change’ and ‘create something new out of [something]
old’. She adds these leaders ‘personally evolve’, ‘build strong relationships with
others while supporting and encouraging each individual’s development’ and in the

process ‘help followers and organisations evolve’.

Whilst | wouldn’t necessarily describe myself as a transformational leader per sé — |
have made the argument that leadership is highly complex and subjective and thus to
characterise myself as one type of leader, or indeed argue that there is a ‘type’ of
leader, would be paradoxical. However, Bass’s description contains a number of
elements which pertain to my development. As a leader who manages teaching and
learning, particularly throughout a period of change, | feel the accountability
pressures this post brings. Teaching needs to be engaging and learning needs to be

progressive if | am to be successful in my role. | have lived that experience, as
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described earlier by Niesche (2017), of a school leader desiring straight forward
answers to address the effectiveness challenge. However, | have grown to see the
fourteen teaching staff | support as inherently individual, each with their own

experiences, styles of teaching and interpretations of what ‘effective teaching’ is.

Consequently, this evolution of understanding has shaped my approach to
leadership. Whilst some of this can be related to a transformational approach, Manz
& Sims’ (1991) term ‘Super Leadership’ provides a perspective which better reflects
my ambition. They argue (p18) ‘the most appropriate leader is one who can lead
others to lead themselves’. Through this view, leadership can be seen as a process
through which individuals unlock the potential of others. This notion of leadership
being a process targeted on improving the leadership capacities of others certainly
reflects the values from which | act.

In the strictest sense, leadership as a process is an approach not defined by the
characteristics of the leader, but as the actions of individuals who coordinate efforts
to move the community towards a common goal (Drath & Palus, 1994). Whilst | have
a number of concerns about this approach in its entirety, what is of significant interest
in the context of this research is Drath & Palus’ use of the work of Bruner (whose
work has been influential in my development) to develop their definition. Bruner
(2004) looks at how people make sense of the world, construct views and work
together to construct socially understood interpretations through which communities
develop. In the SEMH context it is my experience that this sense making process is
as crucial as it is troubling. Our pupils are incredibly complex, and each member of
staff has their own interpretation too - this makes the notion of effective, quick-fix
solutions impractical. It is incredibly difficult to develop and apply generalisable,
supportive strategies (and sometimes nor would | want to) as each pupil is different
and the manner in which they present can change each day too. The same can be
said of staff — each possesses their own unique set of skills, qualities and

experiences from which they draw meaning and action.

Drath and Palus (1994) argue that by the nature of this definition leadership requires
participation from all members so that all are involved in creating meaning and acting

upon this meaning. | refer back to the collaborative manner in which staff developed
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the school’s performance management system (see Figures 30 & 31) as an example
of this in practice. However, whilst | agree with the leadership as process assertion
that all members should play an active role in leadership, it has been my experience

that a leader or leaders, need to take an active role in coordinating these efforts.

Again, my position is not one that is defined by personal leadership characteristics
per sé, but | would describe it as a process through which | lead and develop
members so that they can lead themselves. Drath and Palus (1994) argue that in
these efforts people do not need to be motivated — to the contrary, it is my
experience that they do; or at least to the extent that | see it as my role to develop
supportive conditions through which members may begin to lead themselves.
Similarly, Horner (1997) identifies personal motivation as a vital ingredient for leaders
and suggests leadership is less about behaviours and more about creating an
environment where individuals are motivated to produce, and this brings us to the
basis of my leadership practice. | try to cultivate a climate of motivation based on
personal need held within the context of emergent structures. To understand the
development of this position is to re-focus on the golden thread of this research —the
origin of my mode of reflexivity and the orientation of my stance towards educational

structures.

17.1. My latest reflections

Archer (2003) argues the internal conversation, through which the deliberations of life
occur, is a relatively unknown reality despite the associated experience we all have. |
have drawn on these deliberations throughout this thesis in order to surface this
reality and this process has helped me make sense of my experiences. This in turn
has helped me to develop my meta-reflexive practice as well as improving my

understanding of my leadership capabilities

| became an SEMH teacher as a result of the refinement of my wider personal project
and over the last ten years | have become attuned to my stance as a ‘autonomous
reflexive’ (Archer, 2003). My reflexive mode has emerged from the dialectical
interplay between contextual structures of school and wider society and my inner
conversation relating to how this affects my personal project. This project is about

being able to provide a life for my family that builds upon the upbringing that | was
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afforded and thus in my circumstance, my autonomous reflexive mode can be seen
here to have a role in the dynamics of social mobility. The emergence of someone’s
reflexive mode is therefore a means through which they build their life project and in
this there is crossover with the emergence of structural elaboration. Both can be
seen to originate from the actions of agents. When Mrs A stated that | “have a vision
and nothing is going to shift it” (CR, 325) she was evidencing an autonomous
reflexive mode in practice. The emergence of this understanding has helped me to
identify the origins of my behaviours and this awareness has contributed to my
understanding of my capabilities as a leader.

Much of my internal conversation, presented throughout this research is centred on
outcome related actions. These have included my desire to become a head teacher
and my desire to develop a lifeworld culture in school. The acknowledgement of this
ambition has only come through the process of engaging in this type of reflexive
deliberation and | have brought this understanding into my leadership practice. In
conducting this research, | have opened up my inner conversations through my
research and reached the realisation that this is who | am. This is a summary of my
professional educational history, and this has drawn, and continues to draw, feelings
of ‘uncomfortable repositioning’. Some of this has challenged the methodological
aspects of this research and as such | have had to re-frame and re-write large
sections of my original submission. Whilst this change gives me some cause for
concern (i.e. | rely a lot on post-hoc analysis) critical realism has helped me to

understand this process from the perspective of emergence.

This understanding has almost become self-fulfilling in that the more | learn, the more
this shapes my understanding and the more this evolves my aspirations and
orientation towards educational structures. Despite the uncomfortable repositioning
this has entailed, the process has fuelled my desire to become increasingly
knowledgeable about my place in society and we can explore this process through

the developmental cycle in Figure 34.
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Figure 34: Developmental Learning Cycle of my inner project
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The cycle identifies my interpretation of how | have come to understand my
development. Whilst one can see that this has overlap with the episode-based
structure of this research, it also shows that this has been refined through
terminology, to reflect my increasing application of the teacher agency (Biesta &
Tedder, 2007), SDT (Deci & Ryan, 1985) and morphogenetic (Archer, 2003) theories.

One of the key triggers for this cycle was the unsettling experience of redundancy.
Archer (2003) believes social acts are not equally fettered by the system and in turn
they do not have the same degree of effect on the cultural and structural systems
within which they are deployed. My redundancy played a significant role in my
motivation and the actions by which | became employed at school and also
undertook this research. Through redundancy, the acknowledgement of my inner
project emerged - | wanted to build a better life for my family and this motivated me
into the actions of joining my school and writing this thesis. Archer (2003, p6)
describes our ‘inner project’ as ‘an end that is desired’ and a process where the
individual plots a ‘course of action through which to accomplish it’. Redundancy
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motivated me to develop my personal powers in order to (p355) ‘achieve significant
governance over [my] short [life]’. Despite this transformative experience, it has taken
a number of years for this understanding to emerge and for me to retrospectively

apply this to my research.

Part of this process has necessitated the development of my meta-reflexive practice.
Archer describes meta-reflexives as individuals who propose an ‘orthogonal ideal, in
which social integration and systemic development are reciprocally related rather
than mutually compromised’ (p360). Whilst | question the totality of this statement —
reciprocal relatedness and mutual compromise can surely be resulting products of
the same relationship - this notion of social and system, or rather structure and
agency as an interconnected phenomenon has emerged from this practice. However,
despite this approach and despite my desire for structural elaboration, meta-
reflexivity is not my natural operating stance. | am an autonomous reflexive by nature

and this understanding has brought challenge to my leadership practice.

One area of this challenge lies in my inherent desire to focus on my inner project. As
Archer (2003) argues, my stance is the modality through which | understand my
position in relation to my project and that orients my schemes for future action. For
example, through our PPS | became fundamentally concerned with providing the
conditions for Mrs A’s development. However, this process was ultimately a
subordinate theme that | undertook in order drive my inner project. | wanted to
support Mrs A and help improve our school culture in order to serve my inner project.
This is a difficult inner conversation to share but it is through this type of personal
truth that we can develop the normative power through which we can lead
legitimately. In this case, such characteristics would seem to go against the
traditional, perceived expectation that leaders are those who possess almost heroic
personal traits. Archer’s description of communicative reflexives as having concerns
of ‘family and friends’ (p352) which are inseparable from their social contexts
certainly portraits the type of image of a leader who is ‘for the many and not the few’
to use a recent socialist term. However, | am not that person, and | am not that type

of leader. This reflexive process has helped me to understand:

e my actions are inherently and autonomously linked to my reflexive mode;
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¢ my mode often leads to decisive action but the effectiveness of this action can
depend on my ‘bank of critical theory’; and
e despite my love for our school and my passion for education my inner project

comes first.

As Archer states (p352), to autonomous reflexives ‘it is a subsidiary matter which
context provides the social framework compatible with the realisation of [my] ultimate
concerns’. In writing this, | do not remove myself from the trust we developed nor the
agency that Mrs A gained. | also still have love for our school, but this research has
brought the realisation that context for me is a social contract that enables the
realisation of my wider personal project. Whilst | have identified the uncomfortable
repositioning this has generated, | am increasingly also drawing the conclusion that
holding this strategic stance is a trait which far from being uncomfortable to admit, is
a quality which has served our school well. When Mrs A (CR, 331-334) states that |

will:

‘mould into this person who does all of these things [be approachable,
knowledgeable, considerate and have an unshakeable vision] without
having all of the feelings you’ve had in the past... | think you will mould
yourself into like; I'll do this because, | want that and this needs doing
too. Its accountability really isn’tit...”

...l interpret that this is what she is referring to. Archer believes it is the individual
who deliberately determines how much of themselves they invest in social order and
the manner of my interactions with staff is one method through which | apply this
theory. In these social interactions | try to remove the strategic, process driven stance
that underpins my autonomous reflexivity as | perceive this is a potential block to
developing personal relatedness with staff and the important resource of normative
power. For example, following incidents in school my internal conversation invariably
produces an outcome that | want to implement. However, | have worked hard to
develop my communicative practice and open my inner thoughts to my colleagues in
order to develop relatedness, refine my actions and build normative power.
Relatedness is key to developing both motivation and agency, but | have found
normative power, particularly in our SEMH context, is the basis for legitimate

exchanges and collaboration. | have delivered a number of CPD sessions with staff
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around Agency, our histories and more specifically Peters’ ‘Chimp Paradox’ (2012).

An excerpt of a slide from these sessions scan be seen in Figure 35.

Figure 35: CPD slide displaying integration of Biesta & Tedder's (2007) Teacher Agency model with
the Chimp Paradox (Peters, 2012)
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Peters’ theory is based on understanding our mind in order to take control over our
actions and | draw influence from this approach in my teaching and leadership
practice. Archer argues the private life of the social subject can be seen to ‘hold the
key to resolving the problem of structure and agency’ (p52). As in the case here, |
often make a point of drawing upon my personal and professional histories,
particularly as part of my role in delivering CPD. In sharing my iterational histories, |
am opening myself up so that people can understand who | am for them and in the
process build relatedness. As Formenti (2015, p11) asserts, the answers to the
questions: “Who am I for you and who are you for me?” foster true, authentic and
evolving relationships which | found to be the basis for effective practice in the SEMH

setting.

Archer refers to the process through which these social interactions and relationships
are guided as the ‘ethics of fairness’ (p359). In context, this is the manner in which |
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support staff and deliver CPD in relation to my wider project. In practice, this often
means my support (as | described earlier) is generally orientated towards assisting
the individual in the development of their autonomy. The intention of this process is to
assist staff in becoming self-determined and self-sufficient so that | can refocus on
my wider project. Whilst this appears procedural and somewhat emotionless in
writing, Mrs A’s comments that | am “considerate” (CR, 330) and “a good role model”
(CR, 228) may provide a grounded understanding of how this is experienced by
others. However, Archer's comment (p359) that one ‘effect of the life with an
autonomous reflective is to throw them [individuals | am working with] back upon their

own resources’ is certainly applicable to my leadership approach.
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18. Episode 6: Who am | for you now?

Signpost: This episode discusses my climate shaping leadership practice through an
adapted model of agency development. This model integrates my understanding of
the various theories | have been exposed to throughout my journey and represents

my current leadership approach. | also summarise the impact of my journey.

Sergiovanni (2000, p17) argues that when ‘social organisations are functioning
properly the lifeworld occupies the centre position’ and it is this notion of schools as
social organisations which still summarises my thinking at this time. | have developed
a leadership approach based on understanding the world of the individual and
supporting their conditions for motivation and agency in light of the generative
structures. This is a complex, social realist approach (Archer, 1995), embedded in
personal context and self-narrative. Key to this approach is understanding my
experiences and how these shape my reflexive mode and related actions. By giving
an individual a space to give voice to their experiences Formenti (2015) argues we
can offer an ‘antidote to mainstream research’ and in doing so build resistance to the
dominant discourse of the logico-scientific mode of thought. Through listening to my
colleagues’ stories | have begun to understand our school from multiple perspectives.
| believe that this approach places leaders, regardless of our mode of reflexivity and
understanding of educational policy, in a position of normative power where we
climate shape, rather than climate control. Our stories help us describe what and who

we are and who we’d like to become. However, as Formenti argues (p14), stories:

‘...are not only descriptions: they are prescriptions. As such they can
prescribe one outcome or multiple outcomes; they can build a closed

map or transform the map. In education, this makes a difference’.

| argue that a ‘climate shaping’ leadership approach, which provides a space for
individual narrative to become a prominent discourse, is one way in which this
‘difference’ can be achieved. Like Riley & MacBeath (1998) | hold leadership to be
bound by context which does not lend itself to ‘recipe-swapping’ (p184). However, by
focusing on the conditions for agency and motivation, in context of the properties of
generative structures, common components can be established. In this respect |
have drawn on my experience of leadership in context of Mrs A and others since, and
have adapted Biesta and Tedder’s (2007) ecological model of agency development
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in light of this work. My adapted model (Figure 36) has also integrated my
understanding and application of SDT as well as elements of Archer’s (2003)

morphogenetic model.

Figure 36: Adapted model of Agency and SDT development (changes indicated in red)
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‘ Agency & Structural Elaboration / Reproduction ‘

To the left of the model, | have replaced the term ‘Iteration’ with ‘Resource
Development’ to represent the temporal process through which individuals develop
their personal resources (including power) and reflexive mode through which they
deliberate their experience. | see these resources as being the basis through which
an individual can connect to their environment and build a sense of common
purpose. In addition to individual histories, | have added ‘environment history’ to
acknowledge the importance of established cultures and structures which possess
the potential to exercise their generative powers upon the individual (i.e. the impact
of our culture of control on Mrs A’s practice). In my case, this process of resource
development was key to the building of relatedness to school, subsequent agency
development and equally to the opposing challenges | faced in early research. For
example, my military experiences provided me with the right type of resources
through which | could connect to the early EBD culture of school and pupils.
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Whilst much of this resource development section relates to pre-existing resources,
the understanding and enhancing of these resources should be seen as a combined
effort between the individual and the leader. In this respect, Bennet’s (2001) notion of
legitimacy is key. The understanding and generation of normative and knowledge
power comes through a process of discussion and acknowledgment of our individual
histories. In my experience of these discussions, respect and relatedness was gained

and this was fundamental to the legitimacy of future exchanges undertaken.

To the right of the model the original section ‘Projective’ remains with the addition of
‘Individual & School Integration’. This is a reference to ensure the framing of
individual project goals is set alongside or within the context of environmental goals.
As an example, some of my performance management targets throughout my
leadership development have integrated the application of this research with targets
in the school development plan; e.g. to lead the development of teachers’
pedagogical understanding. | have found the integration of these personal and
professional targets with those of the school development plan, to provide a basis for
increased relatedness and thus a more internalised PLOC (Ryan & Deci, 2000). The
integration of targets in this manner is now part of our performance management
process, allowing a degree of autonomy for the individual. Whilst some staff have
aspirations of leadership and have relatable targets, others have targets and CPD
based on their perceived challenges and barriers to their personal projects. This is an
example of where the ‘Teacher Trait Self-Assessment’ process (Figures 30 and 31) is
key because each staff members’ strengths and needs can be identified, and thus
personalised leadership support can be provided in coordination with the school
development plan.

In the centre of the model, | have re-framed the ‘Practical-Evaluative’ term to
‘Structural Conditioning & Social Interaction: Climate Shaping’, to represent the
duality of this interaction. Archer (2003) argues the conceptualisation of conditioning
must deal with the interplay between the two powers of structure and agents. The
leader and the individual need to understand how structural and cultural powers
impinge upon the individual’s ability to be active and equally how the individual uses
their personal resources to act. Archer argues that for an individual to be constrained,
they have to have something to constrain. They must have a project they are trying to

act out in order for the features of society, through culture and structure, to apply
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their generative powers. In this respect, one’s personal resources and the leader’s
understanding of them is key. | have found that by increasing my understanding of a
colleague’s need and the lens or mode through which they make sense of their
experiences, | am better positioned to identify what it is that is being constrained and
thus better able to shape the climate in order to help them to develop. Figure 37

below illustrates an example of this in practice.

Figure 37: PowerPoint slide from CPD relating to the development of staff understanding of their
actions in context of structure

Agency/ Chimp Interpretation in Action

| |

:]

Interpreting why this situation
unfolded as seen and what
can we learn from it

A member of staff, who had a target of developing their leadership skills, was
presented with a challenging incident. Having gained permission from those involved
and ensured GDPR regulations were met, we used related CCTV footage to interpret
their actions and understand them in relation to our school’s wider generative
structures. As well as wanting to develop the practice of the individual | was also
keen to understand what cultural, and thus potential leadership actions influenced the
incident. The staff member felt constrained in their ability to choose a response
because of perceived cultural norms. We then used the CCTV of this event, together
with my adapted model of agency development (Figure 36), to develop related whole

school practice knowledge.
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This type of CPD is becoming an increasing part of my practice and this has
considerable potential for informing and elaborating our school policies and social
norms. Through this action, we can draw attention to the importance of
understanding the individual’s projective goals, in context of the school’s
development plan. Having a course of action allows the leader and individual to
identify and understand the enabling or constraining feature, and thus gives access
to development. Such understanding is crucial to the emergence of personalised and
relatable CPD and one way in which this can be realised is through the ‘Effective
Traits’ teacher development framework we have introduced in school.

The final aspect of the adapted model which underpins much of what has been
identified thus far, is the element of social interaction and the legitimising of leader -
individual exchanges. Archer (2003) argues that in order for agents and structure to
exercise their powers, agents not only have to develop a relationship with their
projects (they have to be driven to enact them), but they also need to respond to
influences as they arise. Key to this argument is individuals’ understanding of their
reflexive mode and their use of this as a filtering lens through which they deliberate
and plot their course of action. This latter point returns us to SDT theory and
specifically from my perspective, the leader’s ability to ‘climate shape’ in order to
meet the psychological needs for competence, autonomy and relatedness. It has
been my experience that by adopting a personalised approach to leadership through
my adapted teacher agency model, | am able to understand my colleagues’ capacity
to act in relation to their personal projects and the structures of our context. In doing
so we are then better placed to support their basic psychological needs in relation to
wider school development and this is the basis for a climate shaping leadership

approach.
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19. A final birds-eye view of my journey

This process of reflexive action has changed who | am and how | interpret the world.
| approached this research with naive ideas that | acted upon, and the experience
gained from these actions led to reflections that developed new ways of thinking,
acting and leading. Whilst these episodes aren’t as neat as represented here, the
process of conducting this research, and connecting my actions to my development
through reflection, has crystallised a set of values that have become integral to my
practice as a leader. These values have become a locus of causality that helps to
orientate my internal conversation and thus influence my action. Therefore, reflexive
action can be seen in this context, to be an important driver for the development of

my reflexive mode.

19.1. My three leadership values

The first of these values, drawn from SDT (Deci & Ryan, 1985) and Robinson (2010),
is individuality. From a leadership perspective, this relates to my desire to place
personalisation at the centre of school culture. Schools are highly complex
communities and the conformist and accountability systems they face (Ryan &
Weinstein, 2009) cause ‘human issues’ that call for ‘human responses’ (Robinson &
Aronica, 2015, p89). All school communities are comprised of individual pupils,
parents and staff and all are unique. Each has their own needs and aspirations and
the role of leadership is to create systems ‘that are sensitive to these needs’ as part
of a wider culture that is committed to common ideas and values (Sergiovanni, 2000,
viii). Implementing a climate shaping approach is based on the Sergiovanni’s
argument, that the systemsworld policies and practices that underpin the culture of
schools, should be built around the lifeworld needs and desires of their pupils,

parents and staff.

The second of these values is honesty. Honesty relates to my awareness of the
fragility of personal narratives, the complexity of individual experience and the
subjective and contested nature of meaning. Sergiovanni (2000, p1) argues culture
provides the ‘normative glue that governs the way people interact with each other’

and the ‘framework for what does or does not make sense’. In order to build a
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successful culture, Sergiovanni argues pupils, parents and staff need answers to
questions such as: ‘What is this school about? What is important here? ‘Why do we
function this way? and What do we believe in? Placing honesty at the heart of
leadership involves answering these questions and creating a community where the
need for personal relatedness (Deci & Ryan, 1985) is met. This means creating a
culture in school where staff feel valued and they are provided with the right
conditions to talk and help shape the development of the school’s lifeworld and

systemsworld.

The final value is the need to act with integrity. Integrity is the practice of being
honest and demonstrating consistency and truthfulness in one’s actions (Cambridge
Dictionary, 2022). Sergiovanni (2000, p35) argues that education should be
concerned with ‘making a public commitment to serve ideas and people’ and ‘caring
is the cornerstone of this commitment’. Engaging in reflexive action offers one way in
which the commitment to serve and care can be realised. For example, a self-
reflexive leader is an individual ‘who is capable of relating to others’ (Garrerty, 2008)
and someone who is able to be critical of their practices and examine alternatives.
Indeed, Gunia, et al., (2012) found that slowing the pace of decision making and
allowing for contemplation and conversation, resulted in more responsible decisions
that were less self-interested and more ethical. Self-reflexivity involves engaging in
the world around us, unearthing uncomfortable realisations and recognising that
feelings of such discomfort offer opportunities to reveal new understanding and shifts
in our thinking (Hilbert & Cunliffe, 2015).

Leaders who adopt such approaches can develop relatedness with their peers as
they provide an insight into our inner world and present an understanding that our
lives are shaped collectively. It is therefore important that as leaders we are attuned
to, and critically examine these relationships as part of our reflexive practice,
because we cannot detach ourselves from the context within which we act. Acting
with integrity involves using individual narrative to understand each other’s inner
worlds in order to question and elaborate the social structures, organisational policies

and procedures that shape our practice.

Whilst my journey is far from complete, these values have emerged out of my

reflexive action and the congruence that has developed between my research and
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leadership practice. Osiemo (2012) argues that as responsible educators we need to
emulate the values we espouse and the most prominent of these is integrity and the
need to practice what | preach. However, | am not oblivious to counter arguments
which may make some unwilling to engage in such revealing experiences. As |
discussed in Episode 5, reflexive action can be a difficult process and as Hilbert &
Cunliffe (2015) highlight, one which runs the risk of turning confident individuals into
the ‘fractured reflexive’ described by Archer (2003). There are also the additional
structural, accountability pressures (Niesche, 2012) which may lead some to prefer
more straightforward approaches which ‘get the job done’ (Hilbert & Cunliffe, 2015,

p186), regardless of how contested their effectiveness is, or should be.

However, for those who feel compromised between the pressures of system and the
values that they desire to emulate, reflexive practice offers an approach that ‘breaks
frames’ and presents ‘new and contingent directions, rather than [the] inch wise
progress in familiar terrain’ (p186). As Hilbert & Cunliffe argue, a ‘failure to practice
what we preach is likely to exacerbate resistance to the emotional struggle reflexive
practice can entail’. Thus, the ‘process of learning which is intrinsic to the
development of reflexive practice and the exploration of new ideas’ is one which
needs to be modelled and not simply encouraged. This process in respect of my
journey is illustrated below in Figure 38. The Figure is orientated as a timeline,
moving from left (past) to right (present) and has two lines (research and practice)

which represent a developing congruence which | move on to discuss.
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Figure 38: Process of developing congruence
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19.2. Developing Congruence

To the left of the Figure (Episode 1) there is a significant gap between my research
and practice and this represents the dissonance between what | understood to be
effective and what | was implementing in practice at the time. The first example of
this relates to my exposure to Robinson’s Education Paradigm (2010). Robinson
presented an alternative to the norms | understood, and his ideas helped me to look
differently at the purpose of education and the intent of our school’s curriculum. It
was from this experience that | began my personalisation agenda and the first step in
this journey was the PBL discussed in Episode 2. This is an important marker in the
development of my congruence because it is the point at which my desires,

understanding and actions were at their most dissonant.

Robinson presented an accessible and emotive narrative at a time in my
development where | was easily swayed. | was becoming critical of some of our
school’s practices and Robinson’s ideas, concerned with the constraining impact of
educational systems, provided a stimulus for growth. Over time | began to integrate
Robinson’s ideas into my own and | began to internalise the value of personal
meaning and this became the basis of my personalisation agenda. However,
throughout the timeframe of Episode 1, | was undermined by my dominant

autonomous reflexive mode and underdeveloped critical awareness.

| became consumed by Robinson’s ideas because | lacked the bank of critical theory
necessary to understand the complexity of my experiences (Goodman, 2016). This
deficiency undermined my ability to connect my desires to my actions and this led to
the dissonance that was evident throughout the PBL. This disparity is best
exemplified between the positivist research methodology | employed and the
contradictory use of the interpretive PPS dialogue with Mrs A. On the one hand my
methodology and reliance on quantitative data indicated a seeking for universal truth.
This can be seen in my focus on implementing, rather than nurturing curriculum
change. On the other hand, my work with Mrs A was personal and supportive and
this indicates an awareness of the important role personal meaning needed to play in

creating this change.

The disparity between these two positions was a result of my ontological naivety,

underdeveloped awareness of critical educational approaches (Gunter, 2001) and
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dominant but underdeveloped reflexive mode. Nonetheless, it was through this
dialogue and the failure of the PBL to elicit the outcomes | had assumed, that the gap

between what | thought and how | acted began to narrow.

The reasoning behind this narrowing was two-fold. Firstly, | began to be exposed to
different ideas and influences such as teacher agency (Biesta & Tedder, 2007) and
SDT (Deci & Ryan, 1985). This increased the bank of theory | could draw from and
this in turn helped to open up new ways of thinking and acting. The second reason
was that | had begun to develop my understanding of epistemology. The shift from
the positivist methodology of the PBL to the interpretive phenomenological approach
| adopted was a significant marker in my development. However, the speed of this
shift is another indicator that despite this development | continued to be readily
susceptible to influence. This vulnerability, underdeveloped bank of critical theory

and lack of ontological position continued to cause dissonance.

A good example of this was discussed in Episode 3 where | attempted to implement
a teacher coaching system. Still focused on system based, top-down change, |
wanted to scale up what | had learned through the PBL and implement what |
understood of teacher agency and SDT. The terms ‘implement’ and ‘scale up’ are
key in this instance because through my reading of Elmore at this time (2016, p530-
531) | was becoming aware that the process of ‘implementing... best practices at
scale’, ‘embodied deep and profound misconceptions about how human beings
learn, develop, adapt, and change’. However, my desires to build a better teaching
and learning culture and bring my readings to realisation continued to be constrained

by the limitations of my ontological awareness.

| attempted to change our performance management policy and move away from a
system that relied primarily on trading rewards for the achievement of generic targets
and towards more of a moral agreement that sought to connect staff to a commitment
to what was right for school culture. Sergiovanni (2000, p66) argues that when moral
connections are in place, ‘students and teachers are compelled to act by obligations
[that] embody shared commitments and values’.

However, in my naivety | hadn’t accounted for ‘institutional inertia’ (Nelson, et al.,

2009), nor the desire for staff to use their agency to disagree with me. My intent was
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much as it is now - to develop moral agreements and build a community based on
lifeworld values. However, my actions at this time were concerned with constructing
relationships and re-codifying a system of hierarchies, roles and expectations based
on MY perceptions of what was right for school. As Elmore (2016, p531) argues
‘implementation is something you do when you already know what to do’. As was the
case here, when leaders ask teachers to ‘do things they don’t know how to do, we
are not asking them to implement something, we are asking them to learn, think and

form their identities in different ways’.

For some staff, it was likely that my actions (regardless of intent), created too much
instability and it was also likely that our relationship lacked the necessary trust to
bring this change to life (Hargreaves, 2002). Moreover, it is easy to recognise that
whilst my desires were rooted in my emerging values, my awareness and ability to
implement congruent actions was limited because | lacked the necessary
understanding to build a collective approach. The influence | drew from Robinson,
SDT and teacher agency guided me towards a personal, interpretive position (as can
be seen in my switch to IPA) but | remained unable to link this cohesively to my
actions. | was still intent on implementing MY understanding of change when | should
have been creating a forum for deep engagement with the values, beliefs and

assumptions of all involved (Benade, 2015).

