 CHAPTER 8

Had my values really been lived in my practice enabling me to cope with the marketing concept I did not readily agree with?
Introduction


This final chapter was written as both a ‘reflection’ chapter and as a ‘position’ chapter.  It is however not the end of my work, as I am fully aware that my work as an action researcher can never be final because of the problematic we adhere to.  In the words of Lomax (1996a:6). ‘This is because my ‘education’ is a continuing process in which I can come to know but never achieve a final completed state’. 

The chapter was written as I needed to evaluate on the marketing processes and activities which had been utilised to market our school.  As the school’s manager I had collaborated with others in implementing the above.  My values had evolved over the duration of my enquiry and I felt it was necessary for me to rigorously reflect on them individually, gauging if they had really been lived in my practice.


Also I was aware that my use of action research methodology had meant that I had striven for a collaborative style of management throughout my enquiry.  Currently, this form of leadership is seen as beneficial both to staff development and increased pupil performance.  However, there is little work in the literature by an insider actually reporting on implementing this leadership style.  Because of this I have relayed to the reader how, I feel, my practice has contributed to this literature.


The TTA has stated that more research is needed as a professional knowledge base so that teachers can improve performance.  I explore this viewpoint offering my work as a contribution to a professional knowledge base.

The chapter closes as I epitomise how through conducting action research over a five year period my views on marketing have changed and developed.  Here, I acknowledge how the thinking of certain authors has shaped my view, values and practice as I now prepare for the future.

Had my values really been lived in my practice?
Utilising the Kingston University model of action research.  I undertook the task of stating the values that were to lead my enquiry. These were the values (see p.45) of this thesis) that I envisaged would guide me in my study.  In short they would be the values that I would strive to live in my practice (see p.51).

At the completion of my action research enquiry my values had evolved to those shown below.

My Values
  1.
That all children should have access to quality education.

  2.
That  when a school is proud of the education it offers, then the  community - 

both immediate and wider - should be made aware of this.

  3.
That  all staff  (teaching and ancillary)  should share the commitment  to  any

major change imposed on an educational institution. 

  4.
That a  wider curriculum outside the  national curriculum should be followed

and that staff and parents should work as a partnership in bringing this  about.

  5.
That the growth  and  survival of a school should  not be  pursued in  a manner

compromising the education of the children in that school.

  6.
That one headteacher should not  criticise another headteacher’s  school  as  a

means of promoting his own.

  7.
That the ‘quality situation’ which we  portrayed should  be a true reflection of

 the curriculum on offer in the school. [There is no gain in running ‘a shop that

 has attractive steel front windows but offers shoddy goods and poor service’

 (Greenall, 1988:25).]

  8.
That in spite of the present system of formula funding under age-weighted

 pupil numbers, pupils are not to be seen as merely ‘little pledges of income’

 (Stenner, 1990:xxiv).  Pupils should be valued for their personal qualities and

 not for the income which they bring

Striving to live my values in my practice

As an action researcher I have striven to live my values in my practice.  (Whitehead, 1993a:167, 1996a:117).  This has not been easy.  No sooner do I feel that I am accomplishing the above when suddenly my reflection brings forth more uncertainties, and further questions. 


Below, I wish to share where I am at present in relation to my values giving reasons which have come about because of my being a ‘reflective practitioner’ (Schon 1983).  Also where applicable, I have used citations from the school’s OFSTED report (Jan 1998) as evidence.

Value No 1  (Quality Education for all)


At the outset of my project,  the fact that we were a primary school operating on first school facilities meant that this value was most definitely not being lived in my practice.  It was only when new resources were bought and the new curriculum outlined below, were introduced that this value began to reach fruition.

Swimming - The P.E. National Curriculum states that children should have experienced swimming by year 6.  Our children actually experienced swimming in year 4.  A large percentage of them have received swimming competence awards at an earlier stage than anticipated, thus building self esteem but also personal safety.

Field Games  -  The P.E. key stage 2 National Curriculum states the requirement for field games.  I have bargained with the local high school so we get their field free of charge.  Track events, field events, hockey skills are now given to our pupils.

Five day residential school journeys - We have never had outdoor education in our school before.  Our years 4,5 and 6 pupils now have annual five day residential journeys to Oxfordshire, Devon and the Isle of Wight.  The new educational experiences gained are vast.


On these five day journeys living as a group the children:

· gain increased autonomy, self discipline and independence brought about by being independent of parents/guardians.

· increase in bonding which will hopefully result in better relationships between pupils and consequently increased learning in the classroom.

· have the opportunity to study another environment contrasting to our school.

· to appreciate and respect the people, habitat, wildlife of such an environment.

