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Foreword

It i s more importan t tha n eve r t o develop th e continuu m of managemen t
and leadershi p responsibilit y i n schools . Th e emphasi s o n headshi p i n
Britain ha s become almos t obsessive, and i s reflected in th e Teache r an d
Higher Educatio n Bil l no w in passag e throug h th e House s o f Parliament,
where qualification s for headshi p ar e becomin g statutor y befor e al l th e
attendant issues of control, power and selectio n are eve n contemplated o r
the effect s o n th e professio n as a whole considered.

Anne Gold asserts tha t the Head of Department rol e is probably th e mos t
influential i n a  well-organized secondary school. I t is also, along with othe r
forms of middle management, an essential stage of leadership for those who
may later become heads of schools and services. She anticipates the adoption
of national qualifications for thi s stage also, and he r boo k wil l become th e
key text for Head o f Department training.

The generi c natur e o f muc h 'middl e management ' responsibility ,
whether in secondary, primary or further education, i s acknowledged i n this
book, whic h ca n therefor e b e widel y used . O n th e othe r hand , middl e
management in general and 'pastoral ' responsibilities in particular have had
much recent attention, whereas the particular role of the subject head or co-
ordinator can too easily be take n for granted.

This book i s written fo r practitioner s in th e languag e used i n schools . I t
puts the m i n touc h wit h researc h writing , whils t it s mai n thrus t i s i n
developing processe s i n schools . I t derive s much fro m a  decade o f share d
experience i n trainin g an d consultanc y across th e ful l rang e o f schoo l
management. I t updates previou s literature and point s ahead, als o invitin g
readers to explore their own future, in deciding whether a Head o f Depart -
ment role i s what they want.

Right throug h th e rang e o f practical situations examined ther e ru n th e
questions: wh y ar e w e doin g this , an d wh y thi s way ? Wha t inform s ou r
practice? I t is professionally inadequate t o tak e thinking, polic y and strate -
gies from 'above' . All who exercise real professional responsibility contribute
to the translatio n o f principles into practice, and t o the revie w of aims and
objectives informed by practical learning and context s of constant change .
The rol e o f Head o f Department comes across as an exciting challenge.

John Sayer
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How to use this book

}ohn Sayer and I  had long discussions and brainstorms , separately and Hea d
of Departmenttogether , t o choos e a  titl e fo r thi s book . Th e fina l titl e
represents all parts of the equation o f managing in schools - ther e are many
ways of managing, and mos t o f them ar e 'right ' as long as they are based on
careful reflectio n and o n wel l thought-ou t managemen t principles . Th e
search fo r a  suitabl e titl e reflecte d fo r m e th e dilemm a fo r manager s i n
education -  ar e the y involve d in a  practica l activity , o r a  philosophica l
one?

I know that Heads of Department are hard-workin g people who probably
come home each evening drained and exhausted, worrying about particular
people an d specifi c issue s t o b e managed . I t woul d b e eas y a t thi s saf e
distance from th e 'chalkface ' to offer clea r and logica l solutions to the most
common problem s fo r Head s o f Department , settin g thos e solution s ou t
strategically in simple steps, so that a  reader could reac h fo r th e boo k an d
find sets of plans to be implemente d the followin g morning .

However, I  bega n b y wantin g t o writ e a  boo k whic h woul d meande r
lyrically through the ethics , philosophy and curren t thinking about middle
management in secondary schools, flavouring my writing with anecdotes an d
guidelines, but always leaving actual solutions to the reader. I  firmly believed,
and stil l believe , tha t ther e ar e alway s several solution s t o a  managemen t
problem, an d th e ultimat e choice o f solutions is guided b y personal values,
school ethos and the actual situatio n t o be managed .

I ver y quickl y decide d tha t I  should tr y to writ e a  boo k whic h too k int o
account both the principles and the practice of management. So the book is
probably crispe r tha n I  would hav e mad e i t originally , an d i t does  sugges t
solutions sometimes , bu t throughou t I  tr y to remin d th e reade r t o thin k
about educationa l philosophy whenever possible.

The 'Suggeste d Activities ' block s exemplif y m y dilemma: they are ofte n
very functiona l way s of makin g sens e o f th e theor y an d philosoph y tha t
surround them . Th e boo k ca n b e rea d wit h o r withou t these 'Suggeste d
Activities1 blocks. They are based on th e course activitie s Beryl Husain and I
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Institute of" Education. They are usuall y very practical activities which I  have
included a s a  wa y of illustrating , o r makin g mor e explicit , some o f th e
discussion precedin g o r followin g them . The activitie s can b e done with a
team o r par t o f a tea m -  the y ar e ofte n suggestion s which contribute t o
teambuilding - o r alone. I t is hoped tha t reading them through b y yourself
will clarif y th e point s made around the m i n the text.

Anne Gold



Introduction

The rol e of Head o f Department is the most exciting and probabl y the most
influential position i n a well-organized secondary school . At the forefront of
knowledge about a  specific subject , and a s a member of the larges t team in
the schoo l (tha t of Head s o f Departments) , the Hea d o f Department ha s
enormous potentia l t o affect decision-making and to influence the direction
of the school . Sometimes that potential can be masked by bureaucracy and
administration, and the power to dispense and share knowledge and experi-
ence may seem temporarily frustrated. But senior managers know the value
of good Head s of Departments , and the y usually strive to clea r th e wa y for
inspiration where possible .

This book i s written in recognitio n o f the pivota l nature o f a role which
combines subjec t expertis e wit h a n abilit y t o brin g ou t tha t knowledg e in
other people. Running through i t will be explanations an d exploration s of
professionalism, wher e th e Hea d o f Department is seen a s the exper t wh o
manages the teaching and learnin g within a  subject specialism.

For example , Head s o f Departmen t ar e usuall y knowledgeable i n thei r
subject generally, but also have a much wider responsibility than just a body
of subjec t knowledge . Indeed , the y ma y no t b e th e most  knowledgeabl e
people in their subject, but they may well be the most knowledgeable people
about ho w t o teac h i t an d ho w t o ensur e tha t i t i s well taught . This ma y
include: developing a set of principles which underpin learnin g and teach -
ing; sharing that development with the rest of the department; ensuring that
the department' s aim s and principle s match thos e o f the school ; knowing
the lega l requirement s fo r learnin g an d teachin g th e relevan t subject ;
successfully supportin g th e res t o f th e departmen t i n th e learnin g an d
teaching; contributing to the direction and educationa l values of the whole
school; and representing th e department withi n and outside th e school .