Despite this challenge, | was beginning to develop more coherence in some areas of
my practice — one of which was the TLG. Mrs A and | had demonstrated to each
other the value of coaching and more specifically the importance of dialogue and
relatedness in providing the conditions for change. This work lay the foundations for
the emergence of the TLG which became an extension of this practice. The group
engaged with different ideas, and we used these as discussion points to elaborate
school culture. Whilst there were many who did not engage, it is significant that the
staff who did, were willing to embrace the coaching-performance management
change | then attempted to implement. In some respects, this was exactly the type of

bottom-up approach to change that Benade (2015) called for.

What can be drawn from this period is that whilst the coherence between what |
thought and how | acted continued to be wide in many areas, the scope for creating

dissonance had narrowed because of my exposure to different ideas and
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experiences that altered my thinking. These ideas were shaping my emerging values
and these experiences were helping me to become increasingly critical of my desire
for quick-fix solutions. Part of this development can be related to my awareness of

two key principles:

1. Creating and understanding meaning was important to me, and

2. | had been ignorant of the complexity of personal experience.

These principles set the foundations for the golden thread that runs through my
development — establishing my ontological position. Ontology, as was my experience
of the time, is unlikely to feature high on many school-improvement agendas. The
pressures to raise standards compels educators to serve dominant accountability
structures and this constrains the capacity to undertake ontological journeys such as
mine. Educators like myself are in a constant state of compromise — should we serve
the structures that constrain us, or should we walk an alternative, risky path that we
feel is right for ourselves and our students?

My introduction to Bhaskar’s critical realism (1997) and Archer’s reflexive modes
(2003) was crucial because they provided a theoretical framework through which |
could make sense of my experiences. | developed the capacity to position
Robinson’s argument as part of wider, real domain generative mechanism and |
began to connect my experiences and readings as part of an inter-play between such
structures and my own agency. Through time, they have helped me to understand
the nature of being compromised as an active agent and | have thus been better

placed to navigate a path that | feel is right.

In an Aristotelian sense, my journey has evolved to focus on my ‘awareness of the
inherent tension between the inner “I” and the outer world’ (Hall, 2010, p9). | have
become immersed in this inter-play and this has drawn a number of meaningful
contributions to my ‘phronesis’ (Aristotle, 1941). Aristotle identifies phronesis as one

of three forms of knowledge (Janfada & Beckett, 2019):

1. ‘Techne’ defined as craft knowledge which is context dependant and
pragmatic. Techne knowledge is concerned with training in order to improve

performance.
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2. ‘Episteme’ which is defined as scientific, universal and context-independent. It
is concerned with purposefully seeking to know something.

3. Phronesis which is defined as practical wisdom and is concerned with a
‘reasoned and true state of capacity to act with regards to human goods’
(Aristotle, 1941, p1140).

All three forms are important to understand in the context of leadership because they
reflect different educational positions and their related pursuits. For example, Janfada
& Beckett (2019, p336) state:

‘In leadership studies, a substantive body of scholarship targets techne
and episteme. Good leaders can be up-skilled, re-skilled and generally
trained (techne). While techne is criticised as a reduction to merely
instrumental knowledge for leaders and episteme (the acquisition of
‘head’ knowledge) is criticised for not taking into account the
knowledge or ignorance of followers, phronesis is acknowledged by

scholars to be essential for a proper leadership’.

All three similarly represent pursuits undertaken through this research: i.e. the
purpose of the PBL was to develop a universal truth in school — | wanted to know if
PBL could be used to transform our curriculum and thus | was focused on episteme.
Furthermore, in the application of the PBL intervention | was specifically concerned
with upskilling Mrs A and thus the focus here was on techne. However, as the
research developed this knowledge focus shifted to phronesis. | became bound up in
the lived experience of Mrs A and then myself, as | began to link my ‘inner self with
the ‘outer world’ through the pursuit of my goals (Janfada & Beckett, 2019). As
discussed in Episodes 4 and 5, becoming aware of my autonomous reflexive mode
highlighted key flaws in my leadership practice that were a constant cause of
dissonance. It was on this basis that | began to develop my communicative and

meta-reflexive practice in order to become a better leader.

A critical aspect of this pursuit was increasing my exposure to different ideas. These
ideas helped to shape my thinking, re-inform my actions and in the process | began
to develop what Janfada & Beckett (2019, p336) refer to as praxis — ‘the combination

of theory and practice which is deemed fundamental for the formation of true
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wisdom’. Whilst achieving ‘true wisdom’ would be an overly indulgent declaration, it is
of interest that others (Branson, 2009; Branson, et al., 2016; Janfada & Beckett,
2019), emphasise the need to reconceptualise leadership ‘as wisdom so that wisdom
guides the actions of those who lead’ (Janfada & Beckett 2019, p337). In this
journey, the development of my praxis has brought forth the importance of my three
internalised values. Whilst clearly not ‘true wisdom’, these values act similarly to
orientate my inner conversation and guide my actions. They provide the basis for the
congruence that has developed between how | think, feel and interpret and therefore
how | choose to act.

The difficulty in this position is my understanding of the tension between my inner ‘I
and ‘outer world’ has increased my awareness of my compromised state. Very few
leadership courses list ‘wisdom’ or ‘values’ as pre-defined ‘subject outcomes’
because, like research and school leaders, they have become entities that are
compelled to serve performativity structures. | feel compromised because in finding
my values, | encounter the difficult proposition of being able to walk a path between
what | feel is right and what | am mandated to do. The following section identifies four

conclusions that help me walk this path.
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20. Personal conclusions and possible professional implications

Regardless of varying individual views on education and its purpose, it is safe to say
the need to raise standards will continue to be a priority in many conceptualisations.
Although there may be varying underlying factors inhibiting this standards drive,
Carnine (1997) suggests a primary reason may be the gap between research and
practice. The purpose of this research was to help fill this gap by providing a personal
account of my leadership development in order to draw meaning that may offer
others in leadership positions ideas about how to walk the compromised path and
help to ellaborate these structures’. Having undertaken this journey, | have four

realisations to share which have been critical in my development.

20.1. Sharing

The first of these is the importance of sharing our personal stories. Cook et al. (2012)
argue that teachers are heavily influenced by their peers, by school leadership and
by wider politically driven ideologies and policies. As one of those peers, a school
leader and a researcher, | am in a unique and influential position. Whilst some may
argue that my story may be too specific for others to learn or benefit from, | draw from
Niesche (2012, p2) who argues that what is needed ‘in the field of educational
leadership [is] more nuanced and diverse accounts [of leaders’] everyday work and
lives’. Moreover, Nelson et al. (2009) argue that stories from educators, rather than
traditional research, may hold sway with teachers. Of course, we continue to travel in
contested waters because as Cook et al. (2012) assert: ‘teacher narratives can
promote any practice, including ineffective ones’. However, as Riley & MacBeath
(1998) argue, effectiveness is a highly contested term and one where the devil is in
the detail (Miller, et al., 2010).

Ultimately | have come to understand that our teaching practices, the methods we
employ and our understanding of their effectiveness are matters for each individual.
However, some of us are fortunate in that we work in cultures where such autonomy
is enabled; whilst there are likely to be others who may feel their values and thus
practices are constrained by structural mechanisms. Nonetheless, what | have found

key to my development was finding the space and time to narrate my journey. As
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Niesche (2009, p2) argues, if ‘there is one thing that is glaringly apparent when
talking to heads, it is their desire for more time to think and reflect on their work
practices to better serve their school’. In making this time, | have been able to
understand my actions in new ways and this has helped shape my thinking and
create different ways of working. | have developed from a naive autonomous
reflexive who wanted to change culture through a systemsworld approach, into a
leader who is concerned with putting the lifeworld at the centre of our school. | have
developed a leadership approach based on personal values because | have had the
opportunity to reflect on my actions and better understand how effective my practice
has been. | argue that finding such space and time to narrate and reflect may have

similar worth to others.

20.2. Reflexivity

Reflexivity is the second finding which has been key to my development and in this
there are two areas to reflect. Firstly, by engaging in the process of reflexive action |
have been able to focus on my iterational experiences and this has had a significant
impact on my self-awareness. As Biesta, et al., (2015, p627) argue ‘the achievement
of agency is informed by past experience, including personal and professional
biographies’. | have found by reflecting upon these | have created a way to better
understand myself and in particular my strengths and challenges. Through this self-
knowledge | have improved my awareness of the conditions | need to create for
myself in order to develop my agency and this has had a significant impact on the
development of my leadership approach. On this basis | argue that it may be
beneficial for those who undertake reflexive action to focus on their personal and
professional histories in order to improve their self-awareness and thus be more

aware of the conditions they need to develop agency.

In addition, through the process of reflexive action | have developed my awareness
of Archer’s (2003) internal conversation and more specifically her theory of reflexive
modes. Becoming aware of my reflexive mode has helped me to understand my
capabilities as a leader. For instance, as an autonomous reflexive | am acutely aware
that my desire for action has the potential to underplay the complex nature of reality

and in particular the interplay between structure and agency. However, in developing
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awareness of my flaws | have uncovered the need to work hard on my meta and
communicative reflexive practice. In doing so, | am becoming a more thoughtful
practitioner and a leader who is less susceptible to quick-fix solutions and more
considerate of personal lifeworld values. | continue to work hard to develop a
mutuality between the systemsworld and lifeworld of my school because | believe
personal values should be at the centre of educational culture. As part of this
mutuality | have personalised the curriculum for our pupils and have developed a
desire to lead by shaping the climate for staff to achieve agency. In a system where
several decades of policies have contrived to de-professionalise teachers through
prescriptive curricula and oppressive accountability systems (Biesta, 2010), | have
found that by developing my meta-reflexive practice new ways of thinking and acting
have emerged. Whilst these may be contrary to dominant systemsworld
instrumentalities (Sergiovanni, 2000) others may find that by focusing on the process
of reflexive action and developing an awareness of reflexive modes they may be

better positioned to climate shape rather than climate control.

20.3. Ontology

The third finding to draw attention to is the need to develop ontological
understanding. At the start of my journey ontology had little to do with the practical
realities of teaching and this naivety limited my capacity to act critically. Through
finding critical realism | was then able to link my actions and desires as a teacher to
the surrounding structures within which they were generated. | have developed an
awareness of the constraining and enabling influence of policy and culture and with
this understanding | can act more reflexively as a leader. Developing ontological
understanding offers teachers and school leaders the opportunity to create a critical
awareness of educational structures and teacher agency and with this awareness
new ways of thinking and acting may emerge. Such awareness may offer school
leaders an opportunity to contest the knowledge base of the performativity culture in

education (Niesche, 2012) and encourage diversity rather than conformity.
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20.4. Ideas

The final finding to highlight is the overall value of being exposed to a density of
ideas. When combined with ontological understanding and the time and space to act
in a reflexive way, research can provide teachers and school leaders with the
opportunity to develop new ways to become more effective. It has been my
experience that the combination of being informed by a range of research based
ideas and the general process of reflexive action can hold real value in the evolution
of a leader. By being exposed to theory and wider debate | have had the opportunity
to explore research ideas in practice. This has provided the conditions through which
| have developed a critical awareness of the link between the systemsworld of
educational structures and the practical reality of my school’s lifeworld. This research
has provided the space for me to think and the chance to narrate my journey in a way
that is not normally afforded to leaders who follow normative systemsworld induction
and training. When Niesche (2012, p3) argues for ‘nuanced, theoretically informed
and rich accounts of what it is like’ for leaders doing their jobs, | have found that
creating the space and time to research and develop reflexive practice to be key. |
understand my strengths and challenges as well as their origins, and this continues
to help inform my actions in a more nuanced way that befits the complex interplay
between educational structures and agential action. Whilst we are all different, if
policy makers wish to make school leaders the visionary custodians that Smyth
(1989) asserts, providing the opportunity for leaders to undertake and be exposed to

a rich density of ideas may prove useful.

Finally, | have made significant progress in developing my reflexive practice but it
wouldn’t be appropriate to conclude without acknowledging the need and desire to
continue my evolution. For example, one area which is missing from this research
and in particular my adapted model of agency and SDT development (Figure 36) is
the notion of trust. As Costa et al. (2001, p225) state ‘trust is important for the
functioning of organisations’ and is ‘positively related with perceived task
performance, team satisfaction, and relationship commitment’. Costa et al. argue that
where trust is absent ‘no one will risk moving’ resulting in decreased effectiveness.
However, the difficulty in developing trust in education, as is the case with developing
agency and self-determined motivation, is the central position of the systemsworld.

Costa et al. (p224) argue that ‘where individuals feel tense, unsatisfied and less

188



commited [they] might become extremely unproductive’. Given the increasing number
of exclusions (Education Select Committee, 2018) and low morale of teachers (Leat,
2014, p71) trust can thus be seen as an important aspect of raising educational

standards that warrents further investigation.

Another related area | am currently studying is Edwards’ relational agency (2010)
which pertains to the moral lead that some individuals can provide where they are
trusted and respected and where their actions are in congruence with the values and
motivation of others. Relational agency (p61) ‘involves being attuned to each other’s
purposes and ways of working’ and thus is highly relatable to my application of SDT
in terms of building relatedness, as well as teacher agency in terms of developing
awareness of personal and professional histories. | hope through time | can use
relational agency to modify my leadership practice, streamline my adapted model of
Agency and SDT development (Figure 36) and in doing so continue my leadership
evolution. However, | am acutely aware that in pursuing this agential leadership
approach | remain in conflict with the dominant discourse of systemsworld agendas.
Although this position brings unease, | nonetheless continue to be able to tread the

path between what | determine is right and what | am mandated to do.

| started this journey as a naive practitioner but in undertaking this research | have
developed a critical awareness of the complex educational landscape that continues
to shape my actions. Whilst at times this has been challenging, it has also been
deeply rewarding. This research has provided the opportunity to explore and share
my journey and this has been the most critical aspect in my development. As
Shermer (2007, p45) argues, ‘we are storytellers’ and | hope in reading my story you
have gained an understanding of my experiences, an awareness of the important
role research can have on the development of leadership practice but most
importantly the need to provide leaders with the space and time to reflect and

narrate.
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Appendix A: Mrs A’s Interview

.[ Commented [M1]: anxiety ]

Emergent
Themes

Commented [M2]: Seemed nervous/ concerned -
.';' interview based or reflective of uncertainty at the time?

MH: Interview with Mick Hutchison and CR the date is 18/12/18. Just talking through your relationship with me in school and
from when you first came in September 2013. So you came in as a...

CR: Year 7 tutor...

MH: So do you want to talk about yourself at that time... how you felt coming into school, your prior experience... what your first
thoughts were coming into school any positives or issues you had and if | came into any of your thoughts at this stage at all...

CR: Erm, | think I just had thehormal apprehension khat you would have coming into school and starting a new job... obviously
meeting you people... erm Islightly more concerned about the kids (laughter from botHJ because they're new and given why

they're there they could kind of pose a -chai.fengq_l'd come from a job at the PRU where | had that | worked
with and erm.... 5o | had to leave her and wasn’t sure what I_‘a_g_e_t_a_t_ AHS. When | started | erm, Fhere was like no planning E:E I
think it had just been kind of set up on my appointment so | was able to just use the planning, the ideas of what id had

previously which h felt benefited me in terms of it just let me find my feet and let me settle in (hmm, yeah) }and the kids bought

into it luckily and really quickly. | worked with a really good TA and we worked well together. i felt that other staff.... Although
you felt supported... weren't... everybody seemed to just be busy doing their own thing. [Erm, there wasn’t a lot of interaction

School culture

erm... there was no... }'Iﬂt that | can recall discussions in terms of teaching, in terms of sharing ideas, in terms of sharing Isolated
resauroesl._ kﬁrm it was quite isolating. | think that isolation grew... it didn't get any better,.] practice
MH: Was that something you picked up on coming into school... like at what point did you become aware of feeling isolated? 14

CR: | didn't feel Fsaruted myself coming in but by about Christmas | could see people working in isofation ... | was working in Isolated
.-'snlan’arl.. but it was just the culture of the school. So, it was something that was new to me but.... | kind of didn't question it practice

because | was just like this is how this school works|. Erm, then that continues... erm for quite a long time to the point where it
kind of .. Erm 1 lost quite a bit of motivation erm, direction.. infact I would even

question how to sort of teach in a sense... although | could stand there and deliver.... | kind of hust all of that inspiration }]ecause
there wasn't sort of in any discussions or conversations lancl it was just like kind of... looking after kids.... Hang on a second | feel

School culture
Motivation
20

Commented [M3]: How did she know this at the time? or
is she reflecting back on what she found? Questioning
ability?

[ Commented [M4]: Reflective of challenge ]
[ Commented [M5]: Sense she was underprepared for

challenge/ thrown in and left to it

Commented [M&]: Early relationships mainly built with J

Commented [MT]: importance of talk and sharing ]

Commented [M8]: Quite a negative comment.... Reflects
her mood relating to lack of support. Isolation is an
interesting word that comes up twice

[ commented [m9Rs]: ]
{ Commented [M10]: Loss of sense of salf? ]

| Commented [M11]: 1solation comes up three mare times.
Stating she didn't feel isolated but was working in isolation....
Previously she stated “it was quite isolating”.... Maybe she
feels negative now and this is a cause?

{ Commented [M12]: Acceptance of status qua? ]
[ Commented [M13]: More negatives ]

| Commented [M14]: Links to baby sitting comments,
feeling isolated. Seems to link to previous comments
regarding “no planning”. Does she feel like she was just left?
L Loss of sense of self?

/[ Commented [M15]: Realisation of something ]

like ive jumped quite a bit ahead here but that was generally how it went (laughter). hang on we'll go back a hiﬂ...]_

MH: Because you were talking there about how it was when you first came in under DC's leadership and all of this was still
happening so your talking about prior to...

CR: heah, so obviously when you're starting a new job so for the first year, second year and | would say up until the third year |
was there ... it was kind of new it was exiting... | was getting to know the kid_r.L.. | had built really good relations with the kids
which kept me sort of going. Erm, but I think at the same time what | didn't see was that it was going down hill at the same time|

Relationships
26
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~| Commented [M16]: Seems to indicate she wanted to get
the previous comments off her chest? Sense that she is de-
motivated. And this has been developing for a while...

/| Commented [M17]: Generally more upbeat now. This is
also reflective of her conversation and body language.

" | commented [M18]: Relationship development with kids
only? Relates to isolation — being left...

H— [ Commented [M19]: More reflective now in this comment. J




MH: What, the school or you or?

CR!: Me, in terms of the environment that | was working in... and that's getting back to that... people were just doing there own
thing and then going home. There was nao like talk about education and a lot of it was like... about kids, about behaviour about
how bad it had been... hnbody was... nobody had started looking at how maybe we could teach those kids in a different way or
share something that would work really well and] think that at the time would have helped massively. [To have like a... busier
school in terms of staff you know like... much more happening for people to be saying like eee I've done this and.. or | was
reading about that and er...you know.. Because | think at the same time when you're working in special education and special
needs its absolutely the most interesting area and most bizarre are that you could ever work in... there's so much to talk about

30

School culture

.-’[ Commented [M21]: Retrospective vision ]

| Commented [M24]: Genuine question or seeking

yetl.. khere’s so much not realised if that sort of makes sense?] 35
MH: Yeah, yeah, what would be your reasoning for.. because you're saying at the time that you could see that there wasn't any

kind of joint up thinking/ working together... talk to me about why you think that happened? Why didn't people come together

as a group to talk about these interesting things?

CR: krm, I think it wasn't identified as a need by anybody really... hwself included]...and like | said earlier | think it was just the 39

/’[ Commented [M26]: Directly links herself

fact that ... I thought that this was just how it was... how the school was but I think erm... for want of a better word ] think the
school was embedded br_\_nld school wrote type of learning... that's the kind of impressions | got }and | think people just picked
that up hnd went with it...]

School culture V4

MH: Including you?

CR: fWeII yeah, probably... | probably...slipped into the norm of the schnol....l
terms of teaching and learning and in your own practise?

could and that would be my teaching.kl_ -

School culture
Y

MH: |Why would you do that‘r‘]

| Commented [M20]: Doesn’t want to assign blame ~ this is
/| aleadership issue though

Commented [M22]: Becoming passionate - reflects
negativity surrounding feeling undervalued/ underused

/| Commented [M23]: Generally sensing that she feels
undervalued and under-developed. Links to previous
comments of isolation and sense of being left to get in with
It...

confirmation, approval of comments?

| Commented [M25]: interesting as she stated earlier that
/| she felt quite isolated. Surely you would recognise that
talking/ sharing with others would alleviate this? Maybe she
felt unable at the time — she was new

Commented [M27]: Personal reflection but collective
association

| Commented [M28]: Again, personal reflection but
assoclates comments collectively. Does she view others as
responsible? For me this is a leadership issue.

Commented [M29]: A lot of pausing and thinking..... she
doesn’t appear to feel uncomfortable. Does she recognise
', | that she could have acted or feel that others should have?

MH: You mentioned before about standing and delivering as that something you would describe as what happened in school in | 45 ™ [ Eo (M B ]
Commented [M31]: Difficult and personal question to
answer on reflectiOn and clearly | was picking up on the
individ et flecti ibility... Does shy

CR: [feah, | would do that... | mean | came into school and | would do 3 part lesson... erm keep it as close to mainstream as | Teaching ndividual/ collective reflection/ respansibiliy... Does she [_]

practice ) __..---"[ Commented [M32]: Another short answer... possibly [_1
/[ Commented [M33]: Tried to break the ice with body [_1
’ /{ Commented [M34]: Associating this to me or just ﬁgurel
#

CR: [Laughter) pecause you kind bf like hold mainstream education in] I don’t know] a bit more higher regard and this comes 50 y /[ Commented [M35]: Unsure or just unwilling to be [_1

back to the issue about special needs and not challenging them and not having the expectations. So if ' taught the way that | L | Teaching [ Commented [M36]: A lot more assertive now and [_1

would teaching in mainstream with probably the same topics and themes then my expectations wouldn’t be slipping for those practice

kids. I think that, that was what that was about. Plus I didn’t know any different. [That was all | knew. I'd taught in mainstream i
and then worked in a PRU and then id came to AH. Id never been introduced to any other way of doing things..|

[ Commented [M37]: Internal ignorance ]
[ Commented [M38]: Seems to be more comfortable nuﬁ
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o [ Commented [M39]: Sense of being under developed bv,__]




MH: So keeping on the ‘standing and delivering” how did you feel that effected the kids in your classroom and your teaching
culture? What did it do for that?

CR: i(ept control for a start, for me (laughter). Erm... it made my job a |ot easier. hn terms of assessment as well because hnu i
could see what they were doing... because you didn’t have to look any further than what they were writing down... You didn’t
have to '(ind of watch them and try and judge whether they were brnblem solving ... you could just see what they were doing...
you could just err...you know you could ask them guestions and that like you know and there just be an answer so you know...

it made your job a lot easier... but | think with kids like that it was a huge control strategy.... You controlling the lesson meant
you had control over their behaviour... they were just like sitting down and it was just like great, sit down and ill bring you your
pencil.... {‘Iaughter] ill bring your book... don't move now just sit there and listen and watch me at the board and it'll be easy
(laughter

MH: And, was that good? Good for teaching and learning and good for the kids?

CR: fl'hen, then.... | thought that was great as | was in control but now... no Iaughter}land that's the difference now since we did
our work together with the teaching and |earning group and the PBL stud Especially with all of the course stuff and that... |
went on a course hnd er... this women she said this is the worst thing that you can do in terms of behaviour management

55

Control

65

Collaboration

/
J
i/

{ Commented [M40]: Continuing to be a lot more assured.

/)| Commented [M41]: Reverting back to a lot of associated

comments. Is this reflective of a whole culture |.e. everyone’s
responsibility or is she meaning you as in me? We have
spoken about this a lot is she reflecting our/ my discussions
back to me?

1 Commented [M42]: A lot of pauses, laughter and looking

for connection to me. Does she believe this or is she
checking that | recognise what she is saying based on our
previous discussions or checking that | agree/ approve?

Commented [M43]: Feeling related to something/
! | semeone seems to be a positive for her

] Commented [M44]: Is she relating her development to
/| this relatedness. Feeling connected linking to competence?

because you're controlling their behaviour and' just never, never knew that until we started doing our work and going on these
COUrses. bhe was talking different stuff like having one of these big balls and having one of them sit on there to have them B
improve their writing and core work and that stuff is just sort of thing |where everybody gets more out of that stuﬂi.: like doing
interesting cpd and talking about teaching stuff rather than like right; you sit there and ill control everything...J

MH: It's interesting that you talk about control of your classroom as you said you thought that was great...

CR: h‘his was for the first few years andb thought this was greatl.. and er | was doing alright, kids were on task and it was calm
and | was ck...]
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| Control

Collaboration -
CPD

74
Control

i
i
/
/ /

MH: So at what point did you make that shift from “this is great, everything controlled”..... going to something different...

CR: Well Ikhink I had a conversation with you just by a complete accidentko be honestlas }Ne‘d never really talked much hefﬂre]

Collaboration -

and then we started talking about pedagogy and er... about special needs and about different things like that and then lyo_u
passed me an erm... a couple of courses and both of those | have taken something away and one of those was about letting
them move and if they don’t move.... It impacts on their behaviour and

Erm so that kind of started from after talking to you really... | think it was just a random classrooem chat thing really, EN-E .
just got taikingland hou started on about that TED bloke and about all of the teaching stuff and how creativity is important and

leadership,
Collaboration -
cpd
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This is in stark contrast to previous feelings of isolation....

) ;’{ Commented [M45]: Threshold concept - ping moment

{ Commented [M46]: Desire for relatedness?

/| Commented [M47]: Definite sense of a threshold concept

—did she relate this to our relationship? Think this as our
connector.

/| Commented [M48]: You don't know what you don’t

know!

Commented [M49]: Linking to initial feelings of isalation —
seems to dismiss them here. “this was great” — was she
content to work in isolation originally or does this indicate
that she maybe didn't recognise that she was or recognise
the negative side of it until later?

Commented [M50]: interesting that she takes ownership
over this - “I had" not we had.

Commented [M51]: Does chance seem to play a big role
for her?

Commented [M52]: Strange that we hadn't given we're
such a small school. Reflective of wider culture? Probably.

Commented [M53]: Associating me in a relatedness)
competence and leadership capacity...

Commented [M54]: Collective ownership over

conversations now




about how the education system is all about controlling kids and making them fit into schools so we can make them learn
certain stuff that we have to teach them for exams and stuff... it was really interesting and got me thinking about what | was
doing and how | was part of that too without really thinking about it much.... Well until then anyway.... |

MH: How did that make you want to change your practice and what kind of impact did that have on you and your motivation
levels?

CR: i think what it was was erm... |do kind of think the right things like when | was talking to you about education stuff and
when | was going on those courses you sent me it was like a big confidence thing for me... It was like what my idea is, what my
vision is, is the same as somebody else’s and that's quite reassuring... Faspecially when you're working in isolation... h kind of felt

B85
Collaboration -
Leadership,

80

Collaboration - | -

we had a connection on stuff and kind of related in our thinking if that makes sense? leadership
MH: Yeah, definitely, just thinking about this though because you said you were keeping control of the classroom and doing well
and so how would you describe your motivation levels in those first couple of years?
CR: h was, they were good... but | think that was based on... erm that was driven by having a new job... it wouldn’t have 95
mattered where | had gone it was exciting and it was something new. | had been working supply before and | had managed to
get a full time job. There was a |ot of personal things... issues that it had taken away like | was getting a regular income so | think | Motivation
that... | was just happy (laughter) so | think that was what was driving me alung...'
MH: So what about when you realised things were going downhill and people weren't talking together and then me and you
have started talking and you realised that what we had as a culture wasn't right? 100
CR: Yeah , | think... 'oaking sort of outside of the classroom a lot of staff were... it was becoming obvious that there was a 'ack of
maotivation hnd people’s attitudes and some of the comments that staff would make... it was hard... it was hard to challenge
someone who you work with everyday... about their attitude towards learning and their attitudes towards teaching.. you know | Motivation
why bother teaching anything really good as they're not going to get anything... that's where | just started to go... eh... this

105

doesn’t fit with me...[
MH: And this is when in relation to our chats?

CR: This bit is after... we started talking and | went and started learning loads on courses ... [I think as well and I'm going to be

Collaboration -

honest when you're not getting any support and you feel like no one’s listening to you further up... what are you going to do... leadership
you cannot fight everything by yaurself..,l }rnu cannot change people’s perceptions of teaching on your 0wn..| Motivation
110

MH: And that's how you felt?

-

193

] [ Commented [M55]: Catalyst for thinking differently — was

this her threshold concept like it was for me?

~| Commented [M56]: Indicates now that she recognises

that she was working in isolation and it appears to be a
negative connection

Commented [M57]: Interesting here that she is bringing
up confidence being brought about by CPD and feeling a
sense of "connection on stuff” and "kind of related in our
thinking”. Seems relatedness and competence are linked
together for her. Isolation comes up again - she doesn’t sue
this term in relation to autonomy and this makes me think
relatedness is her main driver....