· to learn from the people, habitat, wildlife of such an environment. Videos, photographs and a new outdoor education policy have been drawn up emphasising the above.

Clubs  -  We never had lunch-time or before/after school clubs as a first school.  The children have been subjected to many new experiences and learnt many new skills through the following clubs: - nature, football, rugby, basketball, drama, computer, jazz dance, French, chess, netball, recorder, debating, herb garden and internet.


The above clubs have given children the experience of sports not usually covered in the National Curriculum, i.e. rugby, basketball, netball, chess plus the opportunity to gain skills in the learning of a musical instrument.  Pupils have also gained the new experience of playing as a team against other schools in the rugby festival and football league which the school won in March 1998.

Education Challenge  -  This is where schools take up a challenge in learning new skills and then putting them on show at a borough festival.  The school took part for the first time in its history as a dance/drama team acting out the ‘life cycle of a frog’.  They received  an outstanding achievement award for their efforts.  The fact that our reception class represented our school is I feel worthy of a note.  This was recorded on video.

Choir  -  We have a newly formed school choir where children have gained new skills and experiences, e.g. choral singing, ostinato, singing in unison which they had never experienced previously.  The choir have taken part in the borough carol concert and the borough school’s music festival, again two events which they had never previously experienced.

New Library  -  Children have worked with me as collaborators on designing a new library (Loftus, 1995b).  Our old library was at the side of the hall and could never be used during P.E. lessons, lunch-times, assemblies as the hall was in use.  I arranged for our children to visit the local library where they were given a break-down of the way a library is constructed i.e. fiction, non-fiction, oversize, and the Dewey system.  I arranged for our borough school’s librarian to come and talk to the children how our new library could best be organised.  Children are now putting the skills they have learnt from these librarians into practice as part of a new experience.

Citations  from  the school’s  OFSTED  inspection  report  provide  evidence  of  value 

No. 1 reaching fruition. 

‘Members of staff make considerable efforts to ensure that, given the multi-cultural nature of the school, all pupils have equality of access to the curriculum.  The provision for pupils with special educational needs, and those for whom English is an additional language, is of an impressively high quality’  (School OFSTED report 1998:15).  

‘Teachers have good subject knowledge and understanding of pupils’ needs and of the National Curriculum requirements.  They set high expectations and challenge pupils to produce their best work’ (Ibid).  

‘Teachers check carefully the progress that pupils make in lessons and they evaluate the success of their own teaching’ (Ibid p.14).  

‘The staff work as a team to provide good support and guidance for pupils’ development and welfare’ (Ibid p3). 

‘Collaborative and co-operative working is a strength of the school, and the staff carefully plans how pupils are grouped and with whom they work in different lessons and activities’ (Ibid p12).  

‘The school has a very positive attitude to all issues of equal opportunity, which are fully reflected in the school aims, objectives and organisation.  The grouping and re-grouping of pupils in many subjects and the encouragement of collaborative working promote high achievement and positive relationships’ (Ibid p.21).

‘A wide range of extra-curricular activities including competitive sports, musical clubs, French clubs, information technology, and a nature club, richly enhanced the formal programme of the school.  The school has now established a tradition of annual residential courses for pupils in years 4,5, and 6 and these have proved to be very successful’ (Ibid p.15).

Value No. 2  (Publicising achievement)


The marketing in the form of constant press releases; a press release display in the school foyer, a school video being sent out, curriculum evenings for parents, Christmas and summer concerts, school assemblies with parents present - these are all ways in which we have shown the quality of work achieved in our school, to our immediate and wider communities.  So I do not feel that this value has been compromised in my practice.  In fact the feedback received and suggestions offered have led to better marketing of the school’s achievements taking place.  In addition, other heads have contacted me, because they have heard from their community members about the activities in our school.  I have always given freely of information relating to these activities as I believe good educational practice is for all schools and their pupils.  It must be shared, not hoarded.


OFSTED’s comments as evidence of the above  are as follows:

‘The school is very involved in the local community and receives regular publicity in the local press for their involvement in a range of activities and initiatives; the tree planted for world peace at international day received front -page coverage.  Pupils enjoy singing carols to local senior citizens, and school events such as fairs and other social activities are open to all members of the community.  Pupils greatly enjoy running stalls at the summer fair.  They contribute to the community and raise money for local and national charities, take gifts to the elderly at harvest festival and donate books to the children’s ward at the local hospital.  Pupils’ work is regularly exhibited at the public library.  Pupils are interested and involved in environmental issues.  The school’s successful entry into the BRETS energy challenge received a valuable cash prize and pupils’ work was displayed in the town hall’ (School OFSTED Report, 1998:19).    ‘Parents enjoy attending class assemblies’ (Ibid).   ‘Attendance at the ‘hands-on’ curriculum evenings is very good and pupils greatly enjoy demonstrating their skills to parents’ (Ibid p.18).