There is no one way of managing a curriculum area, or schools in general .
Solutions to managemen t problems mus t tak e into accoun t a t leas t social,
political an d academi c contexts , an d shoul d b e underpinne d b y a se t of
values whic h ar e ethicall y informed . Thu s professiona l decision-makin g
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about managemen t issue s wil l includ e reflection , attentio n t o notion s o f
equity, an d a  recognitio n o f th e importanc e o f interpersona l skill s i n
managing with othe r people .

This boo k i s addresse d t o peopl e wh o ar e Head s o f Departmen t i n
secondary schools, an d thos e who are thinking very seriously about whether
they really want t o become a  Hea d o f Department . Pastoral heads ma y fin d
much tha t i s usefu l an d relevan t t o them , bu t o n th e whole , the y do no t
manage a  large , measure d an d teste d curriculu m area , an d muc h mor e o f
their wor k i s based o n sensitiv e interpersona l skills , wit h teachers , parent s
and youn g people. The y deserve severa l books t o themselves!

There ar e time s whe n th e ton e her e i s intended t o b e ver y direc t an d
practical, and othe r time s when philosophica l and mor e genera l question s
are raised abou t th e nature of teaching and managin g in secondary schools .
Some of the writin g addresses theoretica l frameworks, and othe r part s offe r
practical example s and suggestions . I n a  sense , thi s reflect s th e wor k o f a
Head of Department - i t is always necessary to combine the practical with the
philosophical an d l o be able to articulate th e thinkin g behind th e smalles t
practical detail.

It i s intende d tha t a  framewor k fo r findin g solution s t o managemen t
problems, and thu s the solutions themselves, will become cleare r as the boo k
proceeds. The chapters have been planned t o address the contexts described
above. Thus Chapter 1 , 'Your organization and your place i n it', explores the
relationship between a department and a  whole school, taking into account
the necessit y fo r a n understandin g of th e issue s connecte d wit h ethica l
management i n genera l an d i n school s i n particular . It places th e depart -
ment within the school by exploring the l ink s by which a department can pu t
into practice the aims of a school, and b y which the aims of the whole school
can b e contribute d t o b v a  departmen t team . Th e structura l positio n o f
'middle manager ' i s examined her e too , a s th e wa y to mak e clea r thos e
links.

Chapter 2 , 'Working w i th people ' is , I believe, the mos t important section
for a  manager wh o wishes to work effectively an d ethically . I t is certainly the
longest sectio n i n thi s book . Othe r peopl e ar e th e greates t resourc e a
manager ha s t o wor k wi th , an d clea r principle s about workin g with othe r
people wil l affec t ever y interaction howeve r large o r small . I n othe r words ,
every contact , from a  quic k dail y greeting (o r not) , to an annua l appraisal
interview gives a message t o those wit h whom a  Head o f Department work s
about thei r worth and abou t the Hea d o f Department's professionalism.

In thi s section, there is an emphasi s on understandin g and workin g with a
team becaus e o f the assumptio n tha t teamwork is the mos t productive basis
for plannin g an d deliverin g effectiv e subjec t teaching . Th e necessit y t o
balance attentio n l o team , individual s an d task s i s explore d i n detail .
Theories of groups an d team s are introduced , and th e realitie s of running
meetings are connected wit h those theories. Writing about working with th e
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individual teacher includes looking at delegation, motivation , conflict, work-
ing with difficul t peopl e and professiona l development. And the task itself-
the learning and teachin g of the subject- is introduced in this chapter when
referring to the necessity of representing th e work of the department t o the
rest of the school , t o parents and governor s an d t o the outsid e world. It is
important t o have th e humilit y to learn fro m an d t o be influenced by the
community in which teachers work.

In Chapte r 3 , 'Managin g resources' , ther e i s an introductio n t o som e
recent literatur e abou t managin g resources . Ther e i s genera l guidanc e
about resource s an d equit y an d abou t budgetin g an d fundraising . Bu t
research around resource managemen t i n school s show s that each schoo l
has it s ow n interna l resourcin g mechanism . Mos t importan t o f al l i s t o
understand th e relevan t mechanism in each schoo l an d t o be prepare d t o
work with it proactively - t o know the dates wel l in advance and to be aware
of procedures an d paperwork necessary to secure what is needed i n order t o
deliver the learning and teachin g in each curriculu m area.

Chapter 4 , 'Managing the curriculum' , links very closely with Chapte r 1 ,
but describes and explores the part of the role of Head o f Department which
has probably developed mos t in recent years - tha t of curriculum manager or
coordinator. Ther e i s an attemp t t o encourag e a  sens e o f expertis e an d
departmental autonomy while keeping clear connections with the direction
of the whole school. Heads of Department are encouraged t o be quite active
in Office fo r Standards in Education (OFSTED ) inspection procedures, an d
suggestions are made about developing ways of knowing how the curriculum
is taught by other members of the department. There i s a short introduction
to some questions about curriculu m evaluation, and ther e ar e section s on
managing change an d on suggestions fo r reading officia l documentation .

This book can be regarded a s a paean t o the role of Head o f Department.
This job i s really tough at times, and eve n the most committed and effectiv e
Heads o f Department can fin d tha t thei r sens e o f direction become s sub -
merged by difficult and mundan e administrative tasks. But in a good school,
it is a stimulating and exciting position. The rea l task is to see administration
and bureaucrac y as th e framewor k for th e implementatio n of a  persona l
philosophy o f education . An d th e Hea d o f Departmen t ha s acces s t o a
number of teams through whic h that philosophy can be put int o action.

In 1995 , the Teacher Trainin g Agency recognized the importanc e of th e
people they call 'experts in subject leadership an d management ' by requir-
ing strategie s t o b e develope d fo r thei r continuin g professiona l
development. Bot h headshi p o f departmen t an d th e necessit y for prope r
training for that role were validated by that recognition. In November 1996,
a consultation paper on standard s and a  national professiona l qualificatio n
was sent out for comment. I t introduced th e National Professional Qualifica-
tion for Subject Leaders 'based on clear standards for those who have the key
role o f subjec t leadershi p an d managemen t i n primar y an d secondar y
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schools'. B y the t im e th is book i s on sale , the Nationa l Professiona l Qualifica -
tion fo r Subjec t Leader s ma v wel l b e i n place .