~| Commented [M58]: Reasoning for previous comments

that she appeared to be content working in iselation. Maybe
she did realise it but was content because her needs were
being met — personal/ financial...

| Commented [M59]: Possibly led her into this use of term

from pervious question...

Commented [M60]: Not really wanting to assign blame
here = drawing collective responsibility but generally holding
herself outside. Again, this is a leadership responsibility... She
must feel unable to go deeper as if she was able she would
go into further specifics. This theme has emerged a number
of times and in each she is descriptive but unwilling to assign
blame. Does this link to her relationship with 5LT, me?

Commented [M61]: Sense of genuine frustration.
However, if she was working in isolation would she not be
free from a lot of the related issues this brings? [She was a
classroom teacher).

Commented [M62]: Boom — directing responsibility

. | toward SLT.
Y

[ Commented [M63]: More frustration




CR: Yeah, so its like what else are you going to do? ba I might as well just join them as well... what's the point]? And that's

MH: Would you link that to people not working together in groups?

motivatedjn that kind of climate..

prompted it?

it.]

and then this was....

CR:

MH: How was that shift a challenge for you as a teacher?

Motivation
wherel.. | think that was a big part of where | ended up... that just became erm... more embedded in my practice as | was just 113
like let’s just go in the ICT room as its easier and | can control things easier from in here.... [\[qq know.... It was a cultural thing and | Motivation
I think a little bit of it was like nobody cares... but it wasn't like | didn't care... | did and | wanted to but it was like what difference | Isolated

_____________ practice

CR: Aye, because people weren't working together and ill be honest Emd as much as people didn't like the person.... There used | Motivation
to be an English meeting regularly and that was a little bitl'noﬁuatfng{ because | would gt:{.. | better get my books sorted and it 119
would make me think about what | was doing Land whilst some people always had something to say he was always very positive | Motivation
with me and that really helped hlotivare L’ne as well. Erm, kind of like when we talked too about the PBL.. But once it got
embedded about not really caring and stuff.. that just kept going and | found it very difficult to keep on going and being
MH: You were saying we started talking so at what point did you realise you wanted to change from... this mindset... what

125
CR: fWEII you took over, well it felt you just started tod with the teaching and learning :ap_d_t_h_e_rlhq started working on the PBL | Collaboration -
not long after we started to chat quite a bit... maybe a few months and | think you got promoted to the senior leadership team | leadership
around about then too.... And then it become erm....things started to pick up then because we started to tolk a lot.. about
school, education and then onto the PBL and it just got a lot more exciting again because it was like right im going to do this and
then this... and | don't really know what | was doing if I'm honest (laughter)...| didn't have a clue as | was ]well out of my comfort | 130
zone and depth | felt like but you know what lets just give it a gc{... but you know what it was one of the best times | had... with | Motivation
the kids.. the things that we did and the creative stuff that those kids came out with... well when | was still there | could still see
MH: This is interesting how positive you are because you were saying your classroom was built on control and conformity before

135
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1| [ Commented [M64]: More frustration

|| Commented [M65]: Sense of taking responsibility for her

part

\

—| Commented [M66]: Disassociating herself with culture -
lack of relatedness, lack of leadership or taking the path of
least resistance?

~"| Commented [M67]: Second time she has stated this -
why?

[ Commented [M&8]: 2" motivation comment

| Commented [M69]: A desire for a sense of accountability?
Leadership craving?

» \[ Commented [M70]: Appears again - motivation

\[ Commented [M71]: Forth time - motivation

[ Commented [M72]: Seeing me as a leader

|| Commented [M73]: Interesting sentence - stark contrast

to previous answers of isolation. Further sensing relatedness
is key to her.

| Commented [M74]: A lot of relatedness and connectivity
in this answer - we, you and |. She appeared relaxed and
positive of her memories.

|| Commented [M75]: Genuine feeling of positivity and

willingness to "give it a go”




CR: Aag

MH: How did your role as a teacher change in that period and how did that effect your motivation?

CR: | was more }'natfuated, hefinitely].]

145

Motivation

~| Commented [M76]: First time she has analysed and talked

about the pupils in relation ta learning as oppose making
cultural statement about them i.e. babysitting...

MH: Would you say that was a positive shift from where you were in your classroom? From control to something different?

CR:

Commented [M77]: She appears positive and upbeat in
conversation but refers to the experience as “really good™

and "interesting”...

™ Commented [M78]: 5™ time

Commented [M79]: Compared to what you had been
doing - “babysitting” or compared to what you have done in
the past or compared to what you think a teacher should be

\ | doing?

156

Commented [M80]: Change of identity? Relates to ping

' | moment?

Commented [M81]: Questioning the rele of the teacher?

Commented [M82]: “Out of comfort zone” - comment

again. To where else?

N Commented [M83]: Connects back to challenging the role

of the teacher in her eyes

MH: What... and you find that more motivating now? Like the lack of control, lack of certainty?

CR: Yeah, because |

160

| Commented [M84]: Does this signify her growth/

development? She seems willing set to question herselff be
reflective about her experience to date. All of this is a
challenge her to her competence and autonomy as a
teacher.

MH: Yeah.... Defo... How did our relationship grow throughout this period? You aid earlier on that | was probably the prompt for
you thinking differently..

165
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| Commented [M85]: Willing to challenge her sense of

competence brought her motivation.... Or was it that we
were working together and the relatedness that this brought
impacted upon her mativation?

Commented [M86]: Just a "little interesting” interesting
that she uses this lighter descriptive tone.

Commented [M87]: Links back to the need for relatedness
again

195

Commented [M88]: This section is full of self-reflective

perspective. She consistently seems to be more upbeat in
her tone and more willing to speak when she is discussing
herself and her thoughts. She appears to guestion herself far
less.




CR: | think it became then... a little bit more personal and that added another dimension to our refationship... cause | could
then... | could remember 5avin1tn you ill just write down what | was thinking becausel didnt want to be picking out what |

Collaboration

Commented [M89]: interesting comment as she often
answers questions with questions appearing to be looking

bersonal IeveL

thought you wantec‘_. so that.. | was kind of like opening up to you my madness if you like! |50 it was just like a bit more on a 4 for confirmation off me
______________________________________________________________________________________________________________ y o Commented [M90]: Quite a playful use of the term -
175 1 indicating trust and relatedness? Maybe referring to the
MH: Why did you do that? Because its always hard to let someone in isn't it? N\, | n=editobeabit mad g teachiinjthis enviranment? Flayful
N indicates confidence and familiarity to share?
A
CR: i think probably because | knew that L«e had the same vision and the same commitment to education and the same] Collaboration - C ted [M91]: She mentions personal x2 and
commitment to learning... you know... it all... you realise its all genuine. So when | go like|.. I haven't got a fucking clue what im leadership relationship in this answer and came across as sincere.
doing} you don't go arrr don’t be stupid because you will because you know and you get it you know what | mean? Its like when \.:\\ zaﬂ"hi:iﬁxsg';;f;::::'" orver=rtion s
we started talking about.. well you to start with, really started talking about why are we doing this and W\ - :
Commented [M92]: interesting use of “think probably™ -
177 \ | indecision?
| I Commented [M93]: Repeated use of “same” support a
connection/ relatedness in our relationship. Also related use
|| of " ine”.
MH: So having that dialogue with someone you respect who has similar kind of... genm
|| Commented [M94]: Her use of language emphasises her
CR: Yes! Just like the same ideas and vision and I don't really think about a particular subject.. I just think about education and 180 level of comfort but also exercises. her challenge In

you started to talk about big picture education stuff and | liked it, you know what | mean. Yeah, | would say that’s hassive, like
hugel being related to something, like a person or a vision or.... Yeah, you've gotta have Iike..]t would have to be like... you

Collaboration -
relatedness

would have to have something like Education;}/es you're a teacher but you get all sort of types of teachers with all sorts of
different ideas about what being a teacher Fs but its heeling like you're valued and you can relate to who or what is going on
around you as that what makes you feel kind of like special in a way... like connected. [

confronting change!

Commented [M95]: Key point - this appears to be the
focus for her reflections across the interview - by school

'.I- does she mean SLT or teachers, puplls, everyone? Interest{

\

Commented [M96]: Questioning again?

MH: Its funny that though because you said you were feeling more related to what we were doing and how you saw us moving
forward but there was a lot of challenge to your competence though wasn't there because you were trying to do something
different from the past 15 years’ experience...

CR: Yeah, yeah... it was new and it was different so | was feeling motivated to change and kind of empowered to change and |
think when you talk about... when you lose motivation when you're doing the same thing.. Luhen something new comes along
and someone erm wants to work with you and do something and has that relatedness if you like then you're prepared to take
them risks.. b‘ouknow what | meanl? | suppose because[you know that the other person (you) is not going to go.. well CR that's
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Motivation

Collaboration =
relatedness

not good or you know.. you're just prepared to do it because you're not frightened of then going; I'm struggling, help me a bit
please... or have you got any ideas about this its... its... much more transparent..l

MH: So, the PBL was going good but im kind of sensing there’s more to talk with the reflection work?

Collaboration -
relatedness

Commented [M97]: Shared understanding - permission

to challenge?

Commented [M98]: Language over-emphasising need for
relatedness to people.

\ Commented [M939]: Driver for motivation increase?

\

Commented [M100]: Interesting comment in relation to

|| her previous challenge over what the role of a teacher is. r

Commented [M101]: Feeling SPECIAL: “feeling valued”,
“relate to” "feel... special” and "connected” are all key wnc

Commented [M102]: Another example of temporal
growth — previously she stated she “might as well Jusr.join[T

s

Commented [M103]: Seeking approval or trying to
connect to me?

C ted [M104]: Seems to reflect her longing to

196

relate to someone/ something. She appears to want to be{_




CR: IYeah, yeah, definitely{. More the chats we did and its like that's what confirms to you that that yeah, you're getting it and
you're developing.. | mean you can talk to someone else but at least we've got the same kind of ideas and investment in change
and that's hassiueL well it is to me like.. Its like Isay if | went for a job and you were the head and | said something and in your
head y?lnu thought yeah, | think the same then aye, | would probably get the job and I'd be in the right school... does that make
sense

MH: Yeah, yeah, so you're saying then that what is key to this?

CR: [Re(a tionships. Absolutely for me. |

197
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Relationships

MH: What to? To...

CR: To all of it. To the kids... primarily.... It all filters down to them...

MH: So is that important then in leadership to have that? Yeah you have professional relationships but to have...

CR: For me its gotta have[that personal Element[. Mot full on like (Laughter) you know like seeing everyone as you're besties and

all of that but its gotta have that personal element and that trust and a bit of transparency where gomeone’s like well | know
you might mess it all up and | know you might get it all wrong... but that's alright because we can just go back and try it again in

MH: Yeah, agreed... so we've done the PBL and we"ve talked quite a bit and built a lot more of a positive relationship how has
that affected you as a teacher in your classroom, post PBL?

CR: |

MH: Did it change you as a teacher?

CR:

MH: Interesting.... What about you as a person then? What changed?

205
Collaboration =
relatedness

|

216

221

] [ Commented [M108]: Again, unambiguous clarity.
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~| Commented [M105]: Unambiguous clarity. Quite rare in
the interview. Talking, sharing, reflection and feeling
connected appear to be her triggers for growth.

Commented [M106]: Exaggerated use of term for
emphasis

Commented [M107]: Does this example reflect her view
of me as a leader?

| Commented [M109]: “personal, trust, transparency” have
emerged several times. Fundamental for her relatedness?

~| Commented [M110]: Other send of spectrum compared
to the culture she originally described in school

/| Commented [M111]: Interesting comment as she
/| generally reflects negatively on previous culture and
practice...

| Commented [M112]: Maybe she is not fully ‘sold” on the
/’ concept of PBL or maybe she wasn't supported adeguately
enough by me to be ‘sold’ it? This may indicate that it was
mare the process of reflection/ discussions with me which
were the catalyst for change/ growth in herself rather than

“_ | the PBL directly.
™,
" | Commented [M113]: Signifies reflection of personal
. | growth

[ Commented [M114]: State of pre-liminality

~ | Commented [M115]: Interesting answer. If she thought it
had she could have answered that question guickly and
easily - yes/ no. The depth of the answer indicates that
maybe she grew as a practitioner. It's quite a short answer
that could easily have been developed further... the fact itis
short makes me think she is unsure.




time.|

. R | Commented [M116]: Unambiguous, direct answer.
CRI: | | But, | suppose lt just made Motivation = =
me think about how important it is to talk and stay connected as this affects how motivated you feel. If you're working by relatedness ?WJM1:EM“M:I‘E: "::"’9 or maybe she
yourself, you don't really see how your work... is like... you know, like the same as or different to other people... You're kind of 226 hasr/® really glven the lden much thouht
just left and isolated | suppose and this is a hard place to get motivated from and to become better and like.. you know... y Commented [M118]: Feels like a reflective comment like
challenge yourself, start something knew and get excited..] | sheis stil trying to work this out for herself. Interesting that
she brings up “stay connected” and “motivated” in the same
AMNSWET...
Hmmm, yeah so how did you feel about wider school in relation to your progress whilst all of this was going on? Motivation
School culture /| Commented [M119]: 5till a feeling of working in isclation.
/| Sense of frustration with K53 colle: = relates back to thi
CR: There was still all the control going on but | felt like | was doing something now which was motivating me.' didn't expect it 230 m:;a |¢;::r:h|:';nd mnur:fmafuu relates hac ¢
was something that would continue though and this was disappointing as it wasn’t going to happen in year 8 and it kind of got I
like... and when | thought about it, it kind of got a little bit frustrating because it was like, look im changing things and im f mm“‘:::ﬂ:’x;;ﬂ:ﬁn:g‘:;::::: .
completely out of my comfort zone; really trying to do things for the better, just for it all to not be continued and this was hard | Motivation i but she still felt mmmm_-me group offered her "hope”.
to take... so that was a bit of a bitter pill to swallow as it was like ok just do it for now but it was a shame butl ltwaswhen | /| Strikes me that maybe the group was more important than
that teaching and learning group was set up that then gave me, | don't know about other people because obviously it was new 235 the PBL itself. Is this more evidence of her reliance on
to them as well; that gave to me more hope. hhat they could be things done different. And you know what sometimes its just | relatedness?
nice when you've felt like... on the bottom, do you know what | mean, ]Emd then there’s people there who'll be like ill help yrnu|, [l’.‘nnunmtad [M121]: Sense of relatedness returning
do you know what | mean? |lust to be a little bit better than you're perceived [ur how you perceive yourself to be for such a long A Commented [M122]: Relates to her competence.
Interesting that she opens with how “you're percelved” —
| does she feel that other staff don't rate her as a teacher
MH: What was the start of this? Like, how did the teaching and learning group come about? 239 b [ [M123]: Does this indicate that she
Collaboration - questions her ability or has done for a long time? What does
CR: | think, h was talking about Ieavingland L‘ne and you had a conversation and you mentioned about a teaching and change she mean by a long time? Confidence issue — is this
learning...you talked about setting up a group to help move the school forward and | thought that was good. | RS |\uncierdying or brought an by working In isolion
]And that was really like, that was like dynamic that group. It was just spot on. Everything about it; people were bringing things to | | Commented [M124]: | recollect this was a conversation
the table, sharing ideas, everybody was just pushing forward for the same thing and it wasn’t where it was like right you need to [\ | that happened after the T&L group started. She clearly felt
go and do this now, it was just like let's all just talk about education, let's just talk about what is out there | "\__ mﬁ':;ﬁ:::fer{hw!mﬂ nabie 1o develop for en
% .l\ -
MH: Do you think everyone shared the same values and what was the dynamic of the group? 245 N\ [ Commented [M125]: Seeing me as a leader
Collaboration - Commented [M126]: Interesting that this group appeared
CR: Yes, | think for that group it was and | think this is the question that was sort of mentioned a few times{. How you roll that change to bring together a lot of what she desired; she sounds
out to others who aren't interested in change, how you get someone to get to come to meetings or groups like this when contant.
they're not interested to work that out and solve it I'd give them next months wages (laughter).If they ould tell us how to do | Commented [M127]: Frustration at colleagues/culture
that,l mean there's obstacles but how you solve that is difficult. Honestly, how doyou er, getthere?| [ ~_ | returns
Commented [M128]: Who is she referring to by “them”
MH: (laughter) How did the teaching and learning group impact on your motivation? Especially compared to previous.. Motivation. ", | and “they"? SLT (1 was part of this by then; colleagues who
Collaboration ", | sheis referring too as needing to change, Governars?
252 Commented [M129]: Unsurmountable abject? Reason for

198

wanting to leave?




CR: I felt more fnotivated. |n terms of, there was more people to share. It was all about discussions for me. It was all about
talking about it. It was about getting excited Eabcut things that you could try out and get thinking about... and | wasn't really

thinking much about the learning | was mainly thinking about how much the kids will enjoy it because | think part of the
problem with that kind of work is that you just cant predict the outcome. |Ycu can maybe get an idea of that the way | was
teaching before (the PBL) but with this type of teaching (the PBL) you cannot. but Fts exciting and | liked that. It motivated m4 b

Motivation =
relatedness

felt related to you and some of the other staff who came to be involved afterwards. We were part of something to move the
school forward and it was exciting again. It was kind of like getting back to learning again and you were being inspired if you
know what | mean?l

MH: So, this excitement that it brought out in you how did this effect the group and you, what did you bring to the group with
this?

CR: Er,, | think... hmmmthis is a bit awkward like bigging yourself up butlarm...

MH: Do it... (laughter)

CR: |I think | had guite a bit of respect in the schoﬂllso I think | was kind of able to go like “oh just come aleng” to some in the
school who weren’t quite so sure and this was great and they did and | think this helped the group. | think the group was good.
Erm...

MH: Do you think people saw you differently? Like with some of the contributions you made?

CR: | think[they probably had more confidence in what we were talking abouﬂ. Especially some of the more inexperienced one’s,

258

260

Collaboration —
leadership

Collaboration -
leadership
School culture
268

as they were a bit like what | was |and it just sort of grabbed them before they became caught up in the control kind of culture
we hacir | explained what the PBL was about for example and it made them inspired, like me, to talk and try different things,]_ )

I i
I

MH: A lot of really positive stuff about moving the school forward there and about how you seem more confident... Where
would you say the driver for that was? The first few years when you came in you said you were motivated because you were in a
new job and it was exciting would you have done this then?

CR: F\In, definitely not...|

MH: So what was the prompt to start wanting to join things together?

275
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Commented [M130]: Motivation arising again.

Commented [M131]: Reasoning for improved motivation
- relatedness?

why she hasn't fully developed it inte her practice? Lack of
control over it. Interesting that control was something she
believes we need to move away from...

Commented [M133]: Motivation arising again.

1 { Commented [M132]: Issue with PBL - maybe the reason

Commented [M134]: Relatedness plain and simple.

she appears to question her ability.... Does this reflect her
growth in confidence, motivation

Commented [M136]: You wouldn't state this comment if
you didn't believe it.

i ‘ Commented [M135]: Relates to previous comment where

~| Commented [M137]: Strength in solidarity.... Wonder
who she is referring to when she says "they” - colleagues,
SLT T&L group?

| Commented [M138]: Recognising the need for change.

Interesting that she is taking on responsibility for developing
the group "oh just come along” as | was the leader of the
group. She clearly felt confident in our relationship and in

herselff in her own ability to do this.

.‘ Commented [M139]: Interesting metaphor - appears to

be similar to a threshold concept ping moment.

{ Commented [M140]: Good indicator of personal growth

__ [ Commented [M141]: Emphatic no




CR: h think taking to you and erm about what we said really. Not about PBL at the start but talking about education... just about
our own views of education and what was current at the time in education... this made me think that we were quite similar and |
could relate to vau...}:ut | also..... when l{ou also put me on those courses because id never gone on any courses, like in terms of
special needs. Those 2 were very mativating as well. Erm, for very different reasons and they kind of made me buy-in.[Then
from there, that's were it... you mentioned doing the PBL and | was just like yeah. because we talked and shared similar kind of
values it built trust so | was like yeah ok then, lets do it. h’hen you started to give me loads of like journals and articles and stuff

Collaboration =
relatedness,
Motivation CPD.

Collaboration =
relatedness,

and it all came together and | felt quite excited to get starteci }nlenmus of change..... but kind of excited if you know what |
mean

MH: Yeah, yeah.... These kind of discussions that we were having, and the ones in the teaching and learning group — how do you
think they could or did impact on the school?

CR:

MH: Why do you think that would happen?

cr:| pnd|
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MH: So what are you saying is key to moving the school forward then?

CR: Just |heing open and working together and being honest and willing lo try things and that comes from talking together and
being... er Iikehaving trust and common ground on education and having positive relationships where you can relate to people
and what you're doing together it thinld.. |

MH: So, what do you think is the most important part of getting everything on board together..... kids, staff, leadership,
everything?

CR: ] i
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Commented [M142]: Maore relatedness information

Commented [M143]: Developing competence and feeling
wanted/ involved and valued

Commented [M144]:

Commented [M145R144]: Trust built on relatedness

Commented [M146]: Developing confidence through
learning/ reading - competence?

| Commented [M147]: Looking for confirmation or a sign

that we are on the same ‘page’ and she feels confident in
this

Commented [M148]: willingness to step out of comfort
zone — sign of growth?

| Commented [M149]: Desire to work together seems to be

her driver

| Commented [M150]: Lots of p's — very positive and driven

statement

Commented [M151]: Checking again. Definitely sense she
feels we are on the same "wavelength” on educational
conversations like this. Especially relating to the need for
school culture to develop - definite sign of trust.

/{ Commented [M152]: Key components for her motivation

Commented [M153]: Key components for her motivation
again

Commented [M154]: Reverts back to the blocker again —
very positive and then block - the reason for her leaving?
Again this is an SLT issue. We have good rapport so she
clearly doesn't assign this to me....

/| Commented [M155]: A sign of a breakdown with

members of SLT - if these are what are key and she is stating
that she wanted to leave at the time; probably relates to the
block she raises frequently.

~| Commented [M156]: Issues with Leadership from her

perspective = clearly she doesn’t rate some members in

terms of their practice.




MH: 50, what would you say is your biggest motivational factors... what motivates you to drive these type of things forward?
What would you need in your workplace to want to come there everyday and really enjoy what you do? And work there feeling
really happy and fulfilled?

CR: | think ell relationships are kev]ike | said. Kids that want to learn (laughter). That'll take the stress off... I'm not doing this for
nothing!! (Laughter) Erm, I think and | don’t know if this is right or wrong but just|a positive working environment where you're
around bood people |who have the same work ethic and who have views that are willing to share, discuss and be willing to be
open about. Not all of the time but just when you're in the staffroom and classroom and that just be willing to share, chat and
talk about what their thoughts are. All like being related and being together....]

MH: Ha, ha. Thing is for me one of the things | thrive on is being by myself and just getting on with a role . Are you like this at all
or are you at the other end where you need to work tightly together?

CR: bnd since I've come here | do all of the deadline stuff.... Buth kind of
like mn:tm.‘tao.bul | like to be part of something... | want to be a part of something that's going to make a difference, part of

310
Relationships
Collaboration =

relatedness

315

Control

something that | believe in, with other people who believe in it too. | like all of that joined-up responsibility and being related to
somelhl‘ng...l

MH: Ok, here's a good one for you... (laughter) how would you describe me as a leader and my impact on you and schoal more
widely?

CR: Hmmm (laughter) what was the first bit again... are yeah,

Collaboration =
relatedness

322

325

330

MH: We have fairly similar view on education and stuff... how do you view, or what are your views in terms of what we are
trying to do in education in general? Like in terms of policy and Ofsted and the impact that has on the classroom and stuff?

335

arising again.

i [ Commented [M157]: Relationships and relatedness

. [ Commented [M158]: RELATIONSHIPS again

she didn’t believe some people were.

| [ Commented [M159]: Interesting — makes me think that

Commented [M160]: Clearly sha felt this was lacking for a
long time — | agree. The TE&L groupy’ PBL was clearly too late
despite her positive comments.

. [ Commented [M161]: Evidence of growth

I~ | Commented [M162]: Interesting that she reverts back to
this yet consistently relates to a negative control culture.

—+— [ Commented [M163]: RELATEDNESS

~"| Commented [M164]: Approachable - easy to relate too?
Knowledgeable - competent? Un-shifting vision = something
to relate to if you agree with it...

— [ Commented [M165]: As in relatable too?

“| Commented [M166]: Interesting that she sees

relationships as key but makes reference to my desire to

“please a lot of people”. Think she maybe questions the

ability of some staff and whther or not they can be

\ developed into the staff the school needs te move forward?
| Oris this my thoughts?

Commented [M167]: Supports the comment abave —

does she think staff need to be held more to account?

201

Maybe that | need to change in order to make that happen?




CR

| hﬂental health is really complex and you've not got like the right type of person trying to teach these kids

339

MH: Ok then, research, how has this impacted on you?

CR: Yeah, not necessarily academic research but and ill mention again like going on course and that led to me doing that
certificate in special needs so | suppose in that sense that's a lot of research in that area. | doubt | would have went on to do
that without doing the PBL and other stuff with you... it was all about challenge really... At the time | wasn't feeling challenged
and then we started to work and that challenge was there and that led onto other chalfenges and becoming better really... that
impacted on my motivation and it made me more interested and wondering what's out there.|

l

MH: Ok, hmm, what....thinking back all the way to the start... are you a different person now to where you were then?

CR: Hmm,

Collaboration =
Leadership

357
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l I

| This is what,
in the PBL and the teaching and learning group we managed to get around so we don't have that kind of culture and that all
come through talking, sharing and being open...

Collaboration
367
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~| Commented [M168]: Would she make this comment if

she knew lots from work?

| commented [M169]: Interesting that she approaches this

comment from “you've not got” as if she is talking about her
current, past experlence - relates to comment above

= Commented [M170]: She introduces a sentence again

with “I'll be honest” — wouldn't she be otherwise or is she
trying to emphasise her comments?

| commented [M171]: Interesting balance of personal

negative with collective responsibility.

~| Commented [M172]: Feels like a sweeping comment.

Maybe | am looking at this through my own eyes where |
could go into real depth. Maybe she doesn't feel that the
reforms are having any impact on her/ her experience in her
role?

Commented [M173]: Again, feels like a comment that
maybe justifies why she doesn't expand further? Or Is it just
me expecting her too as this is my agenda?

~| Commented [M174]: Desire to be challenged - to be

linked to something/ someone and this developed her
motivation

| Commented [M175]: The need for relatedness emerging

again.

Commented [M176]: First time she has mentioned this
directly.

Commented [M177]: Good indicator of her growth

,
)

compared to initlal feeling of being isolated. Take into
account also that she has left her role by this stage.

Commented [M178]: More of a conceptual statement —
interesting that she uses “we"”




| youneedtochangetha‘d._.._.__.___._._____ I

MH: So where do you think that pressure comes from?

CR: | fou know _

took some kids to a gaming shack kind of
thing today and you wouldn't know that they went to a school like this, they were impeccable... yet when they’re here they're
completely different and like booting doors in and its quite distressful at times isn't it?

MH: Yeah absolutely...

CR:| bhit|about

ln fact though, we do this option choice on a Wednesday afternoon
and that has worked well where kids can chose their lessons and we always put on a pastoral option that is there for kids who
just aren’t in the mood and have an issue and that has been working really well for us... | heard that you have started something
similar too?.......

375

380

385

350

395

Relate to/ 16 | Motivation | 16 | Control 13 | Confidence 8 Push/ move |6/4
Relationships forward
Isolate(d) 8 | Culture 5 | Challenge | 12 | Discuss/talk/ | 46 | Share 10
conversation/
connect
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Commented [M179]: Representing/ reflecting on her
development

Commented [M180]: As in me specifically — across the
school?

| Commented [M181]: Another more conceptual statement

that relates to the pressures of the system and how this
impacts on the teacher/ clagsroom

Commented [M182]: Really short reply — maybe she
doesn't know, hasn't reflected much on it? Quickly jumps to
another point...

Commented [M183]: Big conceptual statement being
made on purpese of education/ role of the teacher

Commented [M184]: Second swear word — | feel she uses
these when she is confident and making a passionate
statement.

Commented [M185]: Another conceptual discussion point
- control and conformity culture of education.




22,

Appendix B: Mr B’s Interview

S,

Emergent
Themes
MH: Interview with Mick Hutchison and PF the date is 25/1/19. so, if you take me through, as a starter, 8,9,10 years.. erm
locking at school... what did school look like then?
PF: We had a cohort of around 40 kids. it was very rigid in its approach to those kids. [Erm, it was very strongly led by Mr |
McGlashan who wanted every kid in every classroom at every moment. There was no movement... whether those kids had to
be forced into those rooms that would be the case.... hutﬂcratic... erm strong w'llled... h:- a point where it was relatively Control -
aggressive because we had to enforce certain parts of the curriculum on people and there was no flexibility in the approach; Leadership
really none and there was too much, in my view of the confrontation of between staff and kids| However, we went through... s
at the start in er 2002-3 ish the kids were very, very errr aggressive. Very violent as well and erm strong willed, no order, they | Culture -
had no care for anything or an\,rone_ISo it was a very difficult period fod.. and er hearning wasn't really at the forefront. It was | Pupils
managing the very difficult hehavioursl
MH: What do you think the driver for that was? You talk about a rigid approach, forcing, autocratic... What do you think was
the driver of THAT culture was? 10
PF:' can only see the answer was discipline. Purely based on discipline. Because the fact was you have to do what we're Control
saying, because we're staff and this is what is expected of you. You must go and do this because that's the timetable and that
is what needs to be done. So enforced d'lst:'lplir'uﬁ)_e _____________________________________________________________________________
MH: Do you think the kids in anyway forced that hand... or were they just part of it and succumbed to that.
PF: Erm well | think they forced it because there was no flexibility.... room for anything else really} [They were very strong | 15 Contral
willedland]{hey just wanted to fight against everything that was academic fas such. Erm, Isal:lly | think there was a little bitand | Culture -
this might come out in the later years as well... a lot of as well was that there was a |ot of confrontation between some staff pupils

as well about what their expectations were of the kids and er some of ihe inconsistencies that came about by staffing.... Staff
clashing in a sense...... | |

Culture - staff

those kids in that previous time... why were they like that?