Value No. 3  (Whole-staff commitment to any change)


I believe strongly in utilising staff’s views, collaborating with them (See p.48)  Staff in my school feel that the above has taken place effectively (Loftus, 1996d:17).  I, however, am not in total agreement with this.  I am aware that for my project I have the been the ‘main change agent’ (Lomax, 1989a:188) and because of the urgent need to market, I have spent much time pondering over the possibility that my value of collaboration has not been ‘lived in my practice’ (see p.52).


Sometimes the pace of change has been so fast, with opportunities to market arising suddenly that I have grasped these opportunities and although I have collaborated strongly with colleagues implementing these opportunities, on reflection what has happened is that collaboration has taken place after the initiative has been set in motion.  This reduces the staff’s role to one of being my followers or assistants.

I would argue that throughout my action research project I have collaborated strongly and as colleague teachers have formulated and put into practice the marketing activities of our school over a five year period.  I do not see my collaborators merely as ‘informers’ but do not feel that they have arrived at the role of ‘co-researchers’ of their own practice which I feel is so evident in some teacher research communities (see Evans 1997, Eames, 1995).  The above dilemma led me to discuss the above issue with one of my support set, another action researcher headteacher whose response to my predicament was “O.K. you don’t have to follow Pam’s principles to the letter, you can adapt them (pause).  I feel you’ve collaborated incredibly strongly but you’re marketing, (emphasis) you’re not directly concerned with classroom practice.  You’re the one analysing your practice into the way you’ve marketed the school.  The staff, although they’ve worked incredibly closely with you led by your consultation of them could have co-researched in that they analysed marketing activities with you but this would have been as a group not as individuals which would be your ideal”  (diary entry 11/1/99).


The above proved to be one of my values which it was hardest to keep to.  I feel that I cannot really claim to have involved the staff fully in planning all changes.   During the time in which I executed my enquiry many new government initiatives were brought into schools which affected all staff e.g. ‘The Special Needs Code of Practice’; preparation for, undergoing, drawing up action plan for an OFSTED inspection; training and preparation for ‘the literacy hour’, to name but a few. Staff workload was so heavy that they often had little opportunity to think about marketing.  I feel there were not enough occasions when the staff contributed to putting forward suggestions and initiatives, a opposed to merely carrying them out.


Because my value of collaboration is so strong it has been painful to admit this.  However, I seek solace from Lomax’s (1993b:3) research on headteachers executing action research projects ‘The main difficulty identified was lack of time …  A number of respondents specifically noted the difficulty of asking for time from colleagues who were overburdened with the demands of recent legislation.  This was an example of how changes outside the school could affect both the willingness and capacity of teachers to participate in school initiated change’.

Value No. 4  (Broad curriculum; staff-parents partnership)


A wider curriculum has most definitely evolved over the duration of my enquiry which has been of great benefit to the children  (See Value No. 1).  The need for marketing has actually been a force towards this.  Staff have been fundamental to initiating this range of activities, but parents have never actually been involved to the extent I would have liked them to be.  They have been involved in large numbers but not as active collaborators.  The reason for this appears to be that the activities introduced have been teacher directed with parental involvement being marginalised by certain constraints e.g. health and safety, insurance.  The real breakthrough however has come in terms of extra-curricular activities e.g. football where parents actually run the team with staff support.  Similarly, in the latter part of the project a group of parents asked my permission to form a gardening club, which resulted in wild flower seeds being purchased from the school’s private funds.  Also a joint venture between staff and parents ‘International day of celebration of our cultures’ took place for the first time in the school’s history.  So within limits I feel this value has been fulfilled.


Citations from the school’s OFSTED Inspection Report provide evidence of the above value.  ‘The school has been successful in involving the majority of parents in a productive partnership for learning which benefits the pupils and contributes to the strong sense of community in the school, as well as enriching pupils’ experiences’ (School OFSTED Report 1998:21).

Value No. 5  (No compromise on the children’s education)


I feel on reflection that ‘growth’ and ‘survival’ are completely different processes and should not necessarily be put together.  The situation that our school found itself in however was unique and therefore ‘growth’ had to go hand in hand with ‘survival’ although I would not have liked this to be the starting point.  I was in fact marketing ‘growth’ as a means of ensuring ‘survival’.  I pondered on whether children’s education had, on occasion, been compromised for the sake of marketing mainly because of the extra things we did to gain recognition for our school.