I hav e been fo r tuna t e t o work in education management development i n
Europe an d i n severa l countrie s in th e Britis h Commonwealth . I n som e
countries school managemen t system s could b e likene d to a  very flattened
pyramid -only the headtcache r is paid fo r management responsibility , and
for instanc e i n Spain , the headteache r i s elected fo r thre e year s an d the n
goes back int o the classroom. I n other countries, the hierarch y is very firmly
described, and promotio n throug h th e syste m i s done i n clea r steps . Thi s
book i s deeply embedde d i n th e complicate d Englis h education structure ,
but th e issue s raised , particularl y i n Chapte r 2 , are commo n t o educatio n
management everywhere . Indeed, I  have used som e o f th e suggeste d activ -
ities i n severa l different Europea n countries.

I hav e worked w i t h Bery l Husai n t o develo p an d ru n course s fo r Middl e
Managers sinc e 1990 . Sh e ar t icu la te s a n ethica l philosoph y of educationa l
management mor e clearl v than anyone else I  know. We work together a t th e
Management Developmen t Centre a t th e Ins t i tu t e of Education, University
of London. Ou r cours e 'Developing Management for Middle Managers' was
originally planne d fo r secondar y schoo l teacher s onl y - ou r ow n school-
teaching experienc e ( f i f t v year s between us ) was spent i n secondary schools .
But we , tentativel y a t f i r s t , decide d tha t Middl e Management i n educatio n
has generic similarities in al l insti tutions , and thes e fa r outweigh th e differ -
ences. An d w e hav e bee n delighte d ove r th e year s t o f in d tha t Head s o f
Department i n secondarv schools, colleges and specia l schools have found a
great dea l i n commo n wi t h curriculu m leader s i n primar y schools . Th e
intensive work they do togethe r on ou r course s quickly persuades the m that
they will be enriched b y the ir learning together. 1  hope that thi s book wil l b e
a way of spreading (ha t excitemen t a t learning and a t professiona l develop -
ment, further than Bloomsbury !

John Save r firs t brough t m e int o this work -  I  went to interview - hi m fo r
some research I  was doing about trainin g for management i n education, an d
he offere d m e a  jo b doin g jus t that . Hi s deeply principle d descriptions o f
education an d it s management always enthral me.

I am indebted to Michae l Marland who read severa l drafts of this work, and
who mad e sensitiv e an d vita l suggestion s fo r change . H e di d s o with diplo -
macy and wit h a  thorough knowledg e of the whole ' f ield ', which gives him a
very specia l understandin g and respec t fo r Head s o f Department . I  alway s
found ou r discussion s s t imula t ing and I  learnt a great dea l from talkin g and
arguing wit h him.



CHAPTER 1

Your organization and your place in it

Many people who become Hea d o f Department find i t difficult t o acknowl-
edge t o themselve s or t o thei r colleague s tha t the y are managers . Thi s is
because s o many teachers mistrus t the wor d 'management ' an d al l that i t
implies. They are keen to resist what they consider may be the importation of
the worst aspects of industry into education. The term 'middle management'
is unappealing to the same people becaus e i t threatens to bring with i t ideas
about systems , structures and procedure s whic h appea r t o den y th e pain ,
feelings, discomfort , pleasure an d creativit y whic h ar e intrinsi c part s o f
effective learnin g and teaching .

It is important to examine some of these doubts. A Head o f Department is
usually someone who is in a position o f curriculum leadership. This may be
because of :

seniority or status
subject knowledge
energy
particular interpersonal or teachin g skills
a clear vision abou t th e teachin g of their subject
a strong commitmen t t o developing students ' views of the worl d
through th e specifi c disciplin e of a particular subject
a particular understanding of the way organizations work and a n
ability to work within the m (th e micropolitics)
the abilit y to effec t chang e
or a combination of these an d othe r reasons .

What is a middle manager?
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Suggested Activity 1

If you are a Head of Department, or would like to be one, as k yoursel f
why you got the job, o r why someone might select you for it? In other
words, what specia l attributes do you bring to the job? Is your belief
about the importance of the learning and the teaching of your partic-
ular curriculum area very strong? Are you so committed to exploring
your subjec t and th e teachin g of it that you enjoy workin g with other
teachers in order to develop strategies to do so?

Heads o f Department , particularly as middle managers, ar e at a peculiarly
interesting junction in the map of a school. They are curriculum leaders who
are usuall y at th e foref ron t o f knowledge in th e study , teaching , evaluation
and plannin g for learning about thei r particular subjec t area. Indeed, the y
are often mor e knowledgeabl e about thei r curriculum area tha n thei r more
senior teacher s who may have been Head s o f Department before the y were
promoted. A  Head o f Maths , for example, or a  Head o f Modern Languages ,
or a  Hea d o f Learnin g Suppor t wil l probabl y be mor e u p t o dat e i n thes e
fields o f learnin g an d teachin g tha n anyon e els e i n th e school . I t i s thei r
responsibility to work wi t h th e other teachers in their department to ensure
that th e school' s philosoph y o f educatio n i s interprete d throug h thei r
particular discipline. And a t th e sam e time , the y are responsibl e fo r fittin g
their disciplin e int o th e genera l school view .

In th i s way the whole-schoo l curriculum, or genera l school view , that the y
have helpe d t o inform , includin g suc h areas a s language, aesthetic under -
standing, or technology, will be delivered through their subject, and will  thus
link u p th e school's general philosoph y of education .

It i s easy to underestimat e th e powe r o f the constituenc y of th e group of
Heads of Departments. This is where decisions about such issues as equitable
distribution o f resources , th e deliver y o f cross-curricula r strands , an d th e
framing o f whole-school responses t o problems are ofte n negotiate d o r pu t
into practice. (Se e Suggeste d Activit y 2.)