PF: ..

thebrandparent generation berhaps and no aspirations at aII....[

MH: Erm, ok. Talk about the kids being aggressive, violent, strong willed errrr where do you think that come from? Why were | 20
[sigh}':amil\,f backgrounds from South Northeast Northumberland... errrlpit \.fillagesl... they were sort of like first of | Culture =
home life
MH: When you came into the school... did you come into this already or did this kind of culture grow over the time you were
25

here?
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{ Commented [M186]: Whole school culture

{ Commented [M187]: Strong Leadership determined by HT

Commented [M188]: Control of school more important
than need of the child. Policy and culture ahead of
personalisation. Mirrors current educational culture from a
different rationale

/{ Commented [M189]: Style of leadership
/| Commented [M190]: Confrontation driven by culture.

‘Were all staff on board with this style bearing in mind
previous autocratic comment?

y Commented [M191]: Rationale - did the regime suite the

pupils? If it did would there have been confrontation -wa{?

| Commented [M192]: Indicates he was at odds with this

culture?
|

Commented [M193]: Philosophy of schoal/ education for
EBD?

/| Commented [M194]: Control and conformity driven by
desire for discipline ... Is this what they needed ~tobe [~

Commented [M195]: 50, driven by policy which create

/| conditions for pupils to be aggressive?
" | commented [M196]: Have pupils changed since then?

Are they not equally strong willed now?

Commented [M197]: We do have a lot more ‘academic
pupils’ now who have more ambition = is this driven by [_

/| Commented [M198]: Indicates that other staff were at

odds with this culture/ leadership style?

“| Commented [M199]: Indicates he was at odds with

culture - “some staff”.
L

/| Commented [M200]: Social deprivation a driver for poor
behaviour???

| Commented [M201]: Thatcher era backlash? Area if very

Labour/ union dominated. School is part of the old pit ulllq

- | Commented [M202]: what does this mean - brought up

by grandparents? Why? Inadequate parents?

Commented [M203]: Why? Lack of parenting? Poor role
models |.e. lack of working parents?




PF: the school opened up in 2000 and Ii:ame in 2003... 2002-3, September 2[)[]2' think | came in and erm it was erm still in a

Commented [M204]: Coming up to 17 years in school -
# longevity...

™,

kransition from the previous school because this school was er a new build]as_ such from Gallowhill (previous school) and this
was sort of... hhis had picked up a little bit of that school... |br0ught into here]

MH: How would you describe the needs of the kids back then? You say a lot of behavioural issues but what were there needs?

PF: The needs of them |were certainly not academi:].. lt was social interaction erml.. |ven( strong staff based relationships to

Culture -
| School

Relationships

—| Commented [M205]: Wonder why the new build was
built if it catered for the same pupils?

Commented [M206]: Doesn't sound like it was the good
. | aspects..

Commented [M207]: A lot of change to manage at once -
reason for autocratic approach?

/| Commented [M208]: Was this driven by the culture - of
J,-" schoolf of local area/ background. Surely some of these
pupils had ability....

/ " _-| Commented [M209]: Interesting as designation was for
L EBD - soclal won't come into designation for some time yet..

even get them to even.... Engage in any kind of incline of academic learning stuff... erm... relationships with them was
paramount_,._J

MH: How did we go about meeting those needs? Just through relationships and.... Or did we not?

of the|

MH: Er... Was there any kind of.. and | think you've kind of eluded to some of them already.. was there any kind of stand-out
areas at that time where you thought those are areas we need to develop, or make better; or that's and issue we need to
address and like-wise was there any kind of areas where you though ooo that's really positive throughout the school?

water

I l |
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45

*,

Commented [M210]: Relationships being key - little has

- changed with this

/| Commented [M211]: Indicated before that there was no
/| Mesibility... were some staff bucking the trend? This would
};’ certainly contribute to a fractious staff cohort.

A Commented [M212]: Different mind-sets - needed to be
a strong leader to unite this...

Commented [M213]: indicates the staffroom would have
~ been fractious.

| commented [M214]: A divided staff is the last thing they
wiould need. Consistency?!

{ Commented [M215]: Derogatory feeling?

/| Commented [M216]: Interesting that their need wasn't
academic and they would fight against this yet French was

/' /| on the eurriculum?!

/| Commented [M217]: indicating the 'forceful’ culture was

It was more like; }Ne must follow
the national curriculum, h{e must do all of these bits and pieces erm andh was a bit of a struggle].[

driven by these staff?

MH: SO just jumping on that national curriculum comment.. did you see that as an erm constraining factor for what you had
to do in school or was it a choice to follow that or...

PF:bt was a choice by the head teacher to follow the national curriculum 'JUt howeverI... well | was quite lucky.... | was quite
flexible enough in my approad{ I've never seen a national curriculum as a straightjacket, h’ve just seen it as a way to use

50

i:_ '[ Commented [M218]: Driven by HT? Intersting that the {_
\\:{ Commented [M219]: Was he helping to drive this [_

Commented [M220]: Just “a bit” of a struggle - [_
//'[ Commented [M221]: Surely this would have been [

/[ Commented [M222]: I'm not sure how being flexible is [_
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o [ Commented [M223]: The NC would have been a lot mol__




certain bits of it to try and guide my kids through a particular process... and even dropping in and dropping out of completely

-| Commented [M224]: | sense that maybe you were given
some freedom to adapt your curriculum — was this the luck

lhanm.]

PF: Yeah, deﬁnitely{

you described?

| Commented [M225]: This wouldn't be lucky or easy if this
was enforced onto you.... Does this support my thinking that
you were given freedom and this gave you the space to
develop agency?

| Commented [M226]: Interesting that leadership drove
control culture but appears to be alsa lacking in control over
staff consistency...

’,{ Commented [M227]: Personal vernacular

~| Commented [M228]: “supposed to be” - indicates going
against the grain of educational policy

-~ 7| Commented [M229]: Quite vague in depth of answer -
indicates lack of clarity on understanding/ hadn't reflected
.. | much on this topic at this juncture of school

Commented [M230]: Was this underpinning how pupils
didn’t have much “academic ability”? It wasn't driven from

PF: |

leadership? Seems to contradict the NC comments of was
this just for structure, control,/ conformity?

| Commented [M231]: Interesting metapher for him
| commented [M232]: Indicates lack of flaxibility in his

approach yet you seemed to find the freedom for your own
agency - ref “luck” comment. Autistic and black and white

recently passed away)

depending on the nature of the kids.but bt was definitely forced by the Head that it was this, this, this and nothing else other | Control
55
MH: 54., Leadership was instrumental in driving that culture in school? Control -
leadership
MH: So what about things like external pressures at the time? Ofsted? Erm, government policy, educational policy was there
any kind of impact from that at that time if you can recollect?
PF: Il'here was lots at the time when | came in here... there was lots of acronyms going round about gifted and talented pupils | 60
and you know all the l:i'rfferent bits and pieces... h was very key note things that Lve were supposed to be addrﬂsind And I can
remember the head trying to get into some of the teaching and learning stuffbut[ I
bnd I don't
mean to be unprofessional when | say this but he was relatively autistic in his way [and how he went about and how he
approached things and er everything was black and white and maybe touched on grey a little bit but generally it was back and | 65 Control
white and that was what had to be done and that what would happen. [
MH: Did that have any benefits anywhere...?
| 70
MH: ok then... Errrr... | came to school.. on supply April 2011. I'd just been made redundant and | can remember signing for PK
and within a few days | think | got a phone call and got asked to come in on supply for a half day and erm... what was the
background of that? What was going on there without getting into too much of Dan... (Previous DH and PE teacher who has
PF: Erm[... we had a PE teacher who was actually at the time I think i’le was a senior leader as well.. erm who was strugglingia 75

bit with his own mental health and erm... he was in and out of school and awful lot and I think he was taking a long period of
time nfflso I think that's probably where... hﬂw you came in as the PE teacher.. which was a bit of a blessing to be hﬂ-nest._]

Relationships

comments reflect control, conformity, uniformity?

Commented [M233]: interesting comment - lack of
flexibility, lack of consistency from staff in relation to

C

Commented [M234]: Indicating need for flexibility to [_
Commented [M235]: New staff coming in - was | one nl‘[T
|| Commented [M236]: Indicates this wasa period of [~
Commented [M237R236]:

MH: So what was your thoughts on erm me coming in first days, first weeks... what was your reaction to me... that?

PF:|

- MH
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| Commented [M239]: Evidence of a fractious SLT
Commented [M240]: A lot of uncertainty in leadership {_

J
{

| commented [M241]: Positive comment regarding my [—
Commented [M242]: Relatedness here in relation to r

\

ul

[ Commented [M238]: Seems you were ready for him to[_~
(
(




| Commented [M243]: Trying to implement change in
i culture in PE

v Commented [M244): Previous culture of PE - control,
d conformity, lack of challenge and variety. This was a difficult
culture to change.

Commented [M245]: | was given a lot of autonomy by you
to change the culture.

Commented [M246]: competence

#

_/.f[ Commented [M247]: Shifting from the previous culture
1 /[ Commented [M248]: Trying to implement change

/ | Commented [M249]: Good summary of the challenge of
/| change in this context. Trying to break those relationships...
."I that relatedness was difficult. It was well engrained.

' | Commented [M250]: The pupils didn't have the
competence to manage the change which made it difficult.
| They wanted to play football as that was where their

{ competence and familiarity/ relatedness to Dan lay.

Commented [M251]: Seems to be a threshold concept
/| ping moment for him

because it is you that makes the difference and |when you break it down into the qualities its erm enthusiastic, empathetic,
understanding, hexible, hau’ve got to be the mother, the father, the social worker the doctor.. every part of it really. Imu’ve

Relationships

| Commented [M252]: interesting given how you described
[ working in a culture that restricted this for some {not
yourself)....

| Commented [M253]: Interesting that academic qualities
don’t appear in here. Was that not a priority for you?

| Commented [M254]: Interesting that you said for “what”
they are rather than “who”

/| Commented [M255]: Having worked there for 17 years

got to have something you can give to those kids.... Erm you just can’t hold onto any baggage. You've just go to appreciate the
kids for }what they are and try and work with every aspect of what they are].. [

WoU Must enjoy it

| Commented [M256]: | was given a lot of autonomy in PE

MH: So, saying that | wanted to come in and change things.. how did that fit into the leadership structure under Richard at
the time? That kind of culture?

PF: At the time | don't think it did.. | dont think there was any... |

105

110

/| but | needed to prove myself before this could be considered

'| for wider impact in school. | doubt this would have

happened under RM's autocratic style. | wouldn't have been
|| ready at this stage and nor did | have any real aspirations

(initially) for whole school/ leadership development. | was

[ trying to suvive from 1 day to the next and try and link

) L learning together.

,-" Commented [M257]: Was this underlying the culture — an
L~ “easy”, settled, managed, controlled school... is that defined

207

|..there was no like development in the kids | 81
other than they can play football for 30 minutes, then they can play football for 35 minutes then ooo they can play football
for 40 minutes and (laughter)... it was not, in terms of any PE based activity it was all about managing the behaviours of kids Control
through a particular topic which the kids just jump into. [ _________________________________________________________________________ )
MH: S0 how would you describe me then as a teacher first coming into school? 85
PF | [pnd very knowledgeable. I
..as | say it was all about football and maybe on the odd occasion it might be like right we're out on the bus to go
down to the beach to go and play... football. h’ou know, that what it was all based arou ndJ
| 90
MH: Yeah, and what do you think the impact of that was? Kids, especially?
PF: Erm, h think it was definitely hard work when you sort of had that cycle of kids of this nature working with a member of
staff
| 95
MH: So what would you describe as being the key skillset | suppose for a teacher coming in? What kind of key ingredients
coming in do you think and person needs to be able to survive?
PF:"UE been asked this question tonnes of times and | just keep referring back to when | did a seminar in Durham university...
god in must have been 2008 and basically | turned around to 100 lecturers and just held up a mirror and said look at yourself] 100

by easy?




MH: Erm.. anything else you want to add on that side of it? Richard, school, kids.... Because we're heading toward Derek
COMINg in Now...

PF:I‘I’he only thing | can add to it is that as a leader himself with him being the way he was... he was never in a position to

Collaboration

|| Commented [M258]: Highlights the importance for
/| competence

/ .,.[ Commented [M259]: Underpinning culture

Commented [M260]: Reasoning for closed, control based
culture?

develop staff. His expectations for staff were: come in, do a job but it had no parameters... Jt was come in, do a job.. as long as | - Leadershi |

ph 1 hb Ll: if he did h Id h' [. h dp b hi h ight this i :I gd S ) S Commented [M261]: Importance of having a vision and a
1 get no hassle..jbut pven if he did he could never manage themf He never had it about him to say right this is what you nee 115 / /| clear ethos from which to bulld a positive culture
to be doing to engage the kids, to do the teaching and learning part of it and get the kids to progress, to get the kids to /P
respect you and you to respect the kids. i—le never had any of that man-management.. e ’{ Commensted [M262): Competence ls=ue

| Commented [M263]: CONCEPTUAL understanding of
MH: How do you think that panned out with staff on the shop floor? How did that leadership style make them feel? what leadership takes?
;[ Commented [M264]: isolated culture....

PF: bls.... ﬂ:actlonal. | don't think it was a good feeling. It was very; I'm here for mysel_f and as long as I'm qk in my I|'ttlle unit or Isolat.ecl / Aco ted [M265]: Was this across all staff or just you?
areathen I'm clmi. lt doesn't really matter what the boss thinks as he's never really going to confront me with it.... Jt's just | practice £~ | Links to competency and leadership. This would certainly
come in and do this and move on..] 121 filter down to staff in terms of accountability...

MH: bNas that a good place to work?

Collaboration

| Commented [M266]: Certainly going to add to a sglit staff

mentality and lack of consistency.

~[ Commented [M267]: Damning commant

P

someone wha's of that opinion not backing you up and supporting you it became very difficult.... - Leadership | Commented [M268]: At least you are trying to make use
"""""""""""""""""""" of the agency you had developed through your teaching.
Ma ou didn’t have the room to replicate this at a
MH: Mmmm, so, Derek came in 2012. Do you want to talk to me about that and how that impacted on you, staff, kids, school | 125 |Emtes:ip el ’
culture in general? r
g /| Commented [M269]: Maybe you found a way of
/" developing agency at a leadership level. Sense that you
PF: | grasped the space from the lack of accountability from RM....
/
| /{ Commented [M270]: Space for agency development.
[Erm.. 1 enjoyed if..| 130 | commented [M271): Needs are being met
| _—| Commented [M272]: Dan the PE teacher who | had been
i—_lg_\gqs_gj!I_m_o_l_:_:l;_l’r_n_@_li@[}_bloke, these are EBD kids so ill play EBD (laughter) and er.. there was a - covering for
real battle with him to try and get him to understand you know..,..,.]'l'hen sadly he was no longer part of it and then there was | Commented [M273]: Difficulty in enacting on agency and
just myself and Richard and we er.. well | started to move things around a little bithnd khen Cogle (Derek) comes in and erm... implementing change.
I think he sensed that and he had no real understanding of SEMH kids or EBD at the time and he er.. he was er... | was gonna | 135 ~{co ted [M274]: In essence acting as the HT by this

.

\
N

point as | recall

Commented [M275]: Need for competence and ability to
relate to this was lacking

Y
\\\\[ Commented [M276]: Wonder if your leadership [

\[ Commented [M277]: “It"? Maybe Lead? Did you find it '__

208



MH: How would you describe leadership then, throughout that period when he arrived and through to the middle stages of
his time.... What or how would you describe that collectively across school?

PF: Well, ko start mlﬂ. him... khere was no leadership from him whatsueverl., erm... his idea of a training day was come and

140

have a cup of coffee with his sandals on (laughter) and have the reset of the day to yuurselﬂ - ]50 there was no Ieadershipl... it

Collaboration

PF:|

was more like right just come in and yeah... happy days. h-lnwever, hecause I'd been trying to step up a little bit if not a lot.. | - agency N
was trying to take control of thingsland trying to step things up and trying to use other staff to get them to set thingsupand | 145
sort of try Iand distribute the leadership type thing... 5o that it came to be an ownership across the board rather than just from
an individual| ..... Iso }we had huite an interesting time with Mr Cogle.. (laughter) ]
MH: How did the kids... did the kids change under his leadership?
PF: The kids were very er | | would g o
150 |
[.it was a very selfish way that he was... he wanted to be a nice
person and didn’t think of the conseguences that had on other staff.l
MH: Do you think the demographic of the kids changed over that period?
155
MH: What do you think the driver of that was?
PF: |Socia| circumstances... | can't put it down to anything eIse“I’m not sort of like trained enough to sort of look at the social
aspects of it outside of school hut...| Culture -
social
MH: What do you mean by social aspects?
160
PF: |Iu5t the home life.. maybe it was coming into the 3" generation of kids who were'atchkey kidshikeland you knou\hhis new
technology move and isolated learning they were doing or isolated behaviours they were having at home instead of being out
on the streets playing and stuff. You know like x-box and stuff , IT, phones all that type of stuff....l
MH: Did you see any.. was there any shift or change in policies and stuff, from like government, education, Ofsted or National
Curriculum type changes... those structural type changes from above... did any of those, if any have any kind of impact at all? | 165

Do you recognise any if at all?
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/| Commented [M278]: Indicating he has a lot to say on the

,.f" subject...

,/{ Commented [M279]: Straight to the point; no ambiguity.
| Commented [M280]: Clearly he didn't rate him at all as a

leader — quite mocking in terms of statement too indicating
that maybe he saw him as lacking in ‘character’ to run the

“ | school

Commented [M281]: Fairly adamant repeated statement
- making a point
| commented [M282]: Was this because you were given

freedom, took freedom or there was a void where you
utilised your agency?

Commented [M283]: Was this you developing your style
| | of leadership?

| | Commented [M284]: Seems like you continued in the
|| same vain as with the end of RM's leadership.

| [ Commented [M285]: We as in the school?

. | Commented [M286]: Why say "interesting"? Indicates
that maybe there was more than just lack of leadership?

\| Commented [M287]: Leadership conflict?
Commented [M288]: Mare conflict...

|| | Commented [M289]: Were you trying to maintain
\ I'. control?

'.[ Commented [M290]: Quite a personal reflection

Commented [M291]: Interesting that you were working
apainst the previous HT's order and conformity but this
statement makes me think that you were trying to maintain
|| order/ control yourself and DC was more laissez-faire

Commented [M292]: Change in demographic of pupils. [_

Commented [M293]: Why not? | would include other [_
Commented [M294]: Quite a short, open ended answec
Commented [M295]: A latchkey kid, or latchkey child "
Commented [M296]: We have no control over this [_
[ Commented [M297]: Certainly a driver for the change I{_

\[ Commented [M298]: CONCEPTUAL: Imapct family life Ir




PF: puf] ‘ | |

MH: and do you think that part of the reason for the change in type of kids... for us?
PF:b think there’s a national link that someone’s recognised but | dunno really....

MH: How did the staff change under this different type of leadership. What was their role and their day to day kind of work
like under Derek as oppose to under Richard? Day to day how had things changed?

PF: Err, this is where its difficult to compare... well not difficult to compare Richard and Derek hut|

L]
L | i [

175-

Relationships

|. 1think staff were... they started to
become quite erm... what's the word..... difficult to find a word but respectful of what | was doing and like wanted to work
with me and | think they saw me as someone who they were happy to work with and move forward with regardless of who
was labelled as the head [Then | would regularly have heated meetings with the head asking him when he was going to step
up and do things and | gave him a list of things that | felt he needed to move forward on but | never really got anything back.]_ )
b-lis leadership in mind view was erm.... Really poor. Because | never had anywhere as a deputy head to go to... to pass on or

receive any support...

MH: mmm, what about teaching and learning and curriculum and timetable and stuff. How did that develop through Derek’s
or | suppose your leadership really at that time?

PF: Erm.. nd there was
other staff... trying to think who else was here at the time... Dave Elliot contributed a lot so | was getting a lot more
contributions from other people who were saying you know what about this... }Hhat about that and | was like saying you know
we're going to do this and that but Id like to think that it was a bit more of a team thing but there was times where id say you
know... | suggest we do this so | was trying to do the distributed leadership but also lead at the same time... but for the

benefit of the staff.... I've always thought that the staff are critical in this place. Without their good will as well as their respect
and empathy for the kids and staff we can’t move onywhere and trying to keep them as a unit was what | wanted to

MH: Erm, you touched there about people contributing to move the place forward... erm and you were that go-to person for
staff... Specifically for me at what point do you first recall me first starting to develop in school... when | first came in was | was
in PE and | was trying to change things and move forward, at what point did that become something more...

- leadership
180

Isolated

185

Collaboration

1590
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- leadership
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Commented [M299]: Started describing “stuff” guite a

bit. Gaps in understanding? Or reference to big picturei.e. a
lot!!

( Commented [M300]: what s “it"?

Commented [M301]: Describing us as being separate
from ather schools | assume. Does he maybe have a feeling
that we {SEMH schools) are just left?

\ l Commented [M302]: Quite a strong statement — seams ta
be confident in standing his ground - based on experience?

| Commented [M303]: Recognised by who — education/

government... first time MH has come into the conversation

', | strangely....

Commented [M304]: Seems like this was a slow burner...
surely he could have expanded a lot in this area?!

| Commented [M305]: Good description and a clear

recognition of his place - depicts the role he played in trying
to keep an even keel. Supports the development and use of

k \ his agency.

Commented [M306]: Seems like he had freedom, desire
to drive change on RM. This seems to turn to responsibility
{because of lack of leadership) under DC. Seems to be quite
resentful of the room vacated to make this happen i.e. he

|| was doing DC's job and his own.

Commented [M307]: Not | was trying to move the school
forward - "1 was trying to move forward with the school”
indicates that he was learning and developing through this
period.

|| Commented [M308]: 2" mention ~ interestingly in the
|| context of staff now.

Commented [M309]: Becoming the HT in earnest really.
Making use of agency. Seems to have transitioned from m(_

Commented [M310]: Clear desire to drive change - a lot

|| of statements of "move forward”...

Commented [M311]: Feeling of isolation? Feeling
|| unsupported....

[ Commented [M312]: First comment regarding me and

'-.‘ school improvement. First emergence as a leader from PP~

Commented [M313]: Good description of his leadership
style - distributed




PF: |

| Commented (M314]: 20152017
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( //{ Commented [M315]: 2015 ish

// /| Commented [M316]: The same group of pupils from Year
/| 7all the way through

Commented [M317]: Interesting comment as this is more
or less like for like what you stated RM was looking for; yet
you found this leadership controlling and restrictive.

e

Commented [M318]: Being seen to have proven myself in

MH: Erm, so that was say 2013-14.... ish. Next phase would have been you going to your leadership and Derek moving on so
that’s the next phase we are looking at... so at what point between when | was taking that cohort of kids through PE like you
just said and having that established pathway through. At what point from there to now I suppose did you first start seeing
me as a potential leader as oppose to just a PE teacher?

PF:

210

Collaboration

y,
/| PE really
_~| Commented [M319]: Becoming semething more than just

a PE teacher. Recognised for guality in T&L
Commented [M320]: Demonstrating competence

'| Commented [M321]: | believe this refers to my TC
episode relating to Sir KR and changing the education
paradigm.

) Commented [M322]: Recognised to be challenging the
culture of schoaol

i
F

&
/

/
i

/

7,

7

Commented [M324]: Relatedness in effect

e
-

s
5

place and

- Leadership

covered...

MH: Erm so Derek moved on and you stepped in and Feb 2017. Talk to me about that. Him disappearing, you stepping up,
how that made you feel, how that changed things in school, kids, culture and all of that?

PE:| | |t was

hot by myself though... I've never seen it as | could do this by myself, it's always been | could do this with the team i
I've got around me and | think that was the inspiration. | didn’t want the school to go into the hands of somebody else who
would destroy the team and | think we've got an excellent group of staff who are here for the right reasons and want to do
what's right for the kids.[ | [

220

Collaboration

Commented [M327]: Implementing change
Commented [M328]: This must have been prior to be DHT

Commented [M329]: Space just opened up and the
agency you developed forged your path?

|
|
A
|
A
/[ Commented [M323]: Developing relatedness
{
'[
|
{

| Commented [M326]: Everything??

Commented [M330]: Fair reflection of what he has

’/// described thus far

ri
rd
/
/
Iy
/| Commented [M331]: Distributed leadership as a
philosophy

/| commented [M332]: First indication of this pressure

/
/
A
/
/

|
[
| commented [M325]: Demonstrating competence
A
(
[
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— | Commented [M333]: First formal step up onto leadership
ladder

Commented [M334]: Surely you had been doing this [_
[ [ Commented [M335]: CONCEPTUAL: IMPACT OF Funmr




230

MH: What were the kids like during this time period....

PF:

MH: Hmm, so do you think the change in kids that we had was the driver for the change in approach we had in school?

PF

MH: How do/ did you find managing that change?

235
240
]
| | 246 B
] )
\\
250

PFI: I loved it... do love it because | think most staff are totally on board with it... ]and what we are trying to do and the reasons
forit because it's the mental health and wellbeing of the staff too at the end of the day and | think we are giving staff the
opportunity that... which is a better position to be in and erm... by not enforcing these changes but requesting and working
with staff on these changes_,._,l

Collaboration i
- leadership

MH: Do you think then that staff felt better now about coming to work... felt less isolated.. going back to early days?

PF: Yeah, without a doubt yeah.... }Staﬁ felt at the time, in my view very comfortable... because they knew they'd ask a
question or they'd ask something of me and | would respond to them immediately. | was supporting staff and staff were really
interested in doing stuff for the benefit of the school. So

255
Collaboration

- leadership
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~| Commented [M336]: Indicating that there was staff who
\\

he preferred to step up — me.

Commented [M337]: Reflective of traditional practice of
the work place

|

—| Commented [M338]: Recognition of where my leadership

was making an impact.

Commented [M339]: | think because there was far less
physical behaviours being exhibited this “opportunity”
appeared to be there. | would say though that the previous
cohort of pupils would have benefitted also.

~'| Commented [M340]: This is an agenda that | was driving
in my conversations with PF and other staff - control and
conformity via Sir KR.

~| Commented [M341]: Relinquishing that control was

difficult because the void was filled with uncertainty. Pupils
didn’t have the skills/ desire to take control themselves (of
their education)

Commented [M342]: Having a group of pupils you took all

, | the way through

Commented [M343]: Certainly staff needed to change
their approach if the culture was to change

\{ Commented [M344]: Relatedness appears to be key?

Commented [M345]: Collective responsibility /
distributed leadership. Building a school around
relationships.




EBEER

out their job?

PF:

7

/‘[ Commented [M349]: still a concept that raises its head....

/
s
F,

-

~

MH: So, like freedom...

Richard...

PF:|

I

;'ff

| 260
MH: What do you think as a leader that you need to provide staff with in order for them to feel like happy and able to carry
265
270
PF: yeah, fﬂr me that's imperative. Has to happen. They've got to be given that to moveforward.| Motivation -
autonomy
MH: How would you describe like the ethos of the school... how does that compare for you, to under Derek to under
275
[l 280

.,

N

‘| Commented [M346]: Seems to be really confident and
passionate when speaking on this topic.

[ Commented [M347]: Stark contrast ta RM

y, Commented [M348]: Does this stem from you not being

/| given the same opportunity?

| Cornmented [M350]: Autonomy to implement) drive

change

/| Commented [M351]: A lot of this is built around trust.
"| Clearly has alot of trust in staff.

Commented [M352]: FHILOSOPHICAL argument on
leadership style — how do you provide the right climate for
staff to develop and apply agency? SDT?

/| Commented [M353]: Autonomy is key

i

/ [ Commented [M354]: Old school management of pupils

' | Commented [M355]: Seems to go from one extreme to

the other
[ Commented [M356]: 5till a plan in action

| Commented [M357]: Interesting that the whole
conversation regardless of HT is about the puplls..

| Commented [M358]: CONCEPTUAL - how does society
play a role in education and providing motivation/
opportunities?

Commented [M359]: Recognition of previously
mentioned societal factors impinging development

MH: Is there any kind of wider things that are pressing on you... wider societal or educational things that are making you
certain things... either enabling or restricting you as a leader?