The staff however saw things differently.  In the semi-structured interviews (see Loftus, 1997b:8-10) I asked ‘Has the pupils’ education been compromised?’ with my mind on their academic achievement.  To my surprise a number of staff answered the question in terms of the children’s whole development and well-being.  For example:


“It gives them the opportunity to show that they’re proud if their school”.

“The pupils, you know, they’ve been doing all this wonderful work and they see it all presented nicely”.

“I think they love it.  They all love having their photo in the paper and it makes them proud of their school.  It shows they take a keen interest in their school.  I think it’s great!”

Some staff saw it as offering an opportunity to break free from the confines of the National Curriculum.

“I think it’s nice for the pupils to do things other than sit in the classroom and do things from just one angle or perspective”.


A minority warned however that there was a danger of giving the show priority over the learning:  that the teachers had to avoid slipping into the view that the school needed the pupils to spend their time on work for display purposes alone.


A similar question could be asked about the educational value of getting the children to make posters advertising the school music festival or the carol concert.  Even though the events themselves were judged to be beneficial to the children (see discussion of Value 4 above), the designing and making of the posters might have been tasks which did not really advance the children’s learning.


However, the general consensus were that the projects we undertook outside the  normal curriculum were in fact a reflection of value no 4, and not in conflict with it.

Value No. 6  (Not to criticise other schools)


I have used an industrial marketing concept USP ‘unique selling position’ (see p. 133 of this thesis) as a means of living this value in my practice.  Comments such as we have “a leafy countrified environment”, “are well away from busy main roads”, “have little pollution”, “don’t have concrete and tarmac as main school fabric” are comments which I have been using consistently in marketing the school.  These ‘selling’ points have been strongly stated in our school video, school prospectus, in the ‘strengths’ section of the SWOT (strengths, weaknesses, opportunities, threats) proforma in our school development plans; in a full page profile of our school in the local paper and by myself whenever I show prospective parents around our school. 


I had always felt good about USP as I felt it had helped me become aware of the uniqueness of my school.  It was not until the BERA Conference 1997 when giving my paper that it was pointed out that by emphasising the unique advantages of our school, (e.g. ‘lack of concrete and tarmac’) that I was drawing attention to the deficiencies of other schools.  When raising and discussing this issue with my support set and external supervisor at one of our six yearly Saturday sessions of the Kingston University action research network I stated “I am in an impossible situation, it seems that as soon as I say positive things about our school, I am denigrating other head’s schools even though this couldn’t be further from my mind!” (diary entry 16/1/99).  I now ask myself the question “Have I any control over market forces?”

Value No. 7  (Claimed success must be genuine)


I feel that this value has now been lived in my practice as the ‘quality situation’ has grown throughout my project.  New initiatives brought in to analyse and meet children’s needs have evolved and are now responsible for a higher standard of education.  Our prospectus plus analysis of parent questionnaires relating to the work and initiatives operating in our school, show that the education that we say we offer is actually being delivered in our school.

Citations from the School’s OFSTED Inspection Report reinforce this.

‘ ------ Primary School is a good school with many strengths and some outstanding features.  The outstanding features include the commitment of the headteacher, the dedication of the staff, the provision for extra-curricular activities, the excellent curriculum organisation, the use of assessment to inform the next stages of learning, the planning for the school’s development, the provision for special educational needs and equality of opportunity.  The pupils enjoy their schooling.  Parents state that the school encourages them to play an active part in its life and they find it easy to approach the school with questions or concerns about their children.  In many aspects, … Primary School is a model for others to follow’ (School OFSTED report 1998:1)

‘The quality of teaching is a strength of the school’ (Ibid p.2)

‘The teaching of pupils with special educational needs is never less than satisfactory and often good or very good.  Teachers are sensitive to pupils’ needs and plan and review regularly the targets for learning for this group of pupils’  (Ibid)

‘Support for pupils whose first language is not English is extremely good  (Ibid p.3).

‘The whole staff is deeply committed to the education of the pupils and consistently sets high standards of behavioural and academic expectations for them’ (Ibid).

‘The level of support, guidance and concern for the development and welfare of pupils offered by the school is very good.  All members of staff are responsive to the needs of individual pupils, and provide positive support and encouragement.  Pupils feel valued as individuals as well as members of the school community.  Members of staff are consistently calm, encouraging and appreciative of pupils, whilst having high expectations.  The staff works as a team to provide a high level of support for pupils’ educational and personal development’ (Ibid p.17).