This can b e a very uncomfortable and ill-define d positio n within a  school .
John Save r uses th e imag e of the sandglas s which migh t be opene d up , t o
show th e positio n ol th e middl e manager i n man y schools:

2

There i s dial narro w f i l l IT betwee n tin - leaching-learnini r lilt 1 o f a  schoo l an d th e
r u n n i n g of die organisa t ion , a  frequentl y blocke d channe l whic h ma m woul d wis h
lo se e free d an d broadened . Th e trickl e betwee n th e tw o parts o f th e sandglas s
depends very much on dios e whose job is in both parts: die team leaders responsible
for a n are a o f di e c n r r u n l a r programm e an d a t di e sam e lim e expected b y their
fellow teacher s lo secure i n th e organisatio n a n adequate ' framewor k an d resourc e
for the m lo do thei r work.

(Saver. 1989 . p. 107)
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Suggested Activity 2
1 Dra w a ver y simple diagram o f you r school an d you r plac e in it .
Locate th e teacher s an d suppor t staf f who  wark  t o yau>  directl y o r
indirectly, on th e diagram . Yo u have managemen t responsibilit y fo r
these people . This some times-becomes complicated b y the pastora l
organization of the school, in which for example Heads of Department
are form tutors , or by those more senior teachers whose teachin g fells
into departmental areas,
2 The n locate the teachers to whom you wfe responsible*  These may be the
people wit h whom yo u will negotiate departmenta l resourcing , an d
with who m yo u develop whole-school response s and strategies . The y
share ou t resources among you and other curriculum leaders; you feed
back departmental and  individua l responses. You offer a two-way chan-
nel, o r informatio n system , whic h i s a t th e ver y centr e o f well-run
schools.
3 Th e thir d grou p t o locat e i s the other  Heads  of  Department  or  thnr
equivalent. In some schools , these are seen as the competition o r eve n
the opposition - the y are the people with whom the limited suppl y of
resources mus t b e shared , sometime s apparentl y unfairly. In other
schools, they are a valuable community-a mutual support group where
important ideas about the school are developed and agreed , A well-
managed schoo l wil l encourag e debat e withi n thi s particular
community of teachers - they are the curriculum experts. They are
usually a large group of thoughtful an d enterprisin g peopl e who have
responsibility t o manag e member s o f thei r departments : the y ar e
spokespeople for them 'upwards * when workin g with the Senior Man-
agement Team; and the y mak e supportin g and non-competitive links
across other departments. In thi s way, they are Middle Managers .

The very nature of the middle management role i i s c l l is noi always clearly
defined, especially in very small departments. There is a tension between
having the ultimate responsibility lor the planning and delivery of a partic-
ular subject or discipline, and having to lit that discipline into a whole school
ethos, whilst at the same time contributing to the development of that ethos.
The tension is sometimes compounded when the nature of leadership has
not been clarified - are Heads of Department to speak for those for whom
they have management responsibility, are thev to encourage consensus
among them, or are they to empower them to speak out for themselves in
whole-school meetings?-'

Indeed, clarity about the locus of management responsibility may be
further complicated in schools where curriculum leaders are members of
faculties, and are in turn managed by teachers who have overall responsibil-
ity7 for several curriculum areas. In such schools. Heads of Facultv mav be

u
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middle- manager s o r senio r manager s -  thei r responsibilit y ma y be to help
oi l ier middl e manager s w i t h simila r subjec t focuse s t o mak e curriculu m
decisions, o r the v ma v b e act in g a s direc t conduit s t o th e Senio r Manage -
ment Team .

The exercise of drawing a diagram o f the schoo l an d th e plac e of middle
managers wi th i n i t may help to clarify th e role , or i t may show that i t needs to
be clarifie d w i t h i n ih e school . I t i s hoped tha t i n describin g th e structura l
position o f middl e manager s i n schools , som e doubt s abou t teacher s a s
managers hav e bee n resolved . Chapte r 2  wil l develo p th e activitie s o f
working with people in much greater detail, but firs t i t is necessary to address
a vcr v basic question : 'What i s management i n schools? '

What is management in schools?

If th e basic activit y of schools i s learning and teaching , the basi c activit y of a
manager i n a  schoo l i s t o enabl e othe r teacher s t o wor k a s effectivel y as
possible t o pla n an d delive r tha t learnin g an d teaching . Managemen t i s a
neutral activit y - i t is about makin g something happen . Ho w that activit y is
performed i s what make s it acceptable or no t - i t is not managemen t i n itself
t h a t distresse s teachers s o often, bu t th e way that th e managin g i s done.

A school i s a group o f people, children and adults , who are legall y bound
together for the purposes o l learning and teaching . Whatever the si/e of that
group, i n orde r fo r tha t learnin g and teachin g t o happe n i n a  usefu l an d
constructive way , some peopl e mus t tak e some responsibilit y for ensurin g
t h a t th e other s ar e resourced , supporte d an d enable d t o wor k a s wel l a s
possible. This is management. Enabling and fa t ilitative management model s
important and e t h i c a l socia l interactions . As young people learn b y example
and experience , t he i r wi tness of and acces s to empowering managemen t wil l
necessarily help form t h e i r own style of interaction with other people. If they
see teacher s respect fu l ly supportin g each other , the y will fee l themselve s t o
be par t of a supporting community, and wil l learn t o support eac h other as a
mailer ol course.

Some1 teacher s hol d vcr v stron g view s of educatio n a s empowering an d
developing young people, and the y place themselve s in relation t o childre n
as f a c i l i t a t o r s , no t a s au tho r i t y figures . Som e teacher s th in k th e onl y rea l
work i n school s i s done i n th e classroo m wit h learners , and no t wit h othe r
adults . Bot h these sets of teachers have something importan t to offer t o th e
voung peopl e the y leach , an d a  goo d manage r encourage s an d support s
the i r work . The ver v ac t iv i i v tha t encourage s an d support s the m i s that o f
management. I t follow s tha i managemen t wil l only be 'done ' by people who
\ \an i l o work with other teachers to support th e learning and teachin g i n the
school, b v peopl e wh o ar e happ y t o interac t as readil y with adult s a s wit h
voung people- . (Se e Suggeste d Activit y 3.)
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Suggested Activity S

If teaching and workin g directly with children is still your firs t priori! } >
ask yourself whether yovi should be a manager at all. And do not fee l
that there is something wrong with you if the answer is *No\

What is ethical management in schools?