PF:| l but hhen when you

look at the social implications of new technologies and what kids have got access too.... It's causing us issues in school
because we're trying to have to regulote something that is an outside issue. For instance, mobile phones... its detrimental to
us at this moment in time. We've got to try and manage that to the best of our ability Erm..l

285 Control

/| Commented [M360]: Government agenda - conservative
cuts

Commented [M361]: CONCEPTUAL - budget constraints
again!

/ Commented [M362]: Seems to point towards a

/| recognition that education isn't a priority for kids now.
Seemed to be in the past that going to school was a problem
of confrontation but now it appears to be a problem of
disinterest/ boredom?
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Y
{Cnmd [M363]: CONCEPTUAL — SEE BELOW




pF:| |

PF:

MH: How does this type of thing effect the role of the teacher? Erm... given that we are trying to restrict mobile phones and
their use yet kids could learn everything they need to do... they've access to every single answer of every single question they
could possibly think of on that phone yet we're restricting it. How do you square that circle if you know what | mean? They
can teach themselves almost everything they need to know on phones yet we need to control them...Where do teachers fit 290
into that paradigm; what's your thoughts on that?
295 |
.
MH: Is that something then that you would want long term? b
PF: [ | |
I | \
[ 300
MH: Again, just jumping on that there... how has the vision changed for the school...?
305
MH: What would you describe as the biggest issues at the minute and biggest positives...?
PF:biggest issues at the minute is kids not having any aspiration and hot accepting that staff are here to guide them, to .,-'J
nurture them, to support them and enjoy their company... Not to... well bring their baggage in from home but allow us to /
work with that whilst also giving them all these opportunities and for them to just mildly appreciate it; would be great. hul at | 310 "
the minute we're getting a load of kids who are throwing it back in our face because they don't have an aspiration and they Culture -
don't see the future and sadly in this school there’s a number of staff who have got all these experiences of outside life and pupils
the real world that... if they just listened to them.... just a small bit they would become better people.] /
T
MH: So what would you say the big positives are?
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/[ Commented [M364]: Positive outlook

[ Commented [M365]: Blockers in place.

Commented [M366]: A desire to still control? An
acceptance that we can't and pupils have a lot of power
compared to previous

™,
{Con'mﬂltud [M367]: Returns to that positive desire.

Commented [M368]: CONCEPTUAL: need to use
technologies by desire to restrict. What is the purpose of
teaching if all knowledge is located on the internet and easily
accessible? How does this effect pupil’s motivation?

I Commented [M369]: Statement depicts real passion

LY
| commented [M370]: Repeates

Commented [M371]: We have these now do we not? Or

', | not the right staff in the right place?

Commented [M372]: “restrictive” and “regulating”
interesting mix with “love”

~| Commented [M373]: A broad depiction of the schools

educational and pupil journey over the past years.

/| Commented [M374]: Sense of frustration that pupils
won't buy in? If they would rather play in isolation at home
rather than be out with friends it is going to be difficult to
relate to them in an educational sense — especially if they're
L disengaged and disinterested.

Commented [M375]: More frustration. This is where the
control factor would have managed this situation.... That
vold has been filled with pupils increasing disengagement
and inability to relate.

Commented [M376]: CONCEPTUAL - Purpose of
education and lack of buy-in from young people. Do they see
the purpose in education anymore? Do they fesl left behind?
Where does this lack of ambition derive from? Socieltal
factors?




PF: Err

315

319

Control, 25 Relationships | 3

conform,

regulate,

restrict

context

Flexibility 7 Ref to move 20
forward/
travel drive
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| Commented [M377]: Real pasitives - particularly the

attainment. This is in spite of your frustrations you
mentioned above...

N,

\
\
%

Commented [M378]: Clear recognition of improvement
needed

T

Commented [M379]: Real change from RM/ DC's
leadership




23. Appendix C: IPA Developing Themes

Themes across transcripts
Superordinate Group Theme Sub-Theme Classroom Teacher Senior Colleague Total
Theme

=]

Teaching Practice Teaching Practice

Control aaltaal _1:
Desire for 1 o] 1
Teaching practice 8 1 9
Leadership 2 ) 11
School culture 5 8 13
Philosophy 1 0 1
Personal 1 o] 1
Change Change Education 4 o] 4 54
Curriculum 0 3 3
Challenge 0 2 2
Relationships 0 1 1
Agency 0 3 3
Pupils 0 2 2
Policy 0 3 3
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Combining themes across transcripts

Location

Original Transcript

/| Commented [M380]: Another short answer... possibly
/| feeling uncomfortable or maybe reflecting on the difficulty
/| of the question?

CR 47-54

CR 55-64

CR 68-69

CR74-75

CR 318-319

PF15

PF11-15

I{eah, | would do that... | mean | came into school and | would do 3 part lesson... erm keep it as close to mainstream as | could and that would be my
teaching..[

MH: |Why would you do thatﬂ

CR: klaughter} hecause you kind bf like hold mainstream education inl | don't knowl a bit more higher regard and this comes back to the issue about

/| Commented [M381]: Tried to break the ice with body
* | language...

/| Commented [M382]: Associating this to me or just figure
of speech. Don't want to take responsibility for comment?

‘| Commented [M383]: Unsure or just unwilling to be
confirm?

special needs and not challenging them and not having the expectations. So ifh taught the way that | [would teaching in mainstream with probably the
same topics and themes then my expectations wouldn't be slipping for those kids. | think that, that was what that was about. l’lus I didn't know any
different. hhaj was all | knew. I'd taught in mainstream and then worked in a PRU and then id came to AH. Id never been introduced to any other way of
doing things..

Commented [M384]: A lot more assertive now and
speaking from experience.

B [Cnmment!d [M385]: Internal ignorance

MH: So keeping on the ‘standing and delivering’ how did you feel that effected the kids in your classroom and your teaching culture? What did it do for
that?

CR: kept control for a start, for me (laughter). Erm... it made my job a lot easier. hn terms of assessment as well because |you could see what they were
doing... because you didn't have to look any further than what they were writing down... You didn’t have to ]:ind of watch them and try and judge
whether they were hroblem solving ... you could just see what they were doing... you could just err...you know you could ask them guestions and that
like you know and there just be an answer so you know... it made your job a lot easier... but | think with kids like that it was a huge control strategy....
You controlling the lesson meant you had control over their behaviour... they were just like sitting down and it was just like great, sit down and ill bring

you your pencil.... (laughter) ill bring your book... don't move now just sit there and listen and watch me at the board and it'll be easy..... {Iaughterl

this women she said this is the worst thing that you can do in terms of behaviour management because you're controlling their behaviour and | just
never, never knew that

hhis was for the first few years andh thought this was greaﬂ... and er | was doing alright, kids were on task and it was calm and | was ok...]

Buth kind of like control tno.[ _____________________________________________________________________________________________________
Erm, it was very strongly led by Mr McGlashan who wanted every kid in every classroom at every moment. There was no mﬂvement...l.!hether those

kids had to be forced into those rooms that would be the case.... hutncratic,.. erm strong willedc.. [to a point where it was relatively aggressive because
we had to enforce certain parts of the curriculum on people and there was no flexibility in the approach; really none and there was too much, in my
view of the confrontation of between staff and k]ds{

PF: h can only see the answer was discipline. Purely based on discipline. Because the fact was you have to do what we're saying, because we're staff and

N Commented [M386]: Seems to be more comfortable now
.| and back on familiar ground that s less linked to possible
conflict with others i.e. making negative/ causal comments

| commented [M387]: Sense of being under developed by
the system?

[ Commented [M388]: Continuing to be a lot more assured.

| Commented [M389]: Reverting back to a lot of associated
comments. Is this reflective of a whole culture i.e. everyone’s
responsibility or is she meaning you as in me? We have
spoken about this a lot is she reflecting our/ my discussions
back to me?

‘| commented [M390]: A lot of pauses, laughter and looking
for connection to me. Does she believe this or is she
checking that | recognise what she is saying based on our
L previous discussions or checking that | agree/ approve?

. | Commented [M391]: You don't know what you don't
| know!

o M,
™, { Commented [M392]: Linking to initial feelings of Isalatic
Commented [M393]: Interesting that she reverts backt]

[ Commented [M394]: Strong Leadership determined by HT
\\ { Commented [M395]: Control of school more important]
\{ Commented [M396): 5tyle of leadership

N

ht

this is what is expected of you. You must go and do this because that's the timetable and that is what needs to be done. So enforced d]scipline.]

217

Commented [M397]: Confrontation driven by culture. ['_
[~ [Ccmmmt!d [M398): Control and conformity driven b'fr




PF81-84

CR 10-13

CR 16-18

CR 28-33

CR 39-44

CR 228-229

CR 266-267

PF308-313

MH: Do you think the kids in anyway forced that hand... or were they just part of it and succumbed to that.
PF: Erm well i think they forced it because there was no flexibility.... room for anything else really{
khere was no like development in the kids other than they can play football for 30 minutes, then they can play football for 35 minutes then ooo they
can play football for 40 minutes and [IaughtET... it was not, in terms of any PE based activity it was all about managing the behaviours of kids through a

particular topic which the kids just jump into.

| felt that other staff.... Although you felt supported... weren't... everybody seemed to just be busy doing their own thing. [Erm, there wasn't a lot of
interaction erm... there was no... hot that I can recall discussions in terms of teaching, in terms of sharing ideas, in terms of sharing resource

/

/

.

/| Commented [M399]: 50, driven by policy which create

conditions for puplls to be aggressive?

/| Commented [M400]: Previous culture of PE - contral,
conformity, lack of challenge and variety. This was a difficult
culture to change.

Commented [M401]: Early relationships mainly built with
pupils?

'
J,f' /{ Commented [M402]: importance of talk and sharing
. J,-[ Commented [M403]: Acceptance of status quo?

... but it was just the culture of the school. So, it was something that was new to me but.... | kind of didn't question it because | was just like this is how
this school works] Erm, then that continues... erm for quite a long time to the point where it kind of I

Me, in terms of the lwironment that I was working in... and that’s getting back to that... people were just doing there own thing and then going home.
There was no like talk about education and a lot of it was like... about kids, about behaviour about how bad it had been... habady was... nobody had
started looking at how maybe we could teach those kids in a different way or share something that would work really well and l think that at the time
would have helped massively. ]ro have like a... busier school in terms of staff you know like... much more happening for people to be saying like eee I've
done this and.. or | was reading about that and er...you know..

krm, I think it wasn't identified as a need by anybody really... }nyself inl:lude::‘.,,and like I said earlier | think it was just the fact that ... | thought that this

" | Commented [M404]: Doesn't want to assign blame — this

lisa leadership issue though

[ Commented [M405]: Retrospective vision

Commented [M406]: interesting as she stated earlier that
'| she felt quite isolated. Surely you would recognise that
talking/ sharing with others would alleviate this? Maybe she
L felt unable at the time — she was new

"/ | Commented [M407]: birectly links herself

/| Commented [M408]: Personal reflection but collective
association

was just how it was... how the school was but | think erm... for want of a better word | think the school was embedded jn old school wrote type of

learning... that's the kind of impressions | got kand | think people just picked that up Iand went with it..J

MH: Including you?
CR: fWell yeah, probably... | probably...slipped into the norm of the schaol...l
. | didn't expect it was something that would continue though and this was disappointing as it wasn't going to happen in year 8

them before they became caught up in the control kind of culture we had|.

Biggest issues at the minute is kids not having any aspiration and hot accepting that staff are here to guide them, to nurture them, to support them and
enjoy their company... Not to... well bring their baggage in from home but allow us to work with that whilst also giving them all these opportunities and

for them to just mildly appreciate it; would be great. but at the minute we're getting a load of kids who are throwing it back in our face because they | _—

don't have an aspiration and they don't see the future and sadly in this school there's a number of staff who have got all these experiences of outside
life and the real world that... if they just listened to them.... just a small bit they would become better peoplel
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I
/7| Commented [M409]: Again, personal reflection but
// assoclates comments collectively. Does she view others as
T responsible? For me this is a leadership issue.
\ | Commented [M410]: Alot of pausing and thinking..... she
"-\ doesn't appear to feel uncomfortable. Does she recognise
', | that she could have acted or feel that others should have?
¥
| Commented [M411R410}:
| Commented [M412]: Difficult and personal question to
answer on reflectin and clearly | was picking up on the
individual/ collective reflection/ responsibility... Does she
~._ | associate me with that leadership team — does that make [

Commented [M413]: Recognising the need for change.
Interesting that she is taking on responsibility for developi{?

Commented [M414]: Sense of frustration that pupils
won't biy in? If they would rather play in ksolation at hnm{?

| Commented [M415]: Mare frustration. This is where the

control factor would have managed this situation.... That '_—




PF 156-162

PF15-28

PF5-8

MH: What do you think the driver of that was?

PF: ISociaI circumstances... | can't put it down to anything else."‘m not sort of like trained enough to sort of look at the social aspects of it outside of

school but...]

MH: What do you mean by social aspects?

PF: |lust the home life.. maybe it was coming into the 3™ generation of kids who were hatchkey kids'ikeland you know{this new technology move and

Commented [M416]: Why not? | would include other

/ aspects in here...

Commented [M417]: Quite a short, open ended answer...
looking for support? Not really sure of the answer. I'm
reading some uncertainty in this.

Commented [M418]: A latchkey kid, or latchkey child,
is a child who retumns from school to an empty home, or
a child who is often left at home with little parental
supervision, because their parent or parents are away

isolated learning they were doing or isolated behaviours they were having at home instead of being out on the streets playing and stuff. You know like
x-box and stuff, IT, phones all that type of stuff....] ]

frhey were very strong willedla_n_dkhey]ust wanted to fight against everything that was academiclas such. Erm, Isadly | think there was a little bit and this

Lat work. Probably little parental supervision...

Commented [M419]: We have no control over this
societal issue. Grandparents lost jobs... little work for
parents... poor work-related modelling environment for

might come out in the later years as well... a lot of as well was that there was a lot of confrontation between some staff as well about what their
expectations were of the kids and er some offthe inconsistencies that came about by staffing.... Staff clashing in a sense...... [ ]

MH: Erm, ok. Talk about the kids being aggressive, violent, strong willed errrr where do you think that come from? Why were those kids in that previous
time... why were they like that?

PF: ....cc....... sigh) b’-amily backgrounds from South Northeast Northumberland... errrlait villagesl.. they were sort of like first ofthebrandparent

generation jperhaps and no aspirations at aII...]

hild
ct ?

Commented [M420]: Certainly a driver for the change in
\ pupil type and their increasingly social difficulties
hY

Commented [M421]: Have pupils changed since then?
Are they not equally strong willed now?

Commented [M422]: We do have a lot maore “academic
. | pupils’ now who have more ambition - is this driven by
\ \ | educational policy/ culture?

MH: When you came into the school... did you come into this already or did this kind of culture grow over the time you were here?

PF: the school opened up in 2000 and | kame in 2003... 2002-3, September 2002 think | came in and erm it was erm still in a fransition from the

previous school because this school was er a new buildlas such from Gallowhill {previous school) and this was sort of... Ithis had picked up a little bit of
that school... brought into here

h—lowever, we went through... at the start in er 2002-3 ish the kids were very, very errr aggressive. Very violent as well and erm strong willed, no order,
they had no care for anything or anyone. |50 it was a very difficult period forl.. and er |earning wasn't really at the forefront. It was managing the very

Commented [M423]: Indicates that other staff were at
|| odds with this culture/ leadership style?

Commented [M424]: Indicates he was at odds with
culture - “some staff”.

Commented [M425]: Social deprivation a driver for poor
| | behaviour???

difficult behaviours.[
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|| Commented [M432]: Rationale - did the regime suite tf

"'.I'[ Commented [M433]: Indicates he was at odds with thls['?
[l:orrlnm‘hd [M434]: Philosophy of school/ education f{_




Combining themes across transcripts

Change

Location

Original Transcript

CR30-83

CR 135-144

CR 146-168

| think it was then that maybe | started to think hang on a second maybe | need to change a little bit, maybe | need to look at other things as because...
ideally.... It wasn't very creative what | was doing in my classroom and | would prefer to do something a little more out of the box and a little bit more
creative and so....

hl was.... | took a picture and sent it to your door (Laughter) as the plan that | had was that the lads were going to build a skate park so | had got all of
those shoe boxes off you and I had literally just went right you're going to be building this... there some boxes, there's some straws, cello tape and
scissors just crack on and you couldn’t see the floor for everything that was all over like paper and stuff.... (laughter) honestly | didn’t even look like my
classroom (laughter)... honestly ive never seen anything like it in my life... it was great..,l

MH: How was that shift a challenge for you as a teacher?

CR: A34 you know what it just looked like and felt like just how kids should be and when you kind of just watch them... that was really interesting as
well. How they all assumed a leader who was the actual one in the class who would kind of boss people around. He just automatically...he’s just in
charge... they would ask him what to do some of the time and just sort of how they all slotted together and they were all so proud of what they were

making, it was really gﬂnd.]

|.| didn’t feel like a teacher (laughter) if that makes sensel?l felt more like... | dunno... a bit of an observer and a bit of an assessor and bit more like of an

understanding them and their thinking you know and erm you know what kind of drives them as people. Like where they were in the group and as a
person themselves... like they were free to be themselves and learn and be creative and stuff without any pressure you know what | mean?]

MH: Would you say that was a positive shift from where you were in your classroom? From control to something different?

years of training being directed in a certain way to do certain things at certain times within a certain period of time or within a lesson... to undo all of
that... is like, its like s:ar\r!'ts not like obvious where you like think... can I? no, | cant... Then its like just try it! As in like can | actually do it myself, like

can | do it? Can | think of the ideas and can | do it right? That was the other thing, was with the other thing (normal teaching) I could do that with my o

eyes closed and like that wasn't going to go wrong but with this | was like what am | gonna do if it goes wrong? (laugter) And | still have that worry now!
MH: What... and you find that more motivating now? Like the lack of control, lack of certainty?

CR: Yeah, because hl was something different to what everyone else wasn't doing if that makes sense? It was new and Fd never tried anything like that
before }and that was what was a ]_ittle interesting I:ecause at the same time | think | had gone to do a transition not long before that at the PRU coming

| Commented [M435]: Genuine feeling of positivity and

willingness to "give it a go”

Commented [M436]: First time she has analysed and

" | talked about the pupils in relation to learning as oppose

making cultural statement about them i.e. babysitting...

/| Commented [M437]: Compared to what you had been

doing - “babysitting” or compared to what you have done in
the past or compared to what you think a teacher should be
doing?

Commented [M438]: Change of identity? Relates to ping
moment?

. [Commentnd [M439]: Questioning the role of the teacher?

| Commented [M440]: “Out of comfort zone” - comment

again. To where else?

/| Commented [M441]: Connects back ta challenging the

role of the teacher in her eyes

/| Commented [M442]: Does this signify her growth/

development? She seems willing set to question herselff be
reflective about her experience to date. All of thisis a
challenge her to her competence and autonomy as a
teacher.

/| Commented [M443]: willing to challenge her sense of
" | competence brought her motivation.... OF was it that we

were working together and the relatedness that this brought
impacted upon her mativation?
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| Commented [M444]: Just a “little interesting” interesting

that she uses this lighter descriptive tone.




CR174-177

CR 209-222

CR 267-271

CR 285-295

was kind of like interesting to know that | was doing something that other people do but | was just thinking how the hell do you do it though? And I still
wouldn’t be like a 100% confident doing it now but | think it's probably... the kids are much more relaxed to ideas and sharing and taking on other
people’s ideas... | definitely think it's much more of a group thing like learning to be part of a team and communicating more effectively and that...]

and like you know khnﬂengr‘ng school hhcut you know why we did things and what was.. you know the point or what was the evidence for doing it that

way h knew we would get on because that’s kind of what | started to think to but id never really put my finger on Tt-hnu know what | mean?l

Yeah, agreed... so we've done the PBL and we've talked quite a bit and built a lot more of a positive relationship how has that affected you as a teacher
in your classroom, post PBL?

CR: Erm, definitely not as controlling! Erm, haybe | did go back to teaching some lessons the way that | hadf However, what | would say about thatis
that| haq... 1 did quite a bit of that PBL with a lot of thinking and I didn't really understand the full picture k.o to kind of plan it right through was another
big challenge so 1 kind of just used to go right this is what we're going to do and then we'll do that.. so | would have to plan for a long term as | need that
like full year. | think at this point | wasn't connecting things together and that was hard as | had definitely changed and it made a big difference to me as
a teacher}}ut|l was still connecting a lot of the learning if you know what | mean so | could bring it all together and | think that just took ‘timel._.. __________

MH: Did it change you as a teacher?

CR: h would say it challenged me as a teacher but also made me think a bit about me as a person too. Frm,.. as a teacher that things can be done
differently and that children they can learn in a different way and its like what | said you're trained in a particular way.. its like.. in you...

MH: Interesting.... What about you as a person then? What changed?

CR: Its hard to put your finger on it really. | just felt different. h was a lot more confident, deﬁn'ltely{

.||'he penny sort of dropped quite quickly rather than how long it took for me and [ think if I'd still been there | would have really, really worked well
with some of these teachers [and we would have pushed PBL forward because | now had the confidence to do this kind of thing if you know what | mean.

I had loads of ideas about pushing things forward, sharing stuff and coming up with ideas and really just pushing stuff forward...

MH: Yeah, yeah.... These kind of discussions that we were having, and the ones in the teaching and learning group = how do you think they could or did
impact on the school?

CR: 1 think it would lift the school and the kids and it had already started to do that. My opinion is that it would just take us to a more relaxed place and
that's not just the kids, that's the staff too.

MH: Why do you think that would happen?
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~| Commented [M445]: Links back to the need for

relatedness again

| Commented [M446]: This section is full of self-reflective

perspective. She consistently seems to be more upbeat in
her tone and more willing to speak when she is discussing
herself and her thoughts. She appears to question herself far
less.

Commented [M447]: Key point - this appears to be the

focus for her reflections across the interview = by school
does she mean SLT or teachers, pupils, everyone? Interesting
that she indicates that it is me that is challenging school yet

she uses we 5x in and around this statement...

[ Commented [M448]: Questioning again?

Commented [M449]: shared understanding - permission

" | to challenge?

[ Commented [M450]: interesting comment as she

generally reflects negatively on previous culture and

practice...

Commented [M451]: Maybe she is not fully ‘sold” on the
concept of PBL or maybe she wasn't supported adeguately
enough by me to be ‘sold’ it? This may indicate that it was
more the process of reflection/ discussions with me which
were the catalyst for change/ growth in herself rather than

|| the PBL directly.

| | Commented [M452]: Signifies reflection of personal
|| growth

[ Commented [M453]: State of pre-liminality

Commented [M454]: Interesting answer. If she thought it
had she could have answered that gquestion quickly and
easily - yes/ no. The depth of the answer indicates that
maybe she grew as a practitioner. It's quite a short answer

that could easily have been developed further... the factitis
|| short makes me think she s unsure.

[ Commented [M455]: Unambiguous, direct answer.

Commented [M456]: Interesting metaphor — appears to
be similar to a threshold concept ping moment.




CR 299-307

CR316-318

CR324-351

CR: because you can take a risk and get it all wr{mgland kameone might do something right and say look just try it like this because | got it like that the
other week and | was rubbish. You can, its.... there’s not set, no ones thinking what’s going to come out of this at the end. Its just a way of just keepon
bushfng forward, pushing boundaries to be better and having that culture is really positive. [But you're not thinking that was terrible, you're looking to
make things better for the kids and the staff but its hard to know what that is because its all new..kbn you see what | meanﬂThose kids don't know what

its going to look like in the end neither do they?

. h‘he thing is though, you'd have to get every single member of staff coming from the same angle. Are you going to be able to achieve that? Because
then if that person talks to that person and that persons not as open things could easily fall apart... do you know what | mean.....?|

MH: So, what do you think is the most important part of getting everything on board together..... kids, staff, leadership, everything?
CR: heiﬂtmnships. Transparency, being oper{. ..... and tn terms of leadership it needs to be...... role models. Putting your maney where you're mouth is.

You have to be able to show people that you can do it too or at least be open to recognise your weaknesses and be prepared to develop them as that
what you're asking everyone else to do. but}_t_r!imt_rp_lqggf_mships are totally number 1 and you have to be able to motivate P?PPl‘E.PE"PJr Get them on

Commented [M457]: Willingness to step out of comfort
zone - sign of growth?

| Commented [M458]: Desire to work together seems to be

her driver

'| commented [M459]: Lots of p's - very positive and driven
", | statement

. Commented [M460]: Checking again. Definitely sense she

feels we are on the same ‘wavelength’ on educational
conversations like this. Especially relating to the need for
school culture to develop — definite sign of trust.

| commented [M461]: Reverts back to the blocker again -

very positive and then block - the reason for her leaving?
Again this Is an SLT issue. We have good rapport so she
clearly doesn't assign this te me....

board to move things forward and get excited again.

MH: Ha, ha. Thing is for me one of the things | thrive on is being by myself and just getting on with a role . Are you like this at all or are you at the other
end where you need to work tightly together?

CR: 1 think it depends as kince I've become more canﬂdentl

h would say approachable..... knowledgeable and | think you're guite erm, what's the word... | think you have a vision and nothing is going to shift it! I
(Laughter) Which is fine when you're where you are as you need that and you can see that a lot... its like... this is what | (MH) see, this is where we are
going and | don't know how long it'll take us to get there but we're going (laughter)... This isn't a bad thing though.. h think you're like not only a good
role model for the staff.. | think the kids see you as guite inspiring to them... | think they see you as being a grown up version of them {Iaughtert[._.. and
they think you know what | can be someone as well.... He's a good bloke and | can be like that as well. ' think you're considerate too, of like staff
especially. | think you try to please a lot of people and | think you do well but whether that's sustainable or not | don't knm\.l ill take my hat off to you if
you can.... You never know... | think you'll mould into this person who does all of these things without having all of the feelings you've had in the past,
like arrr.|gnd or whatever, but | think you will mould yourself into like; I'll do this because, | want that and this needs doing too. Its accountability really
isn'tit..

MH: We have fairly similar view on education and stuff... how do you view, or what are your views in terms of what we are trying to do in education in
general? Like in terms of policy and Ofsted and the impact that has on the classroom and stuff?

CR: 1 think in terms of SEN and what we need and what they need.... | think its back in the dark ages. | think there’s not enough research. Il'here’s not
enough specialist good teachers to work with erm... the type of kids we work with. And | think that's a massive challenge|. hﬂ_e_r'!tg! health is really

complex and you've not got like the right type of person trying to teach these kids khat’s gonna impact even further on their mental health and I think it
needs to move forward a bit quicker. In terms of research... but | think what is good in terms of SEN is when they've got rid of this erm... life without
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Commented [M462]: A sign of a breakdown with

members of SLT - if these are what are key and she is stating
that she wanted to leave at the time; probably relates to the
block she raises frequently.

Commented [M463]: Issues with Leadership fram her
perspective - clearly she doesn't rate some members in

' | terms of their practice.

Commented [M464]: Relationships and relatedness
arising again.

[ Commented [M465]: Evidence of growth

| Commented [M466]: Approachable - easy to relate too?

Knowledgeable — competent? Un-shifting vision — something
to relate to if you agree with it...

[ Commented [M467]: As in relatable too?

Commented [M468]: Interesting that she sees
relationships as key but makes reference to my desire to
“please a lot of people”. Think she maybe questions the
ability of some staff and whther or not they can be

| Commented [M469]: Supports the comment above —

does she think staff need to be held more to account? [_

~| Commented [M470]: Would she make this comment if

she knew lots from work?

| Commented [M471]: interesting that she approaches this

comment from “you've not got” as if she is talking about h[—




CR 357-366

CR 368-392

levels... erm | think that has worked out in their (SEN) favour... because they are not kind of like meant to be somewhere, they just kind of go along
whatever that's schools path is and that's much better.... Erm in terms of Ofsted, ill be honest, h think, I'm just one of those people where they've just
got this stigma so F«henever they are about.. I'm like oh my god (laughter).... So there’s definitely far too much pressure but | think they're there for all
the right reasons like... and | think without them it would be worse. h don't think they are as accurate as they can be in some places and | think they are
too harsh in some other places... erm but | think erm. | think they should be there..... In terms of policy stuff and reform stuff | think we're quite
stagnant at the moment. fl'here doesn’t seem to be much in terms of changes and it doesn’t seem to be obvious in terms of where its moving forward
yet you hear about how so many more schools are better not but | don't really see that at all to be honest. They've brought in, like apprenticeship and
stuff but it doesn't feel like there's that much different. However{ | think working in special needs.. you become immersed in special needs and you
don’t really see much of the real world. You kind of gain a lot of what the kids have if you know what | mean (laughter) you kind of morph into them...l

just good PBL stuff and this led me onto reloted stuff and | found schools who were using PBL and it helped me connect things]and made me... well |
suppose what im saying is that its out there if people want it...

MH: Ok, hmm, what....thinking back all the way to the start... are you a different person now to where you were then?