‘Pupils enjoy their lessons and listen attentively to their teachers’ instructions and what other children say; they are keen to ask questions as well as to answer them.  Pupils show an interest and pride in their work and achievement, they sustain concentration, and are enthusiastic and well motivated.  In many lessons pupils are excited by gaining skills and understanding’ (Ibid p.12).

Value No. 8  (Pupils not to be regarded as income)


This has been incredibly difficult for me to come to terms with because I know only too well that under the present system of formula funding under age-weighted pupil numbers, the money brought in by pupils is necessary for a school to survive.  Not only that, but the quality of education can be enhanced.  The more money pupils bring in the more resources that can be bought, the more support staff that can be employed and the smaller a head can make classes.  All the above factors give children more learning opportunities.  As a committed educationalist striving to give pupils the best learning opportunities, it is very hard for me not to see money as an attractive option.


Because of the above, I feel there is a dichotomy of which I am yet unsure.  I feel very strongly that my priority should be to so the best by my pupils (i.e. giving the ones already enrolled the benefits outlined above) but this is compromised by the realisation that ‘getting pupils in’ is a prerequisite for it.

Action Research, the key to an alternative form of leadership?
My striving to live my values in my practice within an action research methodology in addition to marketing the school has made me confident that I now operate a style of leadership which is antithetical to the autocratic style commented on by some authors. 

O’Hanlon (1996:80) for example, in her research, as director of a training programme with the Training and Enterprise Council tells of ‘government pressure for schools to operate more as successful business enterprises’. She feels that the Conservative government’s view of effective leadership is as follows:  ‘experience with managers indicated to me a modelling of the political practice of a strong Conservative state which upholds strong leadership, rapid executive, low tolerance of opposition and little commitment to consultative procedures in the making of new policy’ (Ibid p.73).  She cites Grace (1995) who believes that ‘... in a wider socio-political and ideological climate in which strong leadership is lauded, and in a new competitive culture in schooling in which rapid, entrepreneurial activity is believed to be essential for institutional survival, external factors work against the chances of collaborative school management and in favour of hierarchical chief executives’ (Ibid, p.82).  Both of the above citations are indeed contrary and antagonistic to the methodology of action research.  Why then had my implementation of the action research paradigm proved so successful?

Sinclair (1998:16) in her book Doing Leadership Differently, forwards the view that ‘Leadership is always the product of some collusion, whereby a band of supporters agrees that an individual, their leader, has what they need to lead them at a particular time’.  I can indeed identify with this view as in relation to my enquiry I believe staff would have looked to me for guidance on how to move the school forward to a primary school plus the marketing needed for its survival.  My own vision however was different.  As an action researcher Lomax’s (1994e:7) view has heavily influenced me ‘within an action research approach headteachers commit themselves to engagement with change rather than demanding it from some smug office further up a management line’.  My belief in the collaboration (Waters-Adams1994; Hustler et al.1986:210, McNiff 1988:4)  so necessary to make Lomax’s view a reality was heavily ingrained as a value .  This value was an entity which I would strive to live in my practice.

Lambert (1998:3) in her book Building Leadership Capacity in Schools where she offers an approach to leadership, forwards the view that ‘As long as improvement is dependant on a single person or a few people or outside distractions and forces it will fail.  Schools, and the people in them, have a tendency to depend too much on a strong principal of other authority for direction and guidance’. This I would most definitely agree with.  In my opinion schools are places of enormous expertise.  I believe that headteachers should be prepared to empower their staff harnessing their ideas for the benefits of pupils.  In order to improve our schools Lambert believes that ‘it is essential that the reciprocal processes of leadership - reflection, inquiry, dialogue and action - be integrated in the daily patterns of life in schools’ (Ibid p.82).  This has indeed been the case within my enquiry over the past five years, as I have in accordance with Lambert’s beliefs above created my own living educational theory of my learning as I as headteacher respond to the pressures and opportunities of the market working to live my educational values with teachers, pupils, parents.  Sinclair (1998) states that ‘our conceptions of leadership are locked in a time-warp constrained by lingering archetypes of heroic warriors and wise but distant fathers --- leadership is a gendered construction’ (p.2).  Although I would agree with Sinclair I once again offer my thesis in the way I have worked with/led staff throughout my enquiry as a challenge to this point of view.  Sinclair herself in her ‘alternative conception of leadership’ that leadership is constructed by ‘subordinates’, ‘followers’ and ‘peers’ (Ibid p.16) has further reinforced for me that the mode in which I have worked with/led staff over the past five years through the use of the paradigm of action research, is indeed this ‘alternative concept of leadership’.