Ethical managemen t is that which i s underpinned b y a set o f clearl y articu-
lated principles . A Head o f Departmen t wh o manage s ethicall y wil l hav e
thought carefull y about :

What does it mean t o be educated ?
What power balance s are there within society at present and how
do the y determin e th e acces s o f youn g peopl e fro m differen t
experiences t o education?
Which directio n woul d the y lik e future societ y (an d th e young
people with whom the y work) to take?
How does education fi t into society?
Does educatio n an d learnin g cease on entr y to adulthood?
How ca n value s suc h a s honest y an d awarenes s o f other s b e
modelled?
What effec t doe s thei r powe r an d influenc e hav e o n othe r
professionals?
How do both adult s and young people learn ?

These value s an d th e resultin g managemen t decision s mus t fi t within th e
framework o f the aims of the whole school. Mik e Bottery has taken up som e
of these theme s in his book about the ethics of educational management. I le
says that the following questions should be asked by ethical school managers
about thei r management activity :

Does th e managemen t o f the schoo l promot e persona l growth ?
Does i t treat people as ends in themselve s or a s means t o c-nds ?
Does i t foste r a  rationalit y whic h i s not onl y toleran t of criticism , bu l ac tua l l y
sees i t as an essentia l par t o f school an d society ?
Does it repudiate the view of human beings as resources to be manipulated , and
instead see them a s resourceful human beings?
Does i t create a n etho s where measure s of democracy can b e introduce d to be
replicated withi n th e societ y at large ?
Does it foster an appreciation o l th e plac e o l individual s as citi/ens wi th in thei r
own communities, states and th e world?

(Botterv, 1992 . pp . .">-(> )

Answers to both thes e set s o f questions wil l affec t th e wa y departments ar e
managed. Th e firs t question s are about basic philosophical understandings
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of educatio n an d it s plac e i n society . Main school s articulat e thes e under -
standings i n th e schoo l philosoph y tha t the y wri t e publicl y i n thei r
handbooks. The v ofte n inc lud e suc h phrase s as : 'encouraging student s t o
achieve thei r l u l l p o t e n t i a l ' : V < | u a l i t v o i 'opportuni lv ' : ' l ifelon g learners' : an d
' t ak ing a cons t ruc t ive place in socictv'. These ideas are la r more complex than
the- ( iol l in s dictionar v de l in i t io n o f educatio n a s ' impartin g knowledge' .

Mike lioilcrv' s se t o l ( | i i e ^ i i o n s ma v be - read a s suggestions for p u t t i n g th e
school's philosoph v i n t o pract ice . Ko r example , mos t school s declar e tha t
education i s pa r t ly abou t encouragin g s tuden ts t o achiev e the i r l u l l poten -
t ia l : t hu s i t i s t o be - expecte d t h a t the 1 managemen t o l school s wil l wor k i n
such a  way as to promot e persona l an d professiona l development . This will
be apparent no t onl v in t h e \ \ a v t h e - cur r icu lum i s planned and delivered , bu t
also w i t h i n th e whole - etho s o f t h e - school . An d t h i s wi l l b e on e o f th e
underlying principle s whic h woul d infor m th e cur r icu lu m are a plannin g
carried' ou t b y Head s o i Department . I t would , fo r example , influenc e th e
way they and thei r department ta l k t o young peopl e and t o each other , an d
it woul d infor m t h e - decision-makin g processes cmploved togethe r and wit h
students. (Se e Suggeste d A c t i v i t y 1. )

Suggested Activity 4

Here ar e SOUK ? questions in orde r t o loo k at teachers ' and hcad-
teachers* perceptions of school 'ethos'. You might ask members of your
department to answer the questions by themselves, then compare th e
answers as a whole ream.

The scoring is: 5 ™  strongl y agree, 4 -  agree ,
3 ~ don't know,

2 ~  disagree , I  ••• - strongl y disagree

How would  your school scow?
In my  school

Teachers give pupils the confidence to learn.
Pupils play an active part in the lif e of the school
Good pastoral support: is provided for pupils.
There is a relaxed but purposeful working atmosphere,
Staff and pupils feel safe and secure.
.Most pupils feel a sense of achievement.
Teachers have high expectations of pupil behaviour.
Teachers have high expectations of pupil achievement
The building s and grounds are well maintained.

Source: Bolam, McMahon, Pockiington and Wemdlmg (1993) Effective
Management i n Scko&fa,  p , 9

(i Head of'Df?|)firtmt!nt

Scare,



Your organization and your place in it 7

It is important not to see questions about values and ethics as too dear c ut an d
simplistic. There ar e alway s ethica l dilemmas for managers . People - d o no t
share th e same morality or values in minute detail, and th e tensions induced
by attempt s to reconcil e values an d moralit y canno t b e underestimated . A
simple example i s about definition s o f honesty and o f loyalty . Each of thes e
concepts ar e on sliding scales, and bot h o f the m are values to be encourage d
in young people throug h example . (Se e Suggested Activit y 5.)

Suggested Activity $
You may wish to explore the followin g dilemmas with othe r Heads of
Department* or with colleagues who hold the sam e position as you in
other schools.
AxS a Head of Department, how do yon show loyalty to members of your
team, and yet honesty to those who manage you? In other words - when
do you talk to a Deputy Head about the persistent lateness, or habitual
unpreparedness, or lac k of paperwork of a membe r o f your depart -
ment? To what extent do you agree with parents and young people or
collude with colleagues, when the former produce well-founded accusa-
tions about the unprofessionalism of the latter?

How do you translate the school aims into departmental aims?

Schools ar e expected t o make publi c their values and belief s abou t educa -
tion i n thei r statemen t abou t the purpos e of their school . Thi s i s the brie f
statement which usually precedes a  school's published aims, and which seeks
to encapsulate a  school's philosoph y o f education. I t i s sometimes called a
mission statement , bu t educator s are increasingl y uncomfortabl e wit h thi s
phrase becaus e o f it s connotation s o f imposition , of imperialis m an d o f
religious connections .

A philosoph y of educatio n whic h reall y i s embedded int o th e lif e o f a
school, which lives and whic h is recognizable to all who enter the building or
who even just rea d abou t th e school , wil l tak e some tim e to develop . I t i s a
communal activity. Ideally, all those who have a stake in the school - th e staff ,
governors, parents , student s and local communit y - wil l hav e the opportu -
nity to contribute to its articulation. Heads o f Department, because o f their
location a t the middl e managemen t junctio n o f the school , hav e a  partic -
ularly important task. As representatives of other teacher s and learners , they
can ensur e tha t thos e the y represent hav e a  rea l possibilit y o f shaping th e
outcome o f the exercise . They als o have the responsibility , after th e agree -
ment o f the philosoph y of education, o f embedding i t in thei r curriculum
area.