CR: Hmm, heﬂnitely. Definitely more confident. Definitely able to er, recognise my strengths. Braver... and | think that's quite important in this kind of
work.. just like... more laid back and more kcmpetent hnd more in control... kind of like a master (Iaughter}hvell you know that's me... and its just like

Commented [M472]: She introduces a sentence again
with “I'll be honest” — wouldn't she be otherwise or is she
trying to emphasise her comments?

| Commented [M473]: interesting balance of persanal

negative with collective responsibility.

Commented [M474]: Feels like a sweeping comment.
Maybe | am looking at this through my own eyes where |
could go into real depth. Maybe she doesn't feel that the
reforms are having any impact on her/ her experience in her
role?

Commented [M475]: Again, feels like a comment that
maybe justifies why she doesn't expand further? Or is it just
me expecting her too as this is my agenda?

Commented [M476]: Desire to be challenged - to be
linked to something/ someone and this developed her

' | motivation

what | say to the kids when they make mistakes as we do to.... Ko why then do we make classrooms that when people come to look and made you feel
like you are going to get slaughtered if you do something wrong... its completely sending mixed messages all of the time and | think that very old school
as weII...L

hhis kind of represents the shift in me as | would never... | would never have said that at the beginning ever.... That people should just come in and
look at your lesson and share and be more conversational and not just come in and go that was a good or that was crad.., you need to change thaﬂ .t

needs to be a lot more open and equal and people learning together and that hhanged | suppose my knowing of the role of a teacher | suppose... there’s

more elements to the role of a teacher... its not just where you'd stand up and deliver and then assess and mark... although | think the system
sometimes pushes you to feel like that though because that is what you kind of get drawn back into as its like look.... Here's a book scrutiny and this and

Commented [M477]: The need for relatedness emerging
again.

Commented [M478]: First time she has mentioned this
directly.

Commented [M479]: Good indicator of her growth
compared to initial feeling of being isolated. Take into
account also that she has left her role by this stage.

Commented [M480]: More of a conceptual statement —
interesting that she uses “we”

that...
MH: So where do you think that pressure comes from?

CR: | would say senior leader and then Ofsted and then government ultimately but | don't know what for thou ou know what though and this is
probably got nothing to do with it, whats the book for? Like the maths or English book you give them, what it for? Is it for them to practice doing T
something, like a skill or is it for them I'm really good at doing something and have a look at how good | am? Like what is it for? What is the purpose of
an exercise book. It's like you've got to write.... Because | would give a kid a book and say look this is the maths that you've got to do... to me you're
going to practice the skill in that book but then you're pressured to make sure that its wrote neatly and its in columns and do this and do that and |

don’t understand what the purpose of it is. If | knew that then I'd probably be able to play the game... Its madness, the whole thing is madness, they
absolutely hate it the kids, because basically they're being asked to conform and they cannot. It like sit there and complete these and youll get a treat

Commented [M481]: Representing/ reflecting on her
development

Commented [M482]: As in me specifically - across the
school?

Commented [M483]: Another more conceptual statement
that relates to the pressures of the system and how this
impacts on the teacher/ classroom

Commented [M484]: Really short reply — maybe she
doesn't know, hasn't reflected much on it? Quickly jumps to
another peint...
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PF6&7-70

when you do and it's a way of keeping control | think..,j took some kids to a gaming shack kind of thing today and you wouldn't know that they went to
a schoaol like this, they were impeccable... yet when they're here they're completely different and like booting doors in and its quite distressful at times
isn'tit?

MH: Yeah absolutely...

does it matter, does it really matter? All the pressure for getting kids grades is put on staff not on kids and that's totally wrong.... Its absolutely
ridiculous... Even in places like ours you've still gotta do the same kind of things but it's just dulled down quite a bit... |

here }sa there was a quagmire of things coming together with staff from gallowhill, new staff and a new head and a range of new stuff coming together
really. |

MH: So a lot of change then....

PF: A huge amount of change...

MH: Er... Was there any kind of.. and | think you've kind of eluded to some of them already.. was there any kind of stand-out areas at that time where
you thought those are areas we need to develop, or make better; or that’s and issue we need to address and like-wise was there any kind of areas
where you though ooo that's really positive throughout the school?

PF: The biggest change that | think needed to occur at that time was er_the curriculum... we had groups qinto akn called |

French lesson in 2003 with a range of kids who just had no ability to interact whatsoever never mind discuss any French (Laughter)... so it was trying to
get hhe mind-set of the older teaching staffko understand that this wasn't or shouldn’t be part of the curriculum and it took a long while to get that to
sink in.

but he didn't really have the ability to move that part of the school forward.. He didn't really have the knowledge base. He was one of the older
generationsl

-
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~| Commented [M485]: Big conceptual statement being

made on purpose of education/ role of the teacher

Commented [M486]: Second swear word ~ | feel she uses
these when she is confident and making a passicnate
statement.

Commented [M487]: Another conceptual discussion point
- control and conformity culture of education.

/| Commented [M488]: A lot of change to manage at once -

reason for autecratic approach?

| Commented [M489]: Different mind-sets — needed to be
/| astrong leader to unite this...

! | Commented [M490]: Indicates the staffroom would have

' /| been fractious.

/ /| Commented [M491]: A divided staff is the last thing they

would need. Consistency?!

/ Commented [M492]: Derogatory feeling?

Commented [M493]: Interesting that their need wasn't
' /| academic and they would fight against this yet French was
on the curriculum?!

. /| Commented [M494]: Indicating the “forceful’ culture was
"'| driven by these staff?

Commented [M495]: Was this underpinning how pupils

/| didn't have much “academic ability™? It wasn't driven from

leadership? Seems to contradict the NC comments or was
this just for structure/ control/ conformity?

/ Commented [M496]: interesting comment - lack of
/| flexibility, lack of consistency from staff in relation to

behaviour and this was what the school was built around.....

Commented [M497]: Indicating need for flexibility to
apply agency?

/| Commented [M498]: New staff coming in - was | one of

those?

4 Y

Commented [M499]: Indicates this was a period of
transition for the school's philosophy....

Commented [M500R499]:
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PF125-132

PF 147-155

MH: So what was your thoughts on erm me coming in first days, first weeks... what was your reaction to me... that?

PF: h could see... exactly what and where you were trying to go and things because | was trying to do exactly that previously in my subject area and it
was nice to see what you were trying to go withl.. but more importantly to try and move away from what the previous, well current PE teacher was
doing erm because it was too rigi

MH: So how would you describe me then as a teacher first coming into school?

PF: |vnu came in and you were very enthusiastic bnd very knowledgeable... }pnu wanted to diversify the curricufum away from mono stuff...as | say it was

/| Commented [M501]: Relatedness here in relation to
practice. You were my point of contact for supply also so we
linked quibckly.

#

Commented [M502]: Trying to implement change in
culture in PE

#

/| Commented [M503]: | was given a lot of autonomy by you
to change the culture.

. [ Commented [M504]: competence

all about football and maybe on the odd occasion it might be like right we're out on the bus to go down to the beach to go and play... football. |You
know, that what it was all based around l;o when you came in at was.. you wanted to do a particular subject areas.. you wanted to do a 3, 4 or 6 week
block of whatever to try and engage the kids in other types of Iearning...[

MH: Yeah, and what do you think the impact of that was? Kids, especially?

PF: Erm_.i think it was definitely hard work when you sort of had that cycle of kids of this nature working with a member of staff who was pretty much of
the same ilk {laughter) so trying to break that cycle of friendships and respect and erm... trying to break that as a newcomer coming in and sort of say if
you do this you'll engage more and if you do this you'll enjoy it more and so on and so forth. It is a hard task to do.. lt’s a discipline route that you have
to go through in order to keep persevering in order to work with them and get them to understand that this is for the benefit of you.

h don’t think it would have had any impact on Richard at the time.. it think it was just someone fitting into a position... | wouldn’t have thought.. at the
time | can't recall any of it or that he had any aspirations or anything of moving any of it forward... | think was a case of you're were in doing a job and
you were doing it and he didn’t get any hassle soh became an easy move for him...

4 . [ Commented [M505]: Shifting from the previous culture J
' [ Commented [M506]: Trying to implement change J

/ | Commented [M507]: Good summary of the challenge of

change in this context. Trying to break those relationships...
that relatedness was difficult. It was well engrained.

| | commented [M508]: The pupils didn’t have the

/| competence to manage the change which made it difficult.
They wanted to play football as that was where their
competence and familiarity/ relatedness to Dan lay.

/| Commented [M509]: | was given a lot of autonomy in PE

/| but | needed to prove myself before this could be considered
for wider impact in school. | doubt this would have
happened under RM's autocratic style. | wouldn’t have been
ready at this stage and nor did | have any real aspirations
(initially) for whole school/ leadership development. | was

MH: Mmmm, so, Derek came in 2012. Do you want to talk to me about that and how that impacted on you, staff, kids, school culture in general?

PF: krrrr, | don’t mean to be so of big headed or blow my own trumpet but I'd got, and | can’t remember when I'd got deputy head but on the latter
years of Richard I'd started to put my stamp down about how the school was and how we needed to move and the implications and the staffing. h_think
the staffing had started to gain a bit more unity about things and Richard was just sort of backing off and | was sort of running the show so to speakl
Frm., | enjoyed |tL| had a right battle on my hands as there was sort of 2 deputy heads at the time and | had a real battle with the other deputy head I_
because he wasn't of a moving forward culture.[

MH: How did the kids... did the kids change under his leadership?

5\ trying to suvive from 1 day to the next and try and link
“. | learning together.

) [ Commented [M510]: Was this underlying the culture -[_1

y [ Commented [M511]: Maybe you found a way of [_1

: ) [ Commented [M512]: Space for agency development. J

[ Commented [M513]: Needs are being met J
_ o [ Commented [M514]: Dan the PE teacher who | had bee{_i
- [ Commented [M515]: Difficulty in enacting on agencvam
/[ Commented [M516]: Leadership conflict? ]

e [ Commented [M517]: More conflict.... ]

[ Commented [M518]: Were you trying to maintain [_1

[_Cnmmented [M519]: Quite a personal reflection J
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[ Commented [M520]: Interesting that you were wnrung:j
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PF 184-187

PF194-214

MH: Do you think the demographic of the kids changed over that period?

PF: h think it began to change a little bit before that... | think we had gone from the big, hard rough kids and we had started to see a lot of more of the
MLD kids, autistic kids coming through as oppose to the really serious SEMH type kids.. so it was more of the learning difficulties coming through... with
the SEMH or behaviour linked to it... that was definitely more apparent.

MH: Did you see any.. was there any shift or change in policies and stuff, from like government, education, Ofsted or National Curriculum type
changes... those structural type changes from above... did any of those, if any have any kind of impact at all? Do you recognise any if at all?

PF: Well there was the new national curriculum type Istufﬂthat was creeping in land the rest of it hut that's hever really had much of an impact on us
really. ht_s there, you know, but we're not led by iﬂ. Erm, nor would | want to be led by it... its there to guide us and help us but not lead us. Well it should

be anyway and it is for us because that's what we i:hc-ose,| Erm.... And then obviously the change from EBD to SEMH... that change, that mental health
has been recognised nnw..l

MH: and do you think that part of the reason for the change in type of kids... for us?
PF: h think there’s a national link that someone’s recognised but | dunno really...l

MH: How did the staff change under this different type of leadership. What was their role and their day to day kind of work like under Derek as oppose
to under Richard? Day to day how had things changed?

PF: Err, this is where its difficult to compare... well not difficult to compare Richard and Derek but because | was the transient person in between the
twal... }m}w'ng from Richard and how | was trying to change and shape him to Derek who came in and did absolutely nothing.“ was just trying to move

Commented [M521]: Change in demographic of pupils.
Change in real terms from EBD towards SEMH/ MLD.

| Commented [M522]: Started describing “stuff” quite a

"| bit. Gaps in understanding? Or reference to big picturei.e. a

lot!!

/| commented [M523]: What is “t"?

| Commented [M524]: Describing us as being separate
from other schools | assume. Does he maybe have a feeling
that we [SEMH schools) are just left?

\ Commented [M525]: Quite a strong statement — seems to

be confident in standing his ground - based on experience?

) Commented [M526]: Recognised by who - education/

government... first time MH has come into the conversation
strangely....

o Commented [M527]: Seems like this was a slow burner...

surely he could have expanded a lot in this area?!

/| Commented [M528]: Good description and a clear

recognition of his place - depicts the role he played in trying
to keep an even keel. Supports the development and use of
his agency.

of it

MH: mmm, what about teaching and learning and curriculum and timetable and stuff. How did that develop through Derek’s or | suppose your
leadership really at that time?

PF: Errrﬂk.. A lot of bits and pieces changed but its obviously when you were part of like discussions | was having

MH: Erm, you touched there about people contributing to move the place forward... erm and you were that go-to person for staff... Specifically for me
at what point do you first recall me first starting to develop in school... when | first came in was | was in PE and | was trying to change things and move
forward, at what point did that become something more...

PF: bﬂ' the top of my head I'm going to guess sometime around about year 3 or 4 or4 and 5 because you had a group of kids... and | can remember you
saying you were going to focus on certain year groups and you were trying to work with the other PE teacher to try and focus on progressing the kids...
s0 | would say about]ﬂ or 5 years ago because you were getting a cohort of kids through so you were seeing the developmental change in those kids
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| Commented [M529]: Seems like he had freedom/ desire

to drive change on RM. This seems to turn to responsibility
{because of lack of leadership) under DC. Seems to be guite
resentful of the room vacated te make this happen i.e. he

I, | was doing DC's job and his own.

Commented [M530]: Mot | was trying to move the schoaol
forward = "I was trying to move forward with the school”
indicates that he was learning and developing through this

|| period.

Commented [M531]: 2™ mention - interestingly in the

%, | context of staff now.

Commented [M532]: First comment regarding me and
school improvement. First emergence as a leader from PF's
perspective?

'[ccmmemd [M533]: 20152017

| Commented [M534]: 2015 ish
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because they've had x amount of years of a good, structured PE curriculum that was appropriate and met the needs of as many as you possibly could. [
And from there and because of that you started to... you always know in this type of environment because you go into classrooms and you see what the
waork is like and not necessarily what the books were like but what the ambience of the classroom was like and |y'nu weren't getting any hassle in your

kids was paramount to you and you could see the kids were going to get the PE academically but also socially in the work you were doi ng-hnd}hat Was
having an impact on other staff because they were picking up positives from your teaching.... |

MH: Erm, so that was say 2013-14.... ish. Next phase would have been you going to your leadership and Derek moving on so that's the next phase we
are looking at... so at what point between when | was taking that cohort of kids through PE like you just said and having that established pathway
through. At what point from there to now | suppose did you first start seeing me as a potential leader as oppose to just a PE teacher?

MH: Erm so Derek moved on and you stepped in and Feb 2017. Talk to me about that. Him disappearing, you stepping up, how that made you feel, how
that changed things in school, kids, culture and all of that?

PF: h never thought | would want to get to that position where | would be the head in a school. Never, ever thought it. h was just a natural progression |

~| Commented [M535]: The same group of pupils from Year
7 all the way through

-| Commented [M536]: Interesting comment as this is maore
of less like for like what you stated RM was looking for; yet
you found this leadership controlling and restrictive.

| | commented [M537]: Being seen to have proven myself in
. PE really

Commented [M538]: Becoming something more than just
a PE teacher. Recognised for guality in T&L

y [ Commented [M539]: Demonstrating competence

/ Commented [M540]: | believe this refers to my TC
[ episede relating to Sir KR and changing the education

o paradigm.

Commented [M541]: Recognised to be challenging the
culture of school

/[ Commented [M542]: This must have been prior to be DHT

because | had seen other people before me and | thought... you know what | could do that a little bit better.|

The biggest issue | had at that moment in time waskhe budget constraints land that was what led for me to do a number of changes to try and I';tep
people up and the main one being vuurself...] had to at some point get an interim base... how do | word it without offending anyone... | had to supress
things and | had to take things and supress things in terms of the leadership and l:ake an awful lot on board myself by not having a deputy head; one L )
because of budgetary constraints i)ut]alsn to get everyone on an even keel so that then people who really wanted to step forward could step forward...
as oppose to it being a natural progression for people thinking they were bning to get from A to B because of like time sewed,,.]

r
| Commented [M543]: Space just opened up and the
agency you developed forged your path?

Commented [M544]: Fair reflection of what he has
described thus far

[ Commented [M545]: First indication of this pressure

Commented [M546]: First formal step up onto leadership
ladder

',
h N

MH: What were the kids like during this time period....

PF: I think we're probably getting more of the... probably a 60 40 split with the SEMH or the EBD being 40. We're getting more of the MLD kids coming
through erm..

MH: How did that impact with staff, curriculum, culture...
PF: Erm , think it fairly became a natural progression because hfe’re looking at different ways to engage those kids and the flexible approach we were
using and the personalised curriculum’s and all of that through you. 't was giving us... the change in dynamics of the kids was giving us the opportunity

to change the routines and standards and curriculum really,.[

MH: Hmm, so do you think the change in kids that we had was the driver for the change in approach we had in school?
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anyway?

Commented [M548]: CONCEPTUAL: IMPACT OF FUNDING
Y | QUTS

I Commented [M547]: Surely you had been doing this

. | Commented [M549]: Indicating that there was staff who
he preferred to step up — me.

Commented [M550]: Reflective of traditional practice of
the work place

~| Commented [M551]: Recognition of where my leadership
was making an impact.

— | Commented [M552]: | think because there was far less
physical behaviours being exhibited this “opportunity”
appeared to be there. | would say though that the previous
cohort of pupils would have benefitted also.
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PF 273-283
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PF: I think it's a mix of both things.. the change in kids for definite but then | think we needed to change our approach... because there was still a little
element of controlling kids...... we had a lot to change as we needed as staff needed too... I'm finding it hard to explain... let's take it in terms of restraint
type of stuff.... hNe needed to move away from the restraint based environment where we are controlling kids and making them conform and we
needed to get into the environment of the... kngagement and so on... | don't feel as if ii was a big shift | feel like it was a natural progression of our

mind-set that we needed to get to this point because it was an unnecessary evil that you don't need to dc{ _‘re_ah, you don't need to controf kids.... And

/| Commented [M553]: This Is an agenda that | was driving
" | in my conversations with PF and other staff - control and

conformity via Sir KR.

/| Commented [M554]: Relinquishing that control was

difficult because the void was filled with uncertainty. Pupils
didn’t have the skills/ desire to take control themselves (of
their education)

now doing again to meet the needs of the kids but also the staff. Sadly it's a cycle that having to go around again. I'm not sure if I've answered your
question..] think its 50:50 staff and kids.....] ____________________________________________________________________________________________
So | would get staff coming to me asking to do some form of particular CPD and | would say yeah as long as it has a benefit on the school and the kids
and this is great. So there's 2 or 3 examples of that now where its working really well. hs an open door policy trying to engage with staff as if you got an
engaged staff then the school is moving fonvarﬂ.]

MH: What do you think as a leader that you need to provide staff with in order for them to feel like happy and able to carry out their job?

PF: higgest thing is to listen to them... Listen to them and see what their approaches are H‘ld allow them to fail. If they want to do something and it's
within the realms of school and it's not going to kause too much hasslel allow them to drive it forward and work with them. but if it fails help them move

forward to the next stage.... give them that opportunity for them to do what they feel is right for their kids because at the end of the day they are their
cohort of kids and erm, they work with them a lot more than what | do. | oversee them and they know what needs to be done. For instance, the year 7
stuff and the year 8 stuff... right now... staff are coming to me saying can | do this and can | do that with them and the answer is yes because you know
what they need to move forward and the benefit of that is the progress throughout the years as we are allowing them to do th'lngs.l

MH: How would you describe like the ethos of the school... how does that compare for you, to under Derek to under Richard...

PF: hNeII under Richard it was always to make the man out of these kids...to like manage their behaviour to get to this point and control, control the
discipline of these kids.... Il'hen under Derek it was to leave to do; laissez-faire type of thing.... Couldn’t care less... in my view he didn't really have a type
of plan for the future f.v_hg_rg_aghhat 1 am hoping to do is er].., build that all-rounded young man who has that pleasant understanding and flexible

approach to life and réspects others and values others I'and has aspirations for something other than that’s beyond south east Northumberland as
there's a lot of factors that are holding kids back in this area....l

| Commented [M555]: Having a group of pupils you tock all

the way through

N Commented [M556]: Certainly staff needed to change

their approach if the culture was to change

| Commented [M557]: Seems to be really confident and

passionate when speaking on this topic.

{ Commented [M558]: Stark contrast to RM

Commented [M559]: Does this stem from you not being
given the same opportunity?

. ~ [ Commented [M560]: Still a concept that raises its head....

| commented [M561]: Autonomy to implement, drive

change

| Commented [M562]: A lot of this is built around trust.

Clearly has a lot of trust in staff.

| Commented [M563]: PHILOSOPHICAL argument on

leadership style = how do you provide the right climate for
staff to develop and apply agency? SDT?

-~ [Cnmmentnd [M564]: Old school management of pupils

| Commented [M565]: Seems to go from one extreme to

the other

MH: Is there any kind of wider things that are pressing on you... wider societal or educational things that are making you certain things... either enabling
or restricting you as a leader?

PF: frhe biggest thing at the minute is the budget... The restricted budgets are really holding us back lerm...

MH: How does this type of thing effect the role of the teacher? Erm... given that we are trying to restrict mobile phones and their use yet kids could
learn everything they need to do... they've access to every single answer of every single guestion they could pessibly think of on that phone yet we're

228

R [ Commented [M569]: Recognition of previously
[_Cnmmentnd [M570]: Government agenda — tonsewaﬂg
[ Commented [M571]: CONCEPTUAL - budget tanstralnr.[—]

[ Commented [M566]: Still a plan in action

o Commented [M567]: interesting that the whole
. | conversation regardless of HT is about the pupils..

| commented [M568]: CONCEPTUAL - how does saciety

play a role in education and providing motivation/

opportunities?

]




PF314-319

restricting it. How do you square that circle if you know what | mean? They can teach themselves almost everything they need to know on phones yet
we need to control them...Where do teachers fit into that paradigm; what's your thoughts on that?

teacher who inspires to educate themselves and others... it would be like a utopia; it would be absolutely fantast'lc.]

MH: Is that something then that you would want long term?

PF: h’d love to see that. |'d love ':o see it to a point that maybe we should be looking at now like say a set of ipads with a ktrang teacher who can ﬁve the

- [ Commented [M572]: Positive outlook
- [Cnmmenud [M573]: Blockers in place.
b Commented [M574]: A desire to still control? An

acceptance that we can't and puplls have a lot of power
compared to previous

[ Commented [M575]: Returns to that positive desire.

kids that opportunity but with F’estn'ct;’ve technologies to allow that to happen... and in some sense we are doing that with the computers and access to
the PC's and stuff... we are doing that but we’re not regulating bt enough to ensure progress.

MH: Again, just jumping on that there... how has the vision changed for the school...?

PF: I‘I’he vision has changed because we're not... its gone from managing discipline to managing more discipline to managing academic and now we're at
a point where its managing the social and emotional aspects of everything firstly to allow that to dictate the academic type things that come from it...
and we're getting the nurturing side of things right which allows us to attain the academic stuff,,.l

MH: So what would you say the big positives are?

PF: Err, big positives are we are seeing the younger kids move through progressively... err we're keeping a lot of them on longer than we would have
done in the past. We've got good attainment coming through erm, we've got some subject areas that are excelling Iand we've got to try and bring some
other subject area's up to speed for them to excell Pos'lt'lves are | think we've got a fantastic set of staff who I think are empathetic to the future of
these kids and we've got a fantastic environment for them to work in... it's superb. |
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Commented [M576]: CONCEPTUAL: need to use
technologies by desire to restrict. What is the purpose of
teaching if all knowledge is located on the internet and easily
accessible? How does this effect pupil’s motivation?

[Cnmmen‘hd [M577]: Statement depicts real passion

[ commented [M578]: Repeated

Commented [M579]: We have these now do we not? Or

|| not the right staff in the right place?

Commented [M580]: “restrictive” and “regulating”
interesting mix with “love™

‘ Commented [M581]: A broad depiction of the schools

educational and pupil journey over the past years.

Commented [M582]: Real positives - particularly the
attainment. This is in spite of your frustrations you
mentioned above...

Commented [M583]: Clear recognition of improvement

needed

Commented [M584]: Real change from RM/ DC's
leadership




Combining themes across transcripts

Location Original Transcript
CR 13-16 Larm it was quite isolating. | think that isolation grew... it didn’t get any better...l
MH: Was that something you picked up on coming into school... like at what point did you become aware of feeling isolated?
CR: I didn't feel Fsa.‘uted myself coming in but by about Christmas | could see people working in isolation ... | was working in iso!uﬁon|
CR 115 to anything in there in terms of their teaching.... | was in isolation... you know at that time,..l_ ___________________________________________________
PF118-121 MH: How do you think that panned out with staff on the shop floor? How did that leadership style make them feel?
PF: bl’s.... fractional. | don’t think it was a good feeling. It was very; I'm here for myself and as long as I'm ok in my little unit or area then I'm ok]._'_t
doesn’t really matter what the boss thinks as he's never really going to confront me with it.... ht‘s just | come in and do this and move on.k.l
PF 182-183 . Because | never had anywhere as a deputy head to go to... to pass on or receive any suppor‘l.._l_____ ]
CR 18-20 ... Erm | lost quite a bit of motivation erm, direction.. infact | would even question how to sort of teach in a sense... although | could stand there and
deliver.... | kind of Jost all of that inspiration pecause there wasn't sort of in any discussions or conversations Iand it was just like kind of... looking after
kids....
CR93-105 MH: Yeah, definitely, just thinking about this though because you said you were keeping control of the classroom and doing well and so how would you

/| Commented [M585]: Quite a negative comment....

Reflects her mood relating to lack of support. Isolation is an
interesting word that comes up twice

g

Commented [M586R585]:

describe your motivation levels in those first couple of years?

CR: h was, they were good... but | think that was based on... erm that was driven by having a new job... it wouldn’t have mattered where | had gone it
was exciting and it was something new. | had been working supply before and | had managed to get a full time job. There was a lot of personal things...
issues that it had taken away like | was getting a regular income so | think that... | was just happy (laughter) so | think that was what was driving me
along..|

]

MH: So what about when you realised things were going downhill and people weren't talking together and then me and you have started talking and
you realised that what we had as a culture wasn't right?

CR:Yeah, I think... hmking sort of outside of the classroom a lot of staff were... it was becoming obvious that there was a 'ack of motivation hnd
people’s attitudes and some of the comments that staff would make... it was hard... it was hard to challenge someone who you work with everyday...

about their attitude towards learning and their attitudes towards teaching{... b‘au know why bother teaching anything really good as they're not going to

get anything... that's where | just started to go... eh... this doesn't fit with me...[
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‘[ Commented [M587]: Loss of sense of self?

/| Commented [M588]: Isolation comes up three more
times. Stating she didn't feel isolated but was working in
isolation.... Previously she stated "it was quite isolating”....
Maybe she feels negative now and this is a cause?

| Commented [M589]: Disassociating herself with culture —
lack of relatedness, lack of leadership or taking the path of
|east resistance?

/[ Commented [M590]: Isolated culture....

~ | Commented [M591]: Was this across all staff or just you?

Links to competency and leadership. This would certainly
filter down to staff in terms of accountability...

| commented [M592]: Certainly going to add to a split staff
mentality and lack of consistency.

A Commented [M593): Feeling of isolation? Feeling
unsupported....

[ Commented [M594]: More negatives

Commented [M595]: Links to baby sitting comments,
feeling isclated. Seems to link to previous comments
regarding "no planning”. Does she feel like she was just left?
Loss of sense of self?

/| Commented [M596]: Reasoning for previous comments

.," that she appeared to be content working in isolation. Maybe

shie did realise it but was content because her needs were
being met - personalf financial...

/| Commented [M597]: Possibly led her into this use of term
/| from pervious guestion...

/ /| Commented [M598]: Not really wanting to assign blame

"| here - drawing collective responsibility but generally holding
herself outside. Again, this is a leadership responsibility... She
must feel unable to go deeper as if she was able she would

go into further specifics. This theme has emerged a numhc

“| Commented [M599]: Sense of genuine frustration.
However, If she was working in isolation would she not b-er




CR 108-115

CR116-122

CR130-132

CR 145-146

CR 185-189

CR 222-228

... what are you going to do... you cannot fight everything by yourself..l f{ou cannot change people’s perceptions of teaching on your own..

| Commented [M600]: Boom ~— directing responsibility

MH: And that's how you felt?

part of where | ended up... that just became erm... more embedded in my practice as | was just like let's just go in the ICT room as its easier and | can
control things easier from in here.... h‘ou know.... It was a cultural thing and | think a little bit of it was like nobody cares... but it wasn't like | didn't care...
| did and | wanted to but it was like what difference would me caring make to anything in there in terms of their teaching....

MH: Would you link that to people not working together in groups?

CR: Aye, because people weren't working together andhll be hnnesthnd as much as people didn't like the person.... There used to be an English meeting
regularly and that was a little bitﬁnoﬁmﬁng{betause | would gc-|.,. | better get my books sorted and it would make me think about what | was daing]and

s toward SLT.