I observe carefully O’Hanlon’s opinion that ‘when the culture and practice of the new managerialism increases and becomes more public in schools in the 1990’s, the principles of school management  will be critical in the shaping of the school’s ethos and its internal social relations’ (O’Hanlon, 1996:87).  As a response to this scenario, I share strongly her belief that ‘Action research which is educational encourages the reader to go beyond the constraints imposed by schools and to act for the reconstruction of educational systems’ (Ibid p.87).  I feel that my work which contributes to a professional knowledge base is important in enabling this belief to reach fruition.  

Furthermore, I am extremely sad and worried by the scenario present in many schools which is outlined so well by Hopkins (1996:34) as he tells of ‘the contemporary approach to schooling based on the assumption that instructions issued from the top-from the minister, the chief education officer or the head - are put into practice lower down the organisation’.  Hopkins, along with myself feels that ‘This approach to education tends to equate schools to factories which operate on a rational input-output basis, with pupils as raw material, teachers as mechanics, the curriculum as the productive process and the school leaders as factory managers’ (Ibid).  In my eyes, a frightening scenario, but one which is not a reality in this thesis.

The use of my work in comprising a professional Knowledge Base
My having read Hargreaves’ (1996) ‘Teacher Training Agency Annual Lecture: Teaching as a Research Based Profession: Possibilities and Prospects’, has made me fully aware that my work is a unique, substantial contribution to a professional knowledge base in that it portrays how I have researched my own practice, protecting and understanding my professional life in a dialogical and dialectical way.  Furthermore, I see my work to be synonymous with the ‘metaphor of a professional knowledge landscape’ adopted by Connelly and Clandinin (1999a:2) where for them ‘the landscape is narratively constructed’ with teacher knowledge accrued, being portrayed ‘in terms of narrative life history, as storied life compositions.  These stories, these narratives of experience, are both personal – reflecting a person’s life history – and social – reflecting the milieu, the contexts in which the teachers live’ (Ibid.).

The TTA itself says that ‘To date, the United Kingdom’s new Teacher Training Agency has been able to identify only a small, if significant body of research findings directly focused on classroom practice and enhancing it, more is needed’ (TTA, 1996:1).  For the ‘more is needed’ aspect I feel that my work because of its practical, heuristic nature is indeed apt.  Hargreaves, (1996:7) holds the view that ‘there is no virtue in expert teachers and newly qualified heads studying substantial bodies of educational theory and research that is mostly remote from practical application’.  The TTA’s (1998) National Standards for Headteachers states that ‘Headteachers should have knowledge and understanding of:  the contribution that evidence from inspection and research can make to professional and school development’ (p.6) (my emphasis).

In relation to both the above citations I am of the opinion that the marketing activities, findings and the resulting ‘living educational theory’ (Whitehead, 1989, 1995:113) are indeed relevant to all primary headteachers in both their personal development and the development of their schools.  Hargreaves (1996:8) states that ‘school improvement is currently a largely research-free zone’.  I have shown throughout my thesis that through the marketing of the case study school, school improvement has most definitely taken place.  My work can therefore be legitimately be located in this ‘zone’.

I am fully aware however, that some authors see the TTA as an agency ‘which constrains rather than liberates teachers’ (Graham, 1998:25).  Graham (1998) feels that the TTA does nothing more than ‘continue Tory policy to produce a technocratic specification for the British Standard Teacher’ (Ibid).  He has support in this from Richards et al. (1997) who agrees that in its present form ‘the proposed teacher training curriculum will not suffice’ (p.6).

Having studied the TTA’s (1998) ‘National Standards for Headteachers’ I would agree with the above authors’ concerns.  The document outlines the requirements for an effective headteacher but misses out important practicalities central to a headteacher’s life; marketing being a prime example.  Schools are in the market place whether they like it or not (Loftus 1994:2) also ‘the fees policy in higher education, the greater emphasis on selective schools and the potential designation of private sector companies to run schools all appear to indicate that marketisation will not be reversed’ (Graham, 1998:20).  What is therefore needed is as Hargreaves (1996) has stated is a research based profession.  However, for Hargreaves’ view that teaching should be a research based profession adopting an evidence-based approach to research, as is the practice of evidence-based medicine to reach fruition, the term research based needs careful scrutiny.

Firstly, using Kincheloe’s (1991:12) sentiments as an example ‘In a strange sense the world of teaching and its workplace might possibly be characterised as a Third World Culture with … teachers as disenfranchised peasants ….  Researchers prepare their research for other researchers and the teacher is viewed as the aborigine to be studied objectively’ is unfortunately not an uncommon scenario.  The consequences of this are epitomised well by Eames (1995:9) ‘…  knowledge about education is produced and owned by those who are not necessarily themselves educators, or, if they are, their focus is not their own practice as educators, but the practices of others’.