I would like to explore a  littl e more wh y it is essential tha t departmenta l
aims and objectives fit school aims and objectives. The realit y is often that the
dislocation betwee n persona l an d institutiona l aims and objectives , causes



stress, depressio n an d disaffectio n amon g bot h teacher s an d learners .
Clearly, the differenc e betwee n overwork and stres s is that the latte r is often
the outcome of imposed action s to which staf f are philosophicall y opposed.
Basic belief s ar e challenged , an d ther e i s a mismatc h betwee n cor e value s
and expecte d activity .

Suggested Activity 6

f You mm find  that  this activity is  jwohablj best  wmpteted by  a wh^le vwnictdum
* *r */ -J x *^ * )f

am& team, mmfa during a staff dwglopmmi session)* •</  O  sA / *  *

1 I n two sentences and by yourself, without referring to any school
literature at this stage, sum up the core purpose of your organization,
ie, the basic philosophy of th e school, (This  might  take  about 1 0 min-
utes)
2 Check with someone that the sentences make sense. (Allow  about  5
minutes each)
3 Writ e each set of sentences on a piece of fiipchait paper, and post
them around the room, (5 minutes)
4 Walk around and look a t al l the sentences. What do the y have in
common? What are th e similarities? How might these ideas he con-
nected with ideas about curriculum? (15  minutes)
5 Flipchart a brainstorm of what constitutes the 'Cumculufn' (overt ,
hidden, received , intended , methodology, pastoral, PSHE , etc. ) (. 5
minutes)
6 No w attempt to come to an agreement as a group on two sentences
to summarize the core purpose of the school. Write the agreed sen-
tences on a sheet of flipchart paper, and post them up. (15  minutes)
7 Writ e up to six principles which underlie the overall curriculum of your
organisation - those six principles should relate to the core purpose of
your school (15 minutes if working  atone* 30 minutes as a group)./ > */ o * o * f

8 Chec k that the two original sentences and th e six principles make
sense. Ask the following questions :

Are they congruent?
Do they fit?
Do the sentences lead into the principles? (10 - 20 minutes)

9 Afte r checking , cop y your 'principles ' o n t o a  piece o f flipchar t
paper, and pin it up underneath you r sentences o f core purpose . ( 5
minutes)
10 Establis h up to six baste principles whic h (should ) underli e your
particular eurricufam mpansiMMty.  Writ e them on a sheet of A4 paper, (20
minutes if atone, 15 minutes if working with a-  group)
11 Check that those ctirriciilum principles match your organizational
principles.

8 
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A les s extrem e reactio n i s th e cynicis m whic h greet s u s her e a i th e
Management Development Centre when we suggest tha t participants on ou r
courses writ e down thei r ow n an d thei r institution' s philosoph y of educa -
tion. There i s often a  sense o f emptiness, insincerity and instrumentalit y as
an initia l reactio n t o ou r request . However , a s w e complet e Suggeste d
Activity 6, it becomes clea r that it is possible to put statement s of educational
philosophy int o practice . Indeed , i t i s a  logica l process whic h ma y see m
complicated unti l it has been worke d through, followin g th e stages in which
it i s written.

When thi s activity i s used a s a  strateg y t o lin k th e principle s underlying
specific areas of curriculum responsibility with those o f the whole school, by
this stage a set of basic principles will have been developed which are in fac t
departmental aims .

Suggested Activity 6 (continued)

To check this, ask yourself and your team the following questions:
Would it foe possible to develop your curriculum objectives from the
set of principles you have framed?
If not, woul d it be easy to adapt the principles?
Do they match the asms of your institution?
Who has access to the aims of your institution?
Did you or your 'representatives* take part in formulating the aims?

The nex t activity , leading on fro m thi s stage, i s to develop objectives and
success criteria, linking the curriculum principles into the specifi c learnin g
plans for your department. Further strategies for this activity are suggested i n
Chapter 4 , 'Managing the curriculum' .

Contributing to the development of the priorities of the school
It might seem tha t the phrases 'middle manager' and 'Head of Department'
have bee n employe d interchangeabl y til l now . They ar e no t reall y inter -
changeable, excep t tha t the y share Joh n Saver's graphic description o f th e
sandglass. I t is necessary to look very carefully a t that notion o f being i n th e
middle an d managin g upwards , downwards and across . Managin g 'down-
wards' is a somewhat restrictive and inappropriat e model . I t does not releas e
the energy of creativity that managing upwards allows for, and i t makes it too
easy to separate of f and insulat e the differen t layer s of a school hierarchy . It
is here that good school manager s might link their philosophy of educatio n
with thei r philosoph y o f educationa l management , b y makin g sure tha t
communication flow s freely an d i n all directions betwee n differen t section s
of the school .

In other words, if a manager believes in encouraging people to reach thei r
full potentia l (a s learner s an d teachers) , the n the y wil l wan t t o hea r th e

9



10 Head of Department

suggestions those ihe y manag e migh t have for improving the learnin g and
teaching i n thei r curriculum area . There are clearl y often ambivalen t feel -
ings here: th e nios i effectiv e ne w teachers mus t soon lear n to steer carefull y
between making oven an d ra w criticism of the work done by their colleagues,
and freedo m t o mak e suggestion s about excitin g pedagogi c innovation s
learnt durin g thei r teache r education. The car e wit h whic h ne w ideas ar e
introduced i s necessary because schools are so often repositories o f habit and
tradition. New teachers, whether senior or jus t beginning their careers, often
make suggestions which ar e greeted with : 'We don't d o i t like that here'.

A ver y importan t tas k fo r a  Hea d o f Department , therefore, i s tha t o f
encouraging ne w ideas, but adoptin g them i n such a way that the member s
of th e departmen t d o no t fee l tha t thei r previou s activitie s lac k worth an d
integrity. Indeed, the middle management role also brings with i t a responsi-
bility t o encourage everyon e to contribute idea s an d sho w commitment t o
the whole school.