%,

\[ Commented [M601]: More frustration

{ Commented [M602]: More frustration

[ Commented [M603]: Sense of taking responsibility for her
part

| Commented [M604]: Secand time she has stated this —
why?

whilst some people always had something to say he was always very positive with me and that really helped }noﬁvatehe as well. Erm, kind of like when
we talked too about the PBL.. But once it got embedded about not really caring and stuff.. that just kept going and | found it very difficult to keep on
going and beinglmotfmtedhn that kind of climate..

... but you know what it was one of the best times | had... with the kids.. the things that we did and the creative stuff that those kids came out with...
well when | was still there | could still see it...l

MH: How did your role as a teacher change in that period and how did that effect your motivation?

CR: | was more }'natfmtedrhefinitelyk

MH: Its funny that though because you said you were feeling more related to what we were doing and how you saw us moving forward but there was a
lot of challenge to your competence though wasn't there because you were trying to do something different from the past 15 years’ experience...

CR: Yeah, yeah... it was new and it was different so | was feeling motivated to change and kind of empowered to change and | think when you talk
about... when you lose motivation when you're doing the same thing..

But, | suppose lt just made me think about how important it is to falk and stay connected as this affects how motivated you feel. If you're working by

[ Commented [M605]: 2" motivation comment

.| Commented [M606]: A desire for a sense of
.| accountability? Leadership craving?

™,
*

N { Commented [M607]: Appears again - motivation
A,
{ Commented [M608]: Forth time - motivation

| Commented [MB09]: A lot of relatedness and connectivity
in this answer — we, you and |. She appeared relaxed and
positive of her memories.

| commented [M610]: 5° time

| Commented [M611]: Maybe she is unsure or maybe she

yourself, you don't really see how your work... is like... you know, like the same as or different to other people... You're kind of just left and isolated |
suppose and this is a hard place to get motivated from and to become better and like.. you know... challenge yourself, start something knew and get
excited,,.l

Hmmm, yeah so how did you feel about wider school in relation to your progress whilst all of this was going on?
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hasn't really given the idea much thought...

~| Commented [M612]: Feels like a reflective comment like
she is still trying to work this out for herself. Interesting that
she brings up “stay connected” and “motivated” in the same
ANSWE...




CR 230-237

CR 249-257

CR 279-280

PF271-272

CR 22-26

CR 65-80

CR: There was still all the control going on but | felt like | was doing something now which was motivating me.

and when | thought about it, it kind of got a little bit frustrating because it was like, look im changing things and im completely out of my comfort zone;
really trying to do things for the better, just for it all to not be continued and this was hard to take... so that was a bit of a bitter pill to swallow as it was
like ok just do it for now but it was a shamebuﬂ........... It was when that teaching and learning group was set up that then gave me, | don’t know about
other people because obviously it was new to them as well; that gave to me more hope. h’hat they could be things done different. And you know what
sometimes its just nice when you've felt like... on the bottom, do you know what | mean, Eand then there's people there who'll be like ill help \rmi do you
know what | mean? llust to be a little bit better than you're perceived or how you perceive yourself to be for such a long time.]

MH: {laughter) How did the teaching and learning group impact on your motivation? Especially compared to previous..

CR: | felt more h’mtfvated. 'n terms of, there was more people to share. It was all about discussions for me. It was all about talking about it. It was about
getting excited ]about things that you could try out and get thinking about... and | wasn't really thinking much about the learning | was mainly thinking
about how much the kids will enjoy it because | think part of the problem with that kind of work is that you just cant predict the outcome. You can
maybe get an idea of that the way | was teaching before (the PBL) but with this type of teaching (the PBL) you cannot. but bts exciting and | liked that. It
motivated me“ felt related to you and some of the other staff who came to be involved afterwards. We were part of something to move the school

forward and it was exciting again. It was kind of like getting back to learning again and you were being inspired if you know what | mean? |
those courses because id never gone on any courses, like in terms of special needs. Those 2 were very motivating as well.
MH: So, like freedom...

PF: yeah, ror me that's imperative. Has to happen. They've got to be given that to move forwurd,l

MH: Because you were talking there about how it was when you first came in under DC's leadership and all of this was still happening so your talking
about prior to...

CR: [Yeah, 50 obviously when you're starting a new job so for the first year, second year and | would say up until the third year | was there ... it was kind
of new it was exiting... | was getting to know the kids... | had built really good relations with the kids which kept me sort of go'lng.]

MH: And, was that good? Good for teaching and learning and good for the kids?

CR: [I'hen, then.... | thought that was great as | was in control but now... no (laughter) [and that's the difference now since we did our work together with
the teaching and learning group and the PBLstuI‘ﬂ. kspecially with all of the course stuff and that... | went on a course hnd er... this women she said this

is the worst thing that you can do in terms of behaviour management because you're controlfing their behaviour and F just never, never knew that until
we started doing our work and going on these caurses_}she was talking different stuff like having one of these big balls and having one of them siton
there to have them improve their writing and core work and that stuff is just sort ofthinghhere everybody gets more out of that stufﬂt.. like doing
interesting cpd and talking about teaching stuff rather than like right; you sit there and ill control Evemhing...]
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Commented [M&13]: 5till a feeling of working in isolation.
Sense of frustration with KS3 colleagues - relates back to this
being a leadership and culture issue

Commented [M&14]: interesting comment. The PBL
seemed to develop her motivation to buck the cultural trend
but she still felt in isolation. The group offered her "hope”.
Strikes me that maybe the group was more important than
the PBL itself. Is this more evidence of her reliance on
relatedness?

[ Commented [M&15]: Sense of relatedness returning

. Commented [M616]: Relates to her competence.
Interesting that she opens with how “you're percelved” —
does she feel that other staff don't rate her as a teacher

Y
\[ Commented [M617]: Motivation arising again.

| commented [M6G18]: Reasoning for improved maotivation
= relatedness?

Commented [M619]: issue with PEL - maybe the reason
wivy she hasn’t fully developed it into her practice? Lack of
control over it. Interesting that control was something she

1 believes we need to move away from...
[ Commented [M620]: Maotivation arising again.

Commented [M621]: Relatedness plain and simple.
\[ Commented [M622]: Autonomy is key

Commented [M623]: Generally more upbeat now. This is
also reflective of her conversation and body language.

/| Commented [M624]: Feeling related to something/

/| someone seems to be a positive for her

Commented [M625]: Is she relating her development to
this relatedness. Fesling connected linking to competence?
This is in stark contrast to previous feelings of isolation....

/[ Commented [M626]: Threshold concept - ping moment
//

Commented [M627]: Desire for relatedness?

-| Commented [M628]: Definite sense of a threshold
concept — did she relate this to our relationship? Think this
as our connector.




CR 83-92

CR 107-108

CR 123-130

CR 169-179

MH: It's interesting that you talk about control of your classroom as you said you thought that was great...

CR: h’his was for the first few years and ' thought this was greaﬂ... and er | was doing alright, kids were on task and it was calm and | was uk...]

~| Commented [M629]: You don't know what you don't

MH: So at what point did you make that shift from “this is great, everything controlled”..... going to something different...

CR: welll [think | had a conversation with you justby a complete accident Ita be hanest}as |we’d never really talked much beforeland then we started

talking about pedagogy and er... about special needs and about different things like that and then you passed me an erm... a couple of courses and both
of those | have taken something away and one of those was about letting them move and if they don't move.... It impacts on their behaviour

Erm so that kind of started from after talking to you really.._h think it was just a random classroom chat thing really, }we just got tulking[and @

'\, | over this - “I had” not we had.
b

started on about that TED bloke and about all of the teaching stuff and how creativity is important and about how the education system is all about
controlling kids and making them fit into schools so we can make them learn certain stuff that we have to teach them for exams and stuff... it was really

interesting and got me thinking about what | was doing and how | was part of that too without really thinking about it much.... Well until then anyway_.._] .

MH: How did that make you want to change your practice and what kind of impact did that have on you and your motivation levels?

CR: ﬁ think what it was was erm... | do kind of think the right things like when | was talking to you about education stuff and when | was going on those
courses you sent me it was like a big confidence thing for me... It was like what my idea is, what my vision is, is the same as somebody else's and that’s
quite reassuring... especially when you're working in isolotion... | kind of felt we had a connection on stuff and kind of related n our thinking f that
makes sense?

MH: And this is when in relation to our chats?

CR: This bit is after... we started talking and | went and started learning loads on courses ... | think as well and I'm going to be honest when you're not
getting any support and you feel like no one’s listening to you further up...

MH: You were saying we started talking so at what point did you realise you wanted to change from... this mindset... what prompted it?

CR: PNEII you took over, well it felt you just started toc{with the teaching and learning and then we started working on the PBL not long after we started
to chat quite a bit... maybe a few months and | think you got promoted to the senior leadership team around about then too.... And then it become
erm....things started to pick up then because we started to talk a lot.. about school, education and then onto the PBL and it just got a lot more exciting
again because it was like right im going to do this and then this... and | don't really know what | was doing if I'm honest (laughter)...| didn’t have a clue as
Iwas}nell out of my comfort zone and depth | felt like but you know what lets just give itago[__ e
MH: Yeah.... Defo... How did our relationship grow throughout this period? You aid earlier on that | was probably the prompt for you thinking
differently..

) | commented [MB32]: Does chance seem to play a big role
\ | for her?

" | such a small school. Reflective of wider culture? Probably.

\
Commented [M634]: Associating me in a relatedness/
\| competence and leadership capacity...

know!

Commented [M630]: Linking to initial feelings of isalation
=seems to dismiss them here. "this was great” = was she
content to work In isolation originally or does this indicate
that she maybe didn’t recognise that she was or recognise
the negative side of it until later?

Commented [M631]: Interesting that she takes ownership

Commented [M633]: Strange that we hadn't glven we're

Commented [M635]: Collective ownership over
conversations now

Commented [M636]: Catalyst for thinking differently -
was this her threshold concept like it was for me?

Commented [M637]: Indicates now that she recognises
that she was working in isolation and it appears to be a
negative connection

Commented [M638]: Interesting here that she is bringing
up confidence being brought about by CPD and feeling a
sense of “connection on stuff” and "kind of related in our
thinking". Seems relatedness and competence are linked
together for her. Isolation comes up again - she doesn't sue
this term in relation to autonomy and this makes me think

.\[ Commented [M639]: Seeing me as a leader ]

—| Commented [MB640]: Interesting sentence — stark contrast

relatedness is her main driver....

to previous answers of isolation. Further sensing relatedness
is key to her.
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CR: | think it became then... a little bit more personal and that added another dimension to our relationship... cause | could then... | could remember

v ( Commented [M641]: Interesting comment as she often

/ answers guestions with questions appearing to be looking

for confirmation off me

MH: Why did you do that? Because its always hard to let someone in isn't it?

CR: i think probably because | knew lhatlwe had the same vision and the same commitment to education and the samekam mitment to learning.. you

know... it all... you realise its all genuine. So when | go IikeL. I haven't got a fucking clue what im daingi' you don't go arrr don't be stupid because you will

because you know and you get it you know what | mean? Its like when we started talking about.. well you to start with, really started talking about why
are we doing this

MH: So having that dialogue with someone you respect who has similar kind of...

CR: Yes! Just like the same ideas and vision and | don't really think about a particular subject.. | just think about education and you started to talk about
big picture education stuff and I liked it, you know what | mean. Yeah, | would say that's hassim, like hugel being related to something, like a person or

a vision or.... Yeah, you've gotta have Iike..ft would have to be like... you would have to have something like education; b{e_s_\ggg’_rg_q teacher but you
get all sort of types of teachers with all sorts of different ideas about what being a teacher ls but its feeling like you're valued and you can relate to who

or what is going on around you as that what makes you feel kind of like special in a way... like connected.

Luhen something new comes along and someone erm wants to work with you and do something and has that relatedness if you like then you're
prepared to take them risks.. |y-:|u bcnow what | mearﬂ?‘ | suppose because fyau know that the other person (you) is not going to go.. well CR that's not

good or you know.. you're just prepared to do it because you're not frightened of then going; I'm struggling, help me a bit please... or have you got any
ideas about this its... its... much more transparent...|

MH: So, the PBL was going good but im kind of sensing there’s more to talk with the reflection work?

CR: ['{eah, yeah, definitelﬂt More the chats we did and its like that's what co_nfirm;- to you t_ljgt_ that yea p,_\fpp:rg:getting it aryd_v_o_u’_re dgveloping.. | mean

you can talk to someone else but at least we've gm the same kind of ideas and investment in change and that’s Eassiu& well it is to me like.. Its |IREE

if | went for a job and you were the head and | said something and in your head you thought yeah, | think the same then aye, | would probably get the
job and I'd be in the right school... does that make sense?[

MH: Yeah, yeah, so you're saying then that what is key to this?
CR: [‘?efarfonshr‘ps. Absolutely for me.L

MH: What to? To...

e
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Commented [M642]: Quite a playful use of the term —
indicating trust and relatedness? Maybe referring to the
need to be a bit mad to teach in this environment? Playful

"\__ indicates confidence and familiarity to share?

Commented [M643]: She mentions personal x2 and
relationship in this answer and came across as sincere.
Making reference to a particular conversation we had
together supports this theory.

Commented [M644]: Interesting use of “think probably” -

|\ | indecision?

\ I Commented [M645]: Repeated use of “same” support a

| | connection/ relatedness in our relationship. Also related use
|| of "genuine”.

Commented [M646]: Her use of language emphasises her
level of comfort but also exercises her challenge in
confronting change!

Commented [M647]: Language over-emphasising need
for relatedness to people.

I"-, [ Commented [M648]: Oriver for motivation increase?
A

Commented [M649]: interesting comment in relation to
her previous challenge over what the role of a teacher ls. q_

Commented [M650]: Another example of temporal
growth — previously she stated she “might as well ]usl.join[T

Commented [M651]: Seeking approval or trying to
| | connect to me?

Commented [M652]: Seems to reflect her langing to
relate to someone/ something. She appears to want to be{_

| commented [M653]: Unambiguous clarity. Quite rare in

\ | the interview. Talking, sharing, reflection and feeling [_

\ | Commented [M654]: Exaggerated use of term for
\ | emphasis

Commented [M655]: Does this example reflect her view
of me as a leader?

\[l:orrunuﬂnd [MB56]: Again, unambiguous clarity.




CR 238-251

CR 259-266

CR: To all of it. To the kids... primarily.... It all filters down to them...
MH: So is that important then in leadership to have that? Yeah you have professional relationships but to have...

CR: For me its gotta havehhat personal element' Not full on like (Laughter) you know like seeing everyone as you're besties and all of that but its gotta

have that personal element and that trust and a bit of transparency where Isameone‘s like well | know you might mess it all up and | know you might get_
it all wrong... but that's alright because we can just go back and try it again in a different way{.; you know but you've got to be able to trust..

MH: What was the start of this? Like, how did the teaching and learning group come about?

CR: | think, |I was talking about Ieavingland he and you had a conversation and you mentioned about a teaching and learning...you talked about setting

up a group to help move the school forward and | thought that was good. |

Pmcl that was really like, that was like dynamic that group. It was just spot on. Everything about it; people were bringing things to the table, sharing
ideas, everybody was just pushing forward for the same thing and it wasn’t where it was like right you need to go and do this now, it was just like let’s
all just talk about education, let's just talk about what is out there]

MH: Do you think everyone shared the same values and what was the dynamic of the group?

CR: Yes, | think for that group it was and | think this is the question that was sort of mentioned a few timesl How you roll that out to others who aren’t

interested in change, how you get someone to get to come to meetings or groups like this when they’re not interested, to work that out and solveitl'd | _

give fthem next months wages (laughter). If they ould tell us how to do that, } mean there’s obstacles but how you solve that is difficult. Honestly, how
do you er, get there?]

MH: (laughter) How did the teaching and learning group impact on your motivation? Especially compared to previous..

CR: | felt more }'nan’vated. in terms of, there was more people to share. It was all about discussions for me. It was all about talking about it.
CR: Er,, | think... hmmm this is a bit awkward like bigging yourself up butk[m_..:_ o
MH: Do it... {laughter)

CR:i think | had quite a bit of respect in the school lso | think | was kind of able to go like “oh just come along” to some in the school who weren't quite

so sure and this was great and they did and | think this helped the group. | think the group was good. Erm...

MH: Do you think people saw you differently? Like with some of the contributions you made?

what | was and it just sort of grabbed them
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Commented [M657]: “personal, trust, transparency” have

emerged several times. Fundamental for her relatedness?

—| Commented [M658]: Other send of spectrum compared

to the culture she originally described in school

| Commented [M659]: | recollect this was a conversation

that happened after the TE&L group started. She clearly felt
very isolated/ under-challenged, unable to develop for her
to want to leave;

Commented [M660]: Seeing me as a leader

| Commented [M661]: Interesting that this group appeared

to bring together a lot of what she desired; she sounds
content.

~| Commented [M662]: Frustration at colleagues/culture

returns

| Commented [M663]: Who is she referring to by “them”

and “"they™? SLT (1 was part of this by then; colleagues who
she is referring too as needing to change, Governors?

Commented [M664]: Unsurmountable object? Reason for
wanting to leave?

[ Commented [M665]: Mativation arising again.

“| Commented [M666]: Relates to previous comment where
she appears to guestion her ability.... Does this reflect her
growth in confidence/ motivation

~| Commented [M667]: You wouldn't state this comment if
you didn’t believe it.

| Commented [M668]: Strength in solidarity.... Wonder

who she is referring to when she says "they” - colleagues,
SLT T&L group?




CR 276-284

CR 296-299

CR308-321

CR 352-357

MH: So what was the prompt to start wanting to join things together?

CR: i think taking to you and erm about what we said really. Not about PBL at the start but falking about education... just about our own views of
education and what was current at the time in education... this made me think that we were guite similar and | could relate to you_,.hut lalso.... when
hau also put me on those courses because id never gone on any courses, like in terms of special needs. Those 2 were very motivating as well. Erm, for
very different reasons and they kind of made me buy—in.]‘l’hen from there, that's were it... you mentioned doing the PBL and | was just like yeah. )
because we talked and shared similar kind of values it built trust so | was like yeah ok then, lets do it. [Then you started to give me loads of like journals

- [tnnunmtud [MB69]: More relatedness information

~| Commented [M670]: Developing competence and feeling

wanted/ involved and valued

and articles and stuff and it all came together and | felt quite excited to get started[. hlenrous of change..... but kind of excited if you know what | mean?|

MH: So what are you saying is key to moving the school forward then?

trust and common ground on education and having positive relationships where you can relate to people and what you're doing together it thin

CR: Just being open and working together and being honest and willing kD try things and that comes from talking together and being... er like bavin% -

MH: So, what would you say is your biggest motivational factors... what motivates you to drive these type of things forward? What would you need in
your workplace to want to come there everyday and really enjoy what you do? And work there feeling really happy and fulfilled?

work ethic and who have views that are willing to share, discuss and be willing to be open about. Not all of the time but just when you're in the
staffroom and classroom and that just be willing to share, chat and talk about what their thoughts are. All like being reflated and being together_,.l

MH: Ha, ha. Thing is for me one of the things | thrive on is being by myself and just getting on with a role . Are you like this at all or are you at the other
end where you need to work tightly together?

CR: | bnd since |'ve come here | do all of the deadline stuff.... Buti kind of like controf too. but 1 like

to be part of something... | want to be a part of something that's going to make a difference, part of something that | believe in, with other people who
believe in it too. | like all of that joined-up responsibility and being related to something...l

MH: Ok then, research, how has this impacted on you?

CR: Yeah, not necessarily academic research but and ill mention again like going on course and that led to me doing that certificate in special needs so |
suppose in that sense that's a lot of research in that area. | doubt | would have went on to do that without doing the PBL and other stuff with you... Ft
was all about challenge really... At the time | wasn't feeling challenged and then we started to work and that challenge was there and that led onto
other challenges and becoming better really... that impacted on my motivation and it made me more interested and wondering what's out there.[

236

‘,\\\{ Commented [M671]:

{ Commented [M672R671]: Trust built on relatedness

Commented [M673]: Developing confidence through

\ learning/ reading - competence?

| commented [M674]: Looking for confirmation or a sign
that we are on the same ‘page’ and she feels confident in

A
this
A

Y
\_\[ Commented [M675]: Key components for her mativation

| Commented [M676]: Key components for her mativation
again

[ Commented [M677): RELATIONSHIPS again

Commented [M678]: Interesting — makes me think that
she didn’t believe some people were.

| commented [M679]: Clearly she felt this was lacking for a

long time - | agree. The T&L group/ PBL was clearly too late
despite her positive comments.

{ Commented [M680]: Evidence of growth

- Commented [M681]: Interesting that she reverts back to

this yet consistently relates to a negative control culture.

| Commented [M682]: ReLATEDNESS

—| Commented [M683]: Desire to be challenged - to be

linked to something/ someone and this developed her
motivation




CR 366-368

PF32-35

PF77

PF97-104

PF111-117

PF122-124

PF 143-146

PF177-180

This is what, in the PBL and the teaching and learning group we managed to get around so we don’t have that kind of culture and that all come through
talking, sharing and being open...

MH: How would you describe the needs of the kids back then? You say a lot of behavioural issues but what were there needs?

PF: The needs of them }uere certainly not academic{. ht was social interaction ern’i.. Lrery strong staff based relationships to even get them to even....

Engage in any kind of incline of academic learning stuff... erm... relationships with them was paramount... ] ,

so | think that's probably where...huw you came in as the PE teacher.. which was a bit of a blessing to be hnnest.l

MH: So what would you describe as being the key skillset | suppose for a teacher coming in? What kind of key ingredients coming in do you think and
person needs to be able to survive?

PF: h’ve been asked this question tonnes of times and | just keep referring back to when | did a seminar in Durham university... god in must have been
2008 and basically | turned around to 100 lecturers and just held up a mirror and set look at ynurselfbecause it is you that makes the difference and
Lvhen you break it down into the gualities its erm enthusiastic, empathetic, understanding, hexfbfe,hou’ve got to be the mother, the father, the social

MH: Erm.. anything else you want to add on that side of it? Richard, school, kids.... Because we're heading toward Derek coming in now...

PF: h’he only thing | can add to it is that as a leader himself with him being the way he was... he was never in a position to develop staff. Eis expectations
for staff were: come in, do a job but it had no parameters... it was come in, do a job.. as long as | get no hassle...hut leven if he did he could never

/| Commented [M684]: Was this driven by the culture - of
/| schoalf of local area/ background. Surely some of these

pupils had ability....

\

Commented [M685]: Interesting as designation was for
EBD - social won't come into designation for some time yet..

| Commented [M686]: Relationships being key - little has

changed with this

Commented [M687]: Positive comment regarding my
introduction

/| Commented [M688]: Seems to be a threshold concept

ping moment for him

Commented [M689]: Interesting given how you described
working in a culture that restricted this for some [not
yourself)....

Commented [M690]: Interesting that academic qualities
don’t appear in here. Was that not a priority for you?

“| Commented [M691]: Interesting that you said for “what”

they are rather than “who”

Commented [M692]: Having worked there for 17 years
you must enjoy it

Commented [M693]: Highlights the importance for

competence

—

{ Commented [M694]: Underpinning culture

Commented [M695]: Reasoning for closed, control based

o | eulture?
MH: [Was that a good place to work? \ N
\‘\. Commented [M696]: Importance of having a vision and a
Y | clear ethos fi hich to build ive cultu
PF: It wasn't. Mot at all_l can remember doing training days and trying fo inspire the staff and that but then you've got someone wha's of that opinion ! car ethos Trom whie i
not backing you up and supporting you it became very difficult...] \\ [ Commented [M697]: Competence issue

h-lowevef, hecause I'd been trying to step up a little bit if not a lot.. | was trying to take controf of thingsl and trying to step things up and trying to use
other staff to get them to set things up and sort of tryhnd distribute the leadership type thing... ]sa that it came to be an ownership across the board
rather than just from an individuaL.__. [50 we hadhuite an interesting time with Mr Cogle.. (laughter)

\\ \[ Commented [M698]: Damning comment
- Commented [M699]: At least you are trying to make us{—
'\\\[ Commented [M700]: Was this because you were given [_'

L I think staff were... they started to become quite erm... what's the word..... difficult to find a word but respectful of what | was doing and like wanted
to work with me and | think they saw me as someone who they were happy to work with and move forward with regardless of who was labelled as the
headl

\\\[ Commented [M701]: Was this you developing your st\rlr

\[ Commented [M702]: Seems like you continued in the [_‘

[ Commented [M703]: We as in the school?

*{ Commented [M704: Becoming the HT in earnest really
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PF214-217

PF222-225

PF 249-257

PF

MH: mmm, what about teaching and learning and curriculum and timetable and stuff. How did that develop through Derek’s or | suppose your
leadership really at that time?

PF: Errr*... Eand there was other staff... trying to
think who else was here at the time... Dave Elliot contributed a ot so | was getting a lot more contributions from ;}_tHEF}:EEp_I_e_\;rr_\;:_@E_ré;a;,rfﬁg- Q&h -----
know what about this... Mat about that and | was like saying you know we're going to do this and that but I'd like to think that it was a bit more of 2
team thing but there was times where id say you know... | suggest we do this so | was trying to do the distributed |leadership but also lead at the same
time... but for the benefit of the staff.... I've always thought that the staff are critical in this place. Without their good will as well as their respect and

empathy for the kids and staff we can’t move anywhere and trying to keep them as a unit was what | wanted to achieve..,.|

and [a lot of the stuff you were talking about was fitting in with how | felt things needed to change in school ]and erm]... bt was just good bouncing off youL
and you could see it was all working and fitting into place and you knew what you were talking about... ktli_s_\.:.rgg_tb_e_r_ight thing to be doing and we
kseemed to have it all covered....|

_—| Commented [M705]: First comment regarding me and
school improvement. First emergence as a leader from PF's.
perspective?

| Commented [M706]: Good description of his leadership
style - distributed

| — -[ Commented [M707]: Developing relatedness

T
'u\h"[ Commented [M708]: Relatedness in effect

hnt by myself though... I've never seen it as | could do this by myself, it's always been | could do this with the team I've got around me and | think that
was the inspiration. | didn’t want the school to go into the hands of somebody else who would destroy the team and | think we've got an excellent
group of staff who are here for the right reasons and want to do what's right for the kids,]

\\x{ Commented [M709]: Demonstrating competence

| commented [M710}: everything??

MH: How do/ did you find managing that change?

PF‘; | loved it... do love it because | think most staff are totally on board with it... [and what we are trying to do and the reasons for it Ecause it's the
mental health and wellbeing of the staff too at the end of the day and | think we are giving staff the opportunity that... which is a better position to be in
and erm... by not enforcing these changes but requesting and working with staff on these changes,.“.r

MH: Do you think then that staff felt better now about coming to work... felt less isolated.. going back to early days?

PF: Yeah, without a doubt yeah.... Staff felt at the time, in my view very comfortable... because they knew they'd ask a question or they'd ask something
of me and | would respond to them immediately. | was supporting staff and staff were really interested in doing stuff for the benefit of the school.

_ | Commented [M711]: Distributed leadership as a
philosophy

{ Commented [M712]: Relatedness appears to be key?

| Commented [M713]: Collective respansibility /
distributed leadership. Building a school around
relationships.
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Appendix D

MR M HUTCHISON

Doctoral Studies - Letter to confirm change of research focus and agreements given
16/11/21

Following our discussions concerning changes to the focus of my research and thesis | write to
clarify the following points:

= ‘You had previously agreed to participate in an earlier version of my research which focused
on the impact of a PBL intervention.

= As the focus of this research changed you then verbally agreed to continue your participation
in this edited version which sought to understanding my development as a leader in school.

+ As part of this shift in focus you took part in an interview where you answered questions in
relation to your interpretation of our school’s development in recent years., This interview
included various questions relating to school culture, wider education and my leadership
development.

+ You were informed that data taken from your interview was to be analysed using IPA and
verbatim extracts were to be included in my thesis as discussion points. You were informed
that any references to pupils, colleagues or yourself would be anonymised,

* You were also informed that your participation was voluntary, that you had the right to
withdraw at any time without the need to explain your decision and you were made aware of
how to withdraw, halt or make any complaint.

+  You were also informed that all data collected would be handled confidentially, stored safely
on an encrypted hard drive and that any safeguarding or confidential issues that arose would
be dealt with as dictated by school policy.

Should you be satisfied that all of the above is correct and you continue to consent to your

invalvemnent in my research please sign below.

Date: i e e A e o e S P s e i s i S i Wk e

MName: e o ARt R E AL i TSR D T

T T O T i o o e i Mt b A B R o i A

Yours Faithfully,

M. Hutchison
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25. Appendix E

Temporary Deputy Head Teacher Application

Dear-

| am writing to you to apply for the temporary deputy head teacher’s role that you discussed in briefing on 16/3/18. | see this
as an excellent opportunity to help you to continue to drive our school forward as well as an exciting promotion that will
enable me to take the next step in my career, | believe the following brief paints make me an excellent candidate for this role:

Leading by example — Pupil progress, both academic and holistic are the top priorities of school leadership. | believe the most
effective school leaders are those who can inspire colleagues and pupils with their ability and track record of delivering
outstanding pupil progress. PE's recent GCSE exam results are one good example of my management ability in this area.