Building on Eames’ view I feel it is imperative that the TTA needs to be perfectly clear which form of professional knowledge they will utilise.  In this thesis I have cited many academics who highlight the gap that exists between the theory teachers gain from university academics and its actual applicability to their everyday practice.  I therefore propose strongly that the appropriate form for professional 

knowledge is ‘insider’ research carried out by teachers in their school.  I see this situation as a strong means of producing educational knowledge rather than the knowledge about education which is produced by outsiders.  What I mean by teacher research is indeed comparable with Eames’ (1995) view that teacher research is an action-research-orientated investigation into a teacher’s own practice, which describes and explains what happened when he tried to develop or improve the learning of his pupils.  It’s educational knowledge because it’s constituted by what teachers have learnt - by the educative experience of reflecting on their growing understanding of the educational processes going on in their own classrooms.  What I’m not talking about is research by teachers in which they look at the practice of others from the outside.


My second concern is one where Eraut (1985:118) draws attention to the fact that there is ‘a remarkable ignorance about professional learning’.  This view is supported by Adelman (1989:179) who feels that teacher research is diverse and that we don’t have ‘any sign that teacher researchers share vocabulary, concepts and understandings about teaching and classrooms in any degree sufficient to respond to yet alone initiate change’.  Whitehead (1992:1) supports this view saying that ‘the last decade has witnessed a crisis in that there is no discernible agreement about what constitutes a view of educational theory - with widespread academic credibility’.  All the above therefore surmounts to the problem ‘that education doesn’t have a form of professional knowledge that is distinctively its own’ (Eames, 1995:20).


Therefore, drawing the above points together we have a situation whereby some authors feel that ‘For teacher professionalism, the over prescribed centralist regulation for the TTA established a technicist model of teaching at variance with the autonomy, flexibility, collegiality necessary to create the learning organisations required to socialise the new generation of knowledge workers’ (Graham, 1998:17).  The TTA (1998) in contrast state ‘A principal aim of the TTA is to promote effective and efficient professional development for headteachers and teachers, targeted on improvements in the quality of teaching and leadership which will have the maximum impact on pupils’ learning’ (TTA, 1998:1).  I personally feel that a professional knowledge base must be composed of accounts by teachers relating to their own practice (personal knowledge) rather than accounts about teachers.  It is with this view in mind that I offer my thesis as a contribution to a professional knowledge base for headteachers.
Overall Conclusion

At the beginning of my study I was distrustful of marketing.  Over the past five years through my reading and research I have gained theoretical understanding and first hand practical experience of how damaging marketing can actually be to children’s education.  Hopkins’ (1996:39) view that ‘As teachers , we are concerned with the individual progress of students rather than with aggregated scores from the class or the school reminds me clearly of the ‘league table’ scenario.  It is Stenhouse’s (1979:79) beautiful statement that ‘The teacher is like a gardener who treats different plants differently, and not like a large scale farmer who administers standardised treatments to as near as possible standardised plants’ which really make me realise why living our values in our practice for the good of our pupils is of such great importance.

I conducted a thorough search for papers on marketing in education, including ‘British Educational Research Journal’, ‘Educational Management and Administration’, ‘British Journal of Educational Studies’, ‘British Journal of Sociology of Education’.  Of the twenty to twenty five papers which I found, only two had anything positive to say about educational marketing.  One of these is Tooley (1992), with another strong advocate being French (1992:117) who is of the opinion that ‘Careful and wise marketing can have a number of benefits for the school.  It can, for example, give you far greater understanding of your mission - your strengths and weaknesses.  It can create a corporate identity and feeling of pride among the staff and pupils’.  This is a view that has become a reality for me evolving in my enquiry over the past five years.

Bradbury (1990:47) reminds us that the Conservative government through parental choice has ‘set schools and parents against each other’.  He feels that ‘Parents and teachers are natural allies, both sharing a vested interest in the advancement of education.  Yet, as in some bizarre fairy story, they have been caused to mistrust each other. When in distress, they have not called to each other for help.  Rather they have blamed each other without turning together to face their evil fairy’. (Ibid)  He feels that ‘the natural alliance of teachers and parents must be created anew and marketing is, if only we could see it aright, the gift of the good fairy to lift the curse’ (Ibid).  As a response to this comment I feel that my use of marketing through my enquiry has gone some way to realising this ideal.

Nias’ (1999:69-70) statement that ‘The introduction into education in the past two decades of the language of market forces and cost effectiveness runs so forcefully against the ethical sense of interpersonal obligation that it has been a major cause of stress and burnout among teachers and headteachers’, is one that I strongly agree with and most definitely heed.