Good ideas may be disseminated beyond th e confine s of a department. A
well-organized schoo l wher e creativ e suggestion s are value d and explored ,
will b e organize d i n suc h a way as to give permission t o thi s creativity. This
might mean tha t all teachers feel free to join in whole-staff discussions about
policy and practic e i n the school , o r i t could mea n tha t staff member s trus t
their heads o f department to represent the m and thei r ideas in smaller and
more selective plannin g meetings .

Another locatio n fo r tensio n fo r a n effectiv e Hea d o f Departmen t i s
between championin g their own curriculum area outsid e th e department ,
helping to balance i t with other equally important departments, and import-
ing th e whole-schoo l plan back int o th e department . This mean s tha t i t is
sometimes importan t t o rais e thei r sights abov e th e hori/o n o f thei r own
subject t o th e broade r whole-schoo l horizon. And sometime s it is necessary
to encourag e th e whol e schoo l t o understan d ho w th e disciplin e o f a
particular subjec t affect s an d support s th e whol e school.



CHAPTER 2

Working with people

Acknowledging power balances

In the previous section I wrote about ethica l management and abou t how an
understanding o f th e powe r balance s i n societ y might explain differentia l
access t o education . I  als o wrot e tha t Head s o f Departmen t wh o hav e a
professional approach t o managing with people wil l have reached an under -
standing abou t societ y which will inform all their persona l and professiona l
interactions. I  woul d like to explai n wha t I  mea n b y power balance s an d
access t o power , becaus e thi s understandin g i s fundamental t o an y work
which involve s working with other peopl e an d helpin g them t o develop.

Suggested Activity 7

At a very simple level, there is an exercise you could do with members of
your department which might begin t o explain the above statements.
The !evel of trust among members of your department wil l determine
the succes s o f th e exercise . I t i s also importan t t o remembe r tha t
autobiography (which this exercise entails) changes depending on the
audience. However, as an activity to begin a  staff development session
this can be fun, and as a way of trying to understand people' s percep-
tions about their own access to power* it can be very helpful .
1 Si t in a circle, in comfortable seats , where everyone can see each
other.
2 G o round th e circle , taking it in turn s for people t o say why they
came into teaching. I f you begin the exercise* you can set the tone of the
responses.
3 The n as k people t o think , privately , about thei r philosoph y o f
education.
4 Begi n a discussion about the linkag e between people's entry into
work in education and their philosophy of education .



Teachers ofte n com e o n ou r course s wit h th e followin g answers to why
they came int o teaching:

I don' t know , I  always wanted t o b e a  teacher .
I used t o l in e up m y dolls and teac h them, from whe n I  first knew
anything about schools .
I ha d tw o br i l l ian t teacher s who change d m y understandin g o f
the world , and I  wanted to do tha t fo r other people .
I was unhappy at school, and wante d to try to make things bette r
for other childre n in th e future .
I lov e children.
I lov e in v subjec t an d wante d t o sprea d tha t lov e t o othe r
people.
Short workin g day, holidays, and money .
Everyone tol d m e i t was a good jo b fo r wome n becaus e o f th e
holidays coincidin g wit h you r ow n children' s holidays , an d
because i t would also mak e me a  more understandin g mother .
I did othe r thing s first , bu t I  wanted a job which entailed working
with people .
I sa w becoming a teacher a s a way of changing society.
My fathe r suggeste d it .
There are a  lo t o f teacher s i n m y family .
I ha d a  lo t o f younger brothers an d sisters , so I  always spent a  lo t
of time wi th younge r people.
I wa s th e lirs t perso n i n m y famil y o r communit y to g o o n t o
higher education , and I  fel t tha t I  ought t o giv e my community
something back.

An analysi s of thes e response s show s that the y fal l int o differen t categorie s
which describe th e comfort , excitement , awakening , pain, distress, o r anger
felt i n the respondents ' ow n school days . I t is possible t o understand a  great
deal abou t th e childhoods , as well as the schooling , of the peopl e who gave
these answers . The issue s raised her e are :

educating i s an activit y which is central to socia l change ;
teaching i s sometimes seen t o be very like mothering , so women
must automatical l y be good a t it;
teaching i s though t t o fi t i n wel l wit h parentin g whic h i s als o
women's work;
personal interactio n is essential to a  satisfyin g job ;
the effect s o f contact with the rol e mode l o f a 'good' teacher ar e
powerful an d lasting ;
education i s an agent o f change whic h i s accepted b y society - i t
is not see n a s subversive;
family expectation s often ensur e a  choice mad e t o please othe r
people rathe r than reall y free choice ;
teaching can b e a  way of appeasing a  social conscience.
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And these issues are dependent o n whether these teachers felt that they grew
up a s powerfu l an d articulat e member s o f thei r societ y an d family , o r
whether they had no freedom in their choice of career. Those who had good
experiences of school and who felt empowered by their teachers wish to have
the same effect s o n thos e the y teach. I f they believed that they were listened
to in school, if they thought the y were appreciated an d encourage d b y those
who taugh t them , the n the y want to hel p childre n t o fee l lik e that . The y
described educatio n a s a way of empowering learner s t o tak e par t i n thei r
own development. They found their own education t o be enjoyable, exciting
and effective . 'Effective ' her e mean s tha t the y fel t abl e t o spea k up , t o
understand and challeng e wha t society expected from them , t o make deci -
sions about what they expected fro m society , and t o fee l stron g enough t o
take th e plac e they  woul d lik e t o tak e i n society . Havin g reache d thi s
understanding of society, they want to help children to get there too . There
is a sense no t onl y of feeling powerful, but o f encouraging othe r peopl e to
feel an d understan d th e same power .

There are other teacher s whose educational experience s mad e them fee l
powerless - thei r experience o f the education syste m often mad e the m fee l
like failures . The y appeare d no t t o understan d ho w t o operat e i n schoo l
successfully, an d the y struggle d wit h a  sens e o f inadequacy . Fortunately,
though, a t som e stag e i n thei r lives , somethin g happene d whic h allowe d
them to see that this sense of powerlessness was socially constructed. In other
words, the y seemed personall y to fail , bu t the y understood tha t th e failur e
was a result of their positio n i n society - i t was structural. So although the y
might continue to fee l a s if they were failing , the y found a  way through th e
education syste m to gather the higher educatio n certificatio n necessary for a
career i n teaching . These ar e peopl e wh o ofte n atten d highe r educatio n
part-time o r late r i n lif e tha n man y others, havin g spent longe r gatherin g
entrance requirement s than mor e obviousl y successful learners .