Positive pupil rapport — Teacher: pupil relationships and teacher credibility in the eyes of puplls are key drivers for positive
pupil outcomes. Our pupils are very perceptive about knowing which staff can make a difference in their lives and | believe |
command this respect from them. | highlight my long term behaviour management record (minimal incidents/ restraints) and
ability to run effective assemblies as key examples of this in practise.

Effective working relationships — A central task of school leadership is to improve staff performance. | believe my experience
and knowledge in 3 key areas are paramount to making this happen:

1. Building and sharing a vision = | am a huge believer in personalising education and although we have made a lot of
progress in this area over recent years we still have a lot of work to do. My recent intervention work is a good example of
me being able to motivate staff around a shared vision. | also believe we have an effective working relationship built
around a lot of shared values and this will be a key feature for driving our school forward,

2. Understanding and developing people — \ntegrating the functional aspects of school with staff's personal goals are|
fundamental to maintaining an effective team. | believe my performance management of staff including observations and
high quality feedback as well as a lot of the less formal but more effective ‘targeted staffroom chat’ | engage in position
me in an excellent position to influence staff.

3. Managing teaching and learning = Classroom teaching is the number 1 positive influence on pupil learning and it's an
area we have made good strides in over recent years. My academic knowledge and ability to lead by example put me in a
strong position to influence the changes that need to continue to happen to drive this area forward. Curriculum
development, the building of collaborative cultures, the monitoring of teaching and learning and providing teaching
support are areas where | can make large developments. | have already made small curriculum changes to develop pilot
interventions; | have begun to develop a collaborative culture in English and Literacy amongst staff; | have supported staff
through numerous intervention and PM driven observations and | have provided personalised support to staff to afford
them the environment required to succeed.

Capacity for growth - | have developed immensely over the past 6 years as a practitioner based on the experiences afforded
to me in school and through my own commitment to professional development. In recent years | have been given the
platform to begin using my academic knowledge to influence change and this is an area | need to continue to progress. | can
make a significant impact on developing and driving forward a shared vision of where we want our school to be in 5-10 years’
time,

I think we should be bold in our expectations as | believe we have a huge capacity for growth with the right staff in the right
positions. Given my passion for the school, my teaching and management experience, as well as my academic knowledge and
staff influence | believe | am an excellent candidate for this position.

I look forward to your response.

Kind Regards

Mick Hutchison
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26. Appendix F

Performance Management  Eppfpppg Plarning & Review Statement 2018-10

PERFORMANCE MANAGEMENT PLANNING AND REVIEW STATEMENT
ACADEMIC YEAR 2018 - 2019

CONFIDENTIAL

Reviewee's Reviewer's
Name Name

EVALUATION OF PERFORMANCE ON PREVIOUS CYCLE

Assessment of performance for the PM cycle just ended

Hecommendations for pay progression (where Heviewee is eliginle):

PERFORMANCE MANAGEMENT PLANNING FOR THE NEXT NEW CYCLE

Objectives for the next cycle. (For leachers including an objective linked to the school
improvement/development plan, pupil progression, deparimenial progress, leaming & feaching):

1. Whole School

2.  Subject Specific

3. Personal

Teachers Standards

The Reviewes is continuing to meat the Standards I:I

Exieni, patitern and focus of planned lesson observaiions (as appropriale):

Other evidence 10 be used.
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Pafourmands Mandgement Biplappg Planning & Rewew Siatement 2018-10

Support to be provided

Autonomy: What kind and lsvel of support’ directiony’ freedom do you need o be affective in your
role(s)?

Compelence; Have you got the right level of knowledga’ fraiming ability fo canry oul your role(s)?
What suppont do you nesd i these arsas?

Relatedness: Do you feel a sense of purpose in your role thal inks fo the wider picture in school? Do
fmal you and your work is & valved and integral part of school?

Timescales for completion

Réviewas comments.

Reviewee signature

Rate..
Reviewer signature

Date.;.
TRAINING AND DEVELOPMENT ANNEX FOR
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ARG

ACADEMIC YEAR 2018 - 2019

—

CONFIDENTIAL

Training and Development Needs

Action 1o be taken:

Reviewee signature

Reviewer signature

Reviewes comments
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27. Appendix G

5/07/2018
Teaching and Learning Report 2017-18

Lead: M Hutchison
Summary

The Senior Leadership Team (5LT) was restructured in 2017/18 with Mr M Hutchison taking responsibility
for teaching and learning and (|| GGG 1=2ching and learning is GOOD
and we have made significant improvements in pupil outcomes compared to previous years. Qur 2017
GCSE results were our most successful ever and we are confident this will be developed further in spite of
the impact of recent exam reforms. We have increased accountability in teaching staff by identifying
subject leads in English - and Maths - and by increasing the number of book scrutiny sessions. This
is further supported by the development of a new whole school assessment policy which will begin being
introduced in September 2018 and is designed to ensure parity of assessment data across subjects, A
teaching and learning group has been introduced and this team is tasked with improving the quality of
teaching and learning across the school through evidence based practice and supporting the whole school
drive towards personalising pupil's educational experiences. In terms of pupil progress the introduction of
targeted literacy, numeracy and pastoral interventions which address particular pupils in need are having a
positive effect on closing their progress gap. Furthermore, the expansion of additional GCSE classes for our
most-able pupils across core subjects is another success and is a key driver for our pupil engagement and
attainment progress. Community engagement has also been expanded through the introduction of
community projects led by . and this is having a positive effect on pupils wellbeing and school:
community links.

In summary; teaching and learning is good and is being progressively moved forward. We are driving
forward change to our assessment policy to ensure uniformity across the school and we are increasing
accountability to ensure data is used effectively to support improved progress for all of our pupils. Our
outcomes at KS4/5 are our best ever and this is reflective of our good teaching and our development of a
more personalised learning journey for our pupils. As we move forward the following 7 areas are identified
as key:

Areas of Development

Assessing, monitoring and improving quality of teaching
Book scrutiny

Extending MAT pupils

Improving literacy

Improving numeracy

Develop pastoral support

Personalising the curriculum

N RN e

1. Assessing, monitoring and improving quality of teaching

Current; Based on performance management observations our teaching across the school is rated as
GOOD. This is based on the average score of 1.7 (1 = Outstanding; 2 = Good; 3 = Rl and 4 = Inadequate) of
all observed lessons (28 from 14 teaching staff — see Lesson Observation Overview) since recent SLT
structures were implemented (Summer 2017). This judgement is supported by the SIP who conducted
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5/07/2018
lesson abservations with MH on 26.6.18. This Is further supported by (1) increased number of pupils being
entered for qualifications and (2) improvements in outcomes (i.e. GCSE grades - see Attainment Data).

Since the introduction of the new SLT progress has been made to standardise our whole school assessment
policy. Previously, each subject had been free to implement their own policy and this proved difficult to
monitor and assess across the school. In the Summer 2018 term Maths, English, ICT and PE have aligned
their policies to ensure all subjects are now assessing pupils using numbers 1-3 with four sub-levels
(Emerging, Developing, Secured, Mastered). K53 ‘levels’ encompass NC requirements and are similar to the
previous ‘APP* policy. KS4 puplls who are following GCSE specifications transition to 9-1 predicted grades.
Those that don't progress to GCSE specifications follow their own subject specifications (i.e. NOCN BTEC] or
continue to be assessed against the 9-1 NC/ APP framework,

In relation to the timetable we have made some significant improvements in the last 2 years. The
introduction of additional GCSE classes and a general shift to personalise the curriculum has improved
pupll engagement, progress and attainment. The Introduction of a ‘year 8 teacher’ has also assisted in the
transition of our puplls out of the Year 7 primary curriculum,

We have also significantly improved our level of parental engagement through our termly Parent
Partnership days (PPD) (for which in part we received the Parent Partnership Award) and the related
personalised assessment policy this development has facilitated. In short, this policy relates to the
individual behaviour profiles which assess and monitor pupil's holistic development. Targets are set
through the triangulation of staff, pupil and parent/carer views and provide a basis for dialogue for our
PPD's, They have proved very successful in improving staff: pupil: parent/carer relations and are a key
driver for wider pastoral support and more holistic pupil progress.

We have also increased our level of community engagement through our vocational staff and their
landscape based community work. This is improving pupll engagement in school and assisting in
developing a positive social culture in our pupils. This work adds to our general philosophy of teaching
puplls outside of the classroom (DofE, PE and availability of 3 buses).

However, we still have some challenges to overcome, Some of our subjects lose consistency and lack
credibility in the eyes of pupils i.e. RE and European Studies. The lack of lead teachers for these subjects
and the timetabling of numerous members of staff also hinder consistency and effectiveness,

Moving forward: We need to build on recent outcome improvements by continuing to improve the guality
of teaching and learning. As we develop a more personalising curriculum that better suits the needs of
puplils we need to develop our whole school pedagogy. We have recently introduced a Teaching and
Learning Group (MH, _ which is currently looking at developing a whole school approach to
developing and embedding a learning skillset which will improve pupils rate of progress and their level of
intrinsic motivation, This will take the form of a group of skills that all staff will look to develop in all of
their lessons i.e, PLTS, This is to be trialled in Autumn 2018 and rolled out whole school as soon as feasibly
possible. It is likely that this framework will be integrated into the current lesson observation sheet to
ensure staff are accountable for its implementation. This in turn should improve the quality of lesson's,
pupll engagement and thelr ability to take ownership of the personalisation of their curriculum. The more
personalised their curriculum, the more engaged pupils will be and this will ultimately increase their
attainment.

In terms of whole school assessment Maths, English, ICT, PE and Science will ensure through moderation
that their assessment policies are aligned effectively by the end of the Autumn term 2018, It is currently
envisaged that assessment data will then be transferred to SIMS as a whole school policy and this will be

245



2/0F /2018
overseen by subject leads. This data will then form the basis of termly progress reports by subject leads to
the SLT. Once this process is secure the SLT will look to extend this policy across other subjects.

In terms of the timetable we are implementing a personalised K54 PM slot which builds on our recent
successful additional GCSE classes. All K54 pupils will have the opportunity to select from various PM
lessons each day which will include ‘core’ and ‘vocational® subjects. This should increase engagement and
improve progress and attainment. Each subject will also start the 2018/19 year with an identified lead who
is accountable for all progress and attainment to increase staff accountability, Where possible subject
delivers will be reduced to a minimum to improve consistency and some subjects i.e. RE and European
studies will be encompassed under the wider scope of humanities and PSHE. PSHE will also take a much
larger role in the curriculum to reflect its wider SEMH agenda.

In terms of our whole school pedagogy we are looking in the long term to restructure the school into 2
learning environments: (1) Structured learning for those still developing their skillset and (2) Independent
learning where puplls who have the skillset and motivation, are able to access a fully personalised
curriculum in an independent manner.

2. Book scrutiny

current: MH, [ NG - I o the ‘bock scrutiny team’. Five samples
have been taken in 2017/18, two of which have been spot checks and one in conjunction with the SIP.
Analysis (see Folder) demonstrates that although the standard has been mixed, but generally positive, it
has improved steadily throughout the year. Introducing HeD's in English and Maths has made a big
difference in those areas in terms of department consistency. This is something which is to be addressed
across other subjects (having leads staff) in the new timetable. MH delivered staff training on 5/2/18
regarding Book Scrutiny Analysis [see doc) which highlighted good and bad practice and how we would be
moving forward, Standards have risen since this session. One issue that has arisen from analysis has been
the need to improve creative writing opportunities across the curriculum. Generally, our English outcomes
fall below Maths and thus this is an area which needs addressed. The HgD carried out a half term creative
writing Intervention with positive results and this is will need to be developed further,

Moving forward: We need to continue carrying out termly book scrutiny reviews with . feeding back to
Maths and . feeding back to English. MH will continue to oversee the remainder. Opportunities for
creative writing type tasks will form a section of this scrutiny in line with a whole school drive, We also
need to include the new form of assessment data with books to check correlation. 5LT are to implement
termly data reports where all subject leads are to present their assessment data for scruting. This will

address the 2015 Ofsted statement which stated: _
1 s il makce staif more

accountable and thus increase pupil progress, feedback and attainment.

3. Extending MAT pupils

Currently: We have made huge progress since the March 2015 inspection which stated [ ENEGTTGEGEGNG
Outcomes have improved significantly and this reflects the progress
of our MAT pupils i.e. significant improvements in GCSE/ equivalent outcomes (see attainment report).
This is as a direct result of (1) the drive to personalise the curriculum through targeted GCSE classes in
addition to the standard curriculum (see timetable); (2) improved quality of teaching in class driven by
increased accountability, staff training and staff restructure; (2) improved engagement by pupils driven by
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increased staff: pupil relationships; and (4) improved culture in pupils who now recognise that GCSE A

grades are achievable.

Moving forward; We need to continue to personalise our curriculum by (1) quickly developing, testing and
implementing our whole school teaching drive; and (2) developing the PM timetable to offer personalised
curriculum including our additional GCSE classes. The culture shift that has happened in some pupils also
needs to be built upon through whole school recognition of accomplishments/ reward incentives. Although
staff training and development has improved since the introduction of the Wednesday PM session,
teaching and learning linked to outcomes needs to form a bigger role in these sessions. The TEL group will
play a significant role in this drive and specifically the building of an evidence based curriculum in order to
continue the improvement in the quality of our T&L.

4. Improving literacy

Currently: Improving literacy is one of our biggest challenges aver the coming years if we are to improve
our English outcomes. Book scrutiny analysis, outcomes, assessment data and pupil engagement all
highlight the need for improvement (in particular extended creative writing). We now have a designated
Hop. and we employed an additional specialist English teacher to support the quality of teaching across the
subject. Since the introduction of the new SLT the timetable has been revised and seven 1:1/ small group
interventions are now running targeting pupils most in need as determined by the HoD, Additionally, we
have recently purchased an ICT based literacy package (Lexia) which is currently being introduced to target
small groups of pupils in need of additional support. This is being led by the HoD.,

Moving forword: We are looking to employ a specialist English TA which will further support cur progress
drive. We are going to re-designate the current ‘Literacy’ session to a wider focus of ‘Interventions’. Within
this session literacy will be driven forward by English specialists through the targeting of specific pupils in
need (i.e. under achievers and MAT pupils). English, as part of a wider whole school drive to sync our
assessment policy across core subjects (in line with the new 9-1 grading system) is re-developing its
assessment system to ensure all staff are marking and assessing pupils work in line with new guidelines.
This is being led by the HoD and will improve consistency across the department. We also need to improve
the ocpportunity for, and the guality of, creative writing across the curriculum. This will be addressed in part
through the introduction of a whole school skillset framework and the related modification of lesson
observation criteria to make staff more accountable for its implementation. The English department are
also looking at ways to incentivise creative writing for pupils to improve motivation and drive forward
progress.

5. Improving numeracy

Currently: Improving numeracy is another big challenge that we are currently making good progress in
addressing. We now have a designated HgD and with 2 specialist Maths teachers in place we are well
equipped in terms of staffing to drive forward continued improvements in numeracy. Since the
introduction of the new SLT the timetable has been revised and four 1:1/ small group interventions are
now running targeting pupils most in need as determined by the HoD, Additionally, we have recently
purchased an ICT based literacy package (Mathletics) which is currently being introduced to target small
groups of pupils in need of additional support. This is being led by the Maths department.

Moving forword: We are going to re-designate the current ‘Literacy’ session to a wider focus of
‘Interventions’. Within this session numeracy will be driven forward by Maths specialists through the
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targeting of specific pupils in need (i.e. under achievers and MAT pupils). Maths, as part of a wider whole
school drive to sync our assessment policy across core subjects (in line with the new 9-1 grading system) is
re-developing its assessment system to ensure all staff are marking and assessing pupils work in line with
new guidelines. This is being led by the HoD and will improve consistency across the department,

6. Develop pastoral support

Current: We have made significant progress since the introduction of the new SLT. The timetable has been
revised and seven 1:1/ small group interventions are now running targeting pupils most in need as
determined by (1) staff in daily briefings; (2) occurrences of bullying/ incidents/ restraints/ returns to
school following absenteeism; and (3) SDQ scores. One member of staff - has undertook a lead role to
effectively manage and monitor pastoral intervention work carried out by staff. Pupils are assessed
through 5DQ's and this data is used to monitor pupil’s SEMH. All work |5 reported via SIM5. We also have
one member of staff - who is undertaking a counselling qualification and she is currently acting in a
pastoral support role to parents/ carers in need. Our pastoral support is well received by pupils and
parents and is a valuable asset supporting our whole school drive to develop better motivated, higher
achieving pupils.

Moving forward: We need to build on the Summer 2018 terms work by ensuring capacity in the new
timetable to continue the pastoral intervention work that has been introduced (for pupils and parents/
carers). We also need to include the work carried out in our Wednesday PM staff training sessions on an
evidence based practice basis (i.e. 5DQ scores, SIMS data) to continue to highlight positives and be critically
reflective of the system. We need to place a bigger emphasis on PSHE in the new timetable by increasing
the number of classes and effective staffing therein. We also need to rebuild a previous peer mentor
system that used to be in place to improve the wellbeing culture in schoaol,

7. Personalising the curriculum

Current: SLT are driving a curriculum personalisation agenda to improve pupil’s engagement and
ownership of their learning. This is an extension of (1) the K54 option pathways that were introduced
several years previous; (2) the positive introduction of additional GCSE classes and subsequent improved
attainment; and (3) the personalisation of individual timetables to improve engagement. This has assisted
thus far to (1) increase engagement (i.e. pupils see more purpose to their lessons and feel more involved in
their education); (2) improve opportunities (i.e. more access to gualifications taught in an environment of
like-minded peers); and (3) increase attainment of pupils invelved (i.e. recent improvements in GCSE
grades).

SLT is in the process of introducing a K54 ‘options’ afternoon [Summer 2018) where pupils have the
opportunity to select from a range of core and vocational subjects that better suit their individual needs.
This is to be extended to the new timetable for 2018/15. We are also in the process of compiling individual
pupil progress files which will showcase each pupils leaming journey throughout their time at AHS. This will
provide a portfolio of evidence upon which to draw for reporting purposes as well as a live document with
which to drive forward improvements in staff: pupil: parent/carer relations and pupil progress.

Moving forward: In terms of our whole school pedagogy we are looking in the long term to restructure the
school into 2 learning environments: (1) Structured learning for those still developing their skillset and
motivation for personalised learning; and (2) Independent learming where pupils who have the skillset and

motivation, are able to access a fully personalised curriculum in an independent manner. As part of this
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process the SLT will introduce the KS4 options afternoon’s in the 2018/19 timetable. This will be supported
by the further development and curriculum integration of the recent community projects. The TEL group's
whole school skillset framework (in development) will form a key aspect in this drive ensuring that there is
a cohesive strategy across the school to ensure pupils are developing the right skillset to ensure they can
make the most of a personalised curriculum. We also need to continue building the individual pupil
progress files through the inclusion of evidenced progress.
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28. Appendix H

A5

Mewcastle University
School of Education, Communication & Language Sciences
Research Ethics and Data Protection Monitoring Form

1. Research in Education and Communication often involves working with diverse populations and groups
of people, including children, young people, adults, and often, individuals who may be vulnerable. As
Students and Researchers in Social Science and Humanities, we should endeavour to protect these
populations and maintain the integrity of our research, of cur research communities, our partners, and all
of those with whom we have professional relationships. In order to do this, we should be maintaining our
own competence and standards of ethics by continually reflecting on and evaluating our research not just
for its disciplinary excellence but also for its ethical rigour and transparency. As such, we should be doing
this with constant reference to our internal and external research activities that should be conducted to
the highest ethical standards. Furthermore, the University has a duty of care not only to the participants,
but also to the researchers and the university, specifically in relation to:

=  The safety and wellbeing of students/staff undertaking research
=  The protection of the University's good name
= Adherence to any professional body or learned society guidelines/codes of practice.

2. Research involving humans by all academic and related Staff and Students in ECLS is subject to the
standards set out in the Departmental Code of Practice on Research Ethics in the Research Handbook. The
School of Education, Communication & Language Sciences Ethics Committee will assess the research
against the British Educational Research Association's Revised Ethical Guidelines for Educational Research
(2011). It will also adhere to the guidelines set out in relevant codes of professional practice, including the
Royal College of Speech & Language Therapists, the British Psychological Society, and the Mational
College for Teaching & Leadership. ALL research (including empirical, non-empirical, practitioner inquiry
etc.) MUST apply and be approved by the ECLS Ethics Committee.

3. However, it is important to expand on the statement above, particularly in relation to Practitioner
Inguiry (Pl), a relatively common form of research in Social Sciences & Humanities, but one whose
philosophy may lead to some confusion for students undertaking Pl. A standard definition that is
frequently used is that Pl, as defined by Menter et al (zo11), is a *finding out' or an investigation with a
rationale and approach that can be explained or defended for example through publication or viva or
similar. The findings can then be shared so it becomes more than reflection or personal enquiry. It can
be undertaken within the practitioner's own practice/ context or in collaboration with others. Within
collaborative enquiry the group shares a common research question that can then be 'investigated'
through different lenses to enhance knowledge creation and sharing within the group and beyond. As
such, evaluation and reflective teaching are fundamental elements of practitioner enquiry if it is to have
impact on the practitioner's practice and ultimately pupil experience.

So there are several points here that are critical to why we would require ethical approval for Pl: first, the
approach or the research is often shared with others, through discussion, dissemination or publication.
This means of course that it is in the public domain and as such, must be covered by ethics. Second, Pl
often raises other ethical issues due to the potential social or relational implications of the study for pupils,
for families, and/or communities concerned. Third, the re-use of any personal data (gained through

ECLS_Ethics 2017 v1 1
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discussion, reflection for example) requires ethical approval due to its potentially sensitive or possibly
revelatory nature or if individuals can be identified from it. In short, although it is often viewed in standard
ethical terms as a less clear area, there are very real and extremely important and valid reasons why Pl
requires ethical approval.

&. It is a requirement that prior to the commencement of all research this form be completed and
submitted to ECLS Ethics Committee. The Committee will be responsible for issuing certification that the
research meets ethical standards and will if necessary require changes to the research methodology or
reporting strategy.

The application should contain:
a. This completed (and signed) application form;
b. Completed appendix A:
a. Asummary of the research proposal. This should be no longer than one A4 page that
details:
i. objectives of the study,
ii. description of the target cohort /sample,
iii. methods and procedure of data collection,
iv. data management, and
v. reporting strategies;
b. Outline of the interview schedule | survey | questionnaire { or other data collection tools (if
applicable depending on the methodology you plan to employ);
t. Completed appendix B: the participant information sheet (if applicable), and
d. Completed appendix C: the consent form (if applicable).

Templates for the summary of the research proposal, the participant information sheet and the consent
form are provided as appendices A-C. Please include all the relevant documents above within one
combined document

MNotes

1. There will be a monthly deadline for all Ethics applications. The deadline will be the 28th of

each month, starting from April zo17.

2. Applications received by the 28th of the month will be processed within a z-week turnaround

time i.e. approval letters sent out by the middle of the next month assuming no queries.

3. Incomplete or poor quality applications (spelling, grammatical, formatting errors) will be
returned without consideration. If there are queries and amendments are required, researchers
will have 1 week to respond to these and the application will return to the same reviewer.
Amendments should always be made using ‘track changes'.

Applications received after the deadline will go into the batch for the next month.

Mo research should be conducted until ethical approval is obtained.

Ethics applications cannot be retrospective.

For non-empirical work, forms are still required, but the only sections to be completed are the
general details, stating that the research is non-empirical. These projects will then be
registered as non-empirical on the database and a confirmation letter sent to the applicant.

o

* Please send all documents to: vic.christie@newcastle.ac.uk
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Application for Ethics Approval

Mame of applicant Michael Hutchison

. | michaelhutchisonig82 @icloud.com or
Email address | )
i m.w.hutchison@newcastle.ac.uk

Category [please circle] PGR student

If “Other” please specify

Programme EdD part-time

..............................................................................................................................................................................................................

If “Other” please specify

MName of supervisor [students only] David Leat; Susan Patterson
Int mducmngJE - BasedLeamlng topupll5wnh
{ SEMH

..................................................................................................................................................................................................................................................

Date of start of research [must be a future date] MA—Sept 16.

Title of research project

Is the research funded? Mo

Mame of funder MNA

Mame of Co-Is if applicable [staff only]

' It has already been through ethical review — |
Is this application subject to external ethical review? | . as alreacly been TArougn ethical review —fam
| just seeking some additions.

If “yes" please specify who

FOR OFFICE USE ONLY
REVIEWER RESPONSE
Approve? Yesfno
Reviewer Comments
Reviewer signature

Date
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1)

If 'no’ please provide brief details in Section 10 of this form.

a. Doesthe proposed research project involve data from human
participants (including secondary data)? Yes

b. Isthe research project only concerned with the analyses of
secondary data (e.qg. pre-existing data or information records)? If | No
yes then please continue with Q6-10

2}

Will you provide your informants — prior to their participation —with a
participant information sheet containing information about the following: | Yes, already have
a. The purpose of your research?

Flease attach a copy of the information sheet (template available at appendix B)
or provide details of alternative approach in Section 10 of this form.

b. The voluntary nature of their participation? Yes
€. Their right to withdraw from the study at any time? Yes
d. What their participation entails? Yes
e. How anonymity is achieved? Yes
f. How confidentiality is secured? Yes
g. Whom to contact in case of questions or concerns? Yes

3)

Flease attach a copy of the consent form (template available at appendix C) or
provide details of alternative approach in Section 10 of this form.

Will you ask your informants to sign an informed consent form? Yes, already have.

4) No
a. Does your research involve covert surveillance?
b. Ifyes, will you seek signed consent post hoc?
) Yes (the
a. Will your data collection involve the use of recarding devices? amendment part -
dictaphone)
b. If yes, will you seek signed consent? Yes
&) Wil your research report be available to informants and the general public | Yes
without restrictions placed by sponsoring authorities?
7). How will you guarantee confidentiality and anonymity? Please comment below.
8) Mames will be replaced with letters i.e. Pupil A,B etc. The school will not be referred to in any
text.
g) What are the implications of your research for your informants? Please comment below.

Short term: Pupils will be asked to reflect on their school experience. This may be positive or
negative. This could draw out negative emotions and behaviours. All staff are trained to deal
with these. Pupils will also have their standard curriculum adapted to incorporate the PBL. This
change in routine may cause negative/ positive issues to arise. Pupils can withdraw at any stage
and parents have been informed. All involved have been informed how to withdraw and who to
speak to with any concerns.

Long term: The research will allow the delivering teacher to develop her practise which in turn
should improve the quality of education the pupils receive.

10) Are there any other ethical issues arising from your research? Please comment below.

See above. All original issues raised in the original submission were addressed and cleared.

11) Please provide any additional information relevant to your application

| am seeking additional ethical approval to add z interviews to improve data collection and
analysisf discussions thereof. 1 interview conducted by me with the teacher running the project
to determine her thoughts and feelings about the project and 1 interview with 1-2 pupils involved
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in the project (including the teacher) to determine their thoughts and feelings about the project
and how it compares to their normal school day.

Declaration
®= | have read ECLS' Code of Practice on Research Ethics and believe that my research complies fully
with its precepts.
* | will not deviate from the methodology or reporting strategy without further permission from
ECLS' Ethics Committee.
= |amaware that it is my responsibility to seek and gain ethics approval from the organization in
which data collection takes place (e.qg., school) prior to commencing data collection.

Applicant signature* Date

ogf/o7/17
Proposal discussed and agreed by supervisor Date
[students only] 17.07.2017

Supervisor signature®

Dok Laok

*To enable electronic submission of applications, electronic (scanned) signatures will be accepted. Please note
that typed signatures cannot be accepted
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Summary of the research proposal

vi.

objectives of the study
To investigate the introduction of a project based learning approach to teaching year 7
pupils with SEMH.

description of the target cohort [ sample

Pupils are 11-12 years old and have a statement of special educational needs/ Educational
Health Care plan and attend a school for pupils with Social, Emotional and Mental Health
difficulties (SEMH). There are 5 pupils involved in the project and their progress is compared
to another year 7 group of 4 pupils who are in a different class taking part in a standard
curriculum.

methods and procedure of data collection

This is an Action Research piece which involves me as the researcher and 1 teacher as the
project deliverer. Pre and post tests are conducted on pupils involving (1) divergent thinking
test; (2) NC levels where possible and (4) Strength and Difficulties Questionnaire (SDQ).
Pupil's behaviour points are also collected throughout the duration. The teacheris also
keeping a journal describing her journey throughout the project.

lam looking to add 2 interviews to this to provide some additional qualitative data. 1
interview conducted by me with the teacher running the project to determine her thoughts
and feelings about the project and 1 interview with 1-2 pupils involved in the project (as well
as the teacher) to determine their thoughts and feelings about the project and how it
compares to their normal school day.

data management
All data is stored securely at school under password control.

reporting strategies

Quantitative data (behaviour points; pre and post-test SDQ scores; divergent thinking
scores; NC levels) is to be used for descriptive purposes to support qualitative data. All
quantitative data will be represented as % descriptive data and used to support arguments
formed via IPA from the teachers journal and both interviews.

Qualitative data (journal and interviews) is to be analysed using IPA broken down into
themes that will form discussion points and conclusions in the thesis.

outline of observation/finterview schedule
See previous schedules.
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