I am fully aware that, in spite of a change of government, initiatives such as LMS; formula funding; league tables; open enrolment; OFSTED inspections have culminated in the situation that market forces in education are here for the foreseeable future.  I am of the opinion  that these forces must be utilised so as to give enhanced education to our pupils.  My way of counteracting the harmful consequences of the reforms is by living my values in my practice so that the reforms become workable at my level.  I claim that I have accomplished this through the experiences outlined in this thesis.


I firmly believe that these experiences have enabled me to know and understand myself  much better.  As Rudduck (1994) says there is a danger that teachers can easily become ‘tightly meshed into institutional routines and regularities’ (p.9).  They therefore need to find a means ‘in order to release themselves from the complex and restraining webs of habit; they need some structure for standing outside their own work place in order to see how its values have been shaped and whether their own professional values are being expressed or are becoming muted’(p.10). I firmly believe that these experiences have enabled me to know and understand myself  much better.  This has come about because of the fact that my ‘Living I’  (Whitehead 1994b:2, 1995:118) has been placed firmly at the centre of my enquiry.  Within this role as ‘implementor’ and ‘innovator’ (Gurney 1989); through being a ‘change agent’ (Lomax, 1989:184) plus the need for ‘self-study’ (Evans, 1997:281) and ‘self-reflection’ (Hall, 1996:92), my putting myself ‘at risk’ (Winter, 1989:60, Lomax and Evans 1995:2) has enabled me to come to know myself even better.  This in itself has incontrovertibly persuaded me that action research is indeed a ‘passionate enquiry’ (Dadds 1995) and most certainly is more than a cognitive activity in that it embraces ‘the need for trust, co-operation and mutual support’ (Dadds, 1998:209).  I am grateful for this personal development because as Kincheloe (1991:45) writes ‘Researchers who do not understand themselves tend to misconstrue the feelings of others’.  It is through working with others in the marketing of a newly formed primary school, ‘becoming aware of their feelings that I have come to ‘know’ about myself and about my relationships with my colleagues and with the situations in which I work’ (Evans, 1997:281).


MacClure (1996:283) tells of how most action research reports are what she terms ‘victory narratives’. Dadds (1998:43) feels that as action researchers ‘we need to tell of our despairs as well as our hopes and dreams; our feelings of failure as well as our experiences of transcendence, the mistakes alongside the achievements’.  I feel that my work encompasses both the above points of view in that firstly, I have been victorious in living my values in my practice thus giving pupils opportunities in their learning that were not there before the start of my enquiry, whilst secondly, the road to achieving this state of being which has taken five years has been anything but easy with the disappointments and setbacks being outlined in chapter six of my thesis.


I am extremely glad that I have undertaken my study.  I constantly remind myself of how I could have easily been in the same position as Johnson (1994b) as she outlines her strong metaphor ‘I think of a potted plant I have sitting on my front porch.  It sat in the same pot for many years neither growing nor dying, just maintaining the status quo' (p.16).  Admittedly, the writing of my study has not been easy but I would endorse that ‘yet writing has been the most valuable part – it has helped bring ideas and thoughts into a sharper focus and helped crystallise all those other half thoughts and ideas lurking in the background’ (Somekh, 1991:50 citing Alma Baker’s unpublished diary re: the Pupil Autonomy in Learning with Microcomputers (PALM) project). Thankfully my action research has enabled me to challenge the status quo in the interests of my pupils and  community.  This writing referred to above plus my challenging of the status quo has not been a lone effort.  I believe it to be representative of the situation that Somekh (1994) hopes for where schools and academic institutions work together and understand each other, a situation that has been realised in my case through a long and continuous collaboration.


To this end I strive to come to terms with my personal conflict and to live by what I believe to be just in a continuous cycle of relentless change.  It has been a solitary struggle, especially since LMS puts heads in a position of competition and not co-operation.  Other heads whom I meet, who might formerly have been supportive of a colleague in difficulties, are now preoccupied with worrying about what is happening in their own schools, and especially how to balance their budgets.  I am of the opinion this atmosphere of suspicion and even hostility cannot bide well for the educational futures of our pupils.  I am aware that ‘There is also the unease, not clearly articulated, dimly understood, that things will never be the same, that we will have to become new people, professionals with a different identity on a changed landscape’ (Connelly and Clandinin. 1999b:115).  In order to challenge the above situation I continue to implement my values as a guiding light in providing quality education for our pupils and in bringing a school community together whilst acknowledging deeply that for me ‘action research remains a vital source in the continuing search for teacher development which contributes to greater educational equity and social justice’ (Gore and Zeichner 1995:211).
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