Research over many years has shown that people fro m ethni c minorities in
Britain, people fro m working-clas s backgrounds an d th e majorit y o f women
are not as likely as white middle-class men t o be at ease and comfortable with
the dominan t value s of white middle-class Britis h society. This i s as true i n
education a s i n othe r part s o f ou r society . Becaus e originally , the British
education system was developed for wealthy upper-class males , man y of th e
values whic h informe d decision s abou t educatio n polic y hav e remaine d
those o f wealth y middle-class males . I t i s sometimes difficul t t o begi n t o
address thes e issues with colleagues. However , they are important , and the y
are th e unconsciou s basi s for man y decisions i n education . Thes e ar e th e
values which in particular affect entrance t o university and which are used t o
frame academi c success. (Se e Suggested Activit y 8.)
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Suggested Activity 8
In a group discussion, address the following questions:

Which subject s ar e mos t valued b y academically successfu l youn g
people and their communities ?
What officia l an d unofficia l hierarchie s of meri t ar e growin g u p
around the different examinatio n systems?
Which optio n choice s ar e mad e b y youn g peopl e fro m differen t
sections of society?
What are society's different expectation s of young people because of
their family backgrounds?

Much ha s been wri t te n abou t historica l and sociologica l explanation s o f
the educationa l positionin g of youn g peopl e fro m differen t backgrounds .
Paul Willis' s (1977 ) Learning  t o Labour  an d Bowle s an d Gintis' s (1976 )
Schooling i n Capitalist  America  are bot h classica l texts which stil l offe r goo d
explanations fo r thos e wh o wish t o explore thes e issue s further .

It wa s onl y i n th e lat e nineteent h centur y tha t universa l educatio n wa s
introduced in Britain . Then i t was as a result o f fears tha t the working classes
were ou t o f contro l an d unwill in g o r unabl e t o provid e th e necessar y
person power for the armed force s or for factories, when needed. A universal
elementary education system  was developed - some sociologists  theorize  that
this system was introduced t o make sure that working-class children would b e
taught t o know their place, and would grow into the adults that the industrial
society o f late nineteent h century Britai n needed. The workin g class was to
be controlle d b y an educatio n syste m whic h kep t the m i n thei r plac e an d
which trained the m t o be obedient rathe r tha n questioning. Charles Dickens
(1854) give s a graphic accoun t o f thi s sort o f education whe n h e describe s
Mr Gradgrind's model schoo l i n Hard  Times.

The curriculu m developed fo r the elementan ' education o f working-class
children change d remarkabl y littl e betwee n th e beginnin g o f thi s centur y
and th e early 1990s . It is interesting to note that the grouping int o subjects of
the knowledg e whic h i s hel d t o b e importan t fo r a n 'educated ' lif e ha s
changed very little in over ninety years. And elementary school children wer e
offered a  very diluted version of the gramma r schoo l curriculum .

I hav e dwel t o n th e Britis h educatio n syste m and it s hierarchical natur e
because I  wis h t o explai n ho w notion s o f power , an d acces s t o it , ar e stil l
important when decisions ar e made about what constitutes importan t knowl -
edge and wha t counts as success and failur e in our educatio n system . There
can b e n o surpris e tha t educatio n i n general , an d th e curriculu m an d
examination systems in particular are seen as so politically significant. Powe r
will always lie with thos e peopl e who appear to understand wha t is needed in
order t o benefi t fro m th e prescribe d curriculum , and wh o are abl e t o pas s
mainstream examination s in order t o show academi c success .
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An understanding of the centrality of power is enormously important to a
manager in schools. If people are from a  section of society which is expected
to take decisions, then as learners they will b e encouraged t o fee l powerfu l
about takin g their dominan t plac e i n society , about makin g suggestions,
about arguing for their beliefs and about challengin g the status quo. Those
people whos e place in society is to be obedien t and t o accept authority will
not usuall y b e taugh t t o challenge . Sadly , though, man y people hav e no t
realized tha t thei r acces s t o powe r an d t o certai n type s o f educatio n i s
dependent o n thei r social position.

The mos t commanding way of understanding whether we have access to
power or whether our way is barred from power and relevant knowledge is to
look at writing about 'discourses' . Stephen Bal l explains 'discourses' in th e
following way:

Discourses are abou t wha t can be sai d and thought , bu t als o about wh o can speak,
when, an d wit h wha t authority . Discourse s embod y meanin g an d socia l relation -
ships, they constitute both subjectivity and power relations . . . . Thus the possibilities
for meanin g an d for definition, are pre-empted through the social and institutiona l
position hel d b y those who use them .

(Ball, 1990 , p . 2 )

A very simple example of discourse in practice is the quick daily greeting that
occurs i n al l organizations at th e beginnin g o f a  working day. The actua l
wording of the greetin g i s probably the leas t important part o f it . The rea l
message it gives to the receive r is encased in :

whether i t happens
where it happen s
whether i t is accompanied b y a smile
whether eye contact i s made
who initiates it
the ton e of voice employed.

It would be helpful her e t o think about th e way the usual daily greetings are
given an d received . For many people, ofte n unconsciously , these greeting s
set the ton e fo r thei r day . They have a far greater effec t o n a  sense o f well-
being o r lac k o f it , than th e actua l tim e and energ y expended i n th e firs t
place. This is because in a very basic way, greetings include or exclude peopl e
from share d activity ; by the discours e describe d b y the bulle t points above,
they fin e tun e th e exac t placin g o f th e receive r i n th e hierarch y o f th e
organization.

So when we think again about th e response s t o the questio n abou t entry
into the teaching profession , we can see that it might be possible to work out
what thos e teacher s ha d bee n allowe d to fee l abou t thei r acces s t o power
during thei r own education. They ma y or ma y not hav e difficulty enterin g
into the dominan t discourse o f white middle-class male education systems.
This will be apparent in :

the way they take part in team meetings



the i r expectations of th e voting people wi t h who m the y work
how ihe v us e thei r membership of the curriculu m team
their re la t ionshi p w i th th e hea d o f th e departmen t
thei r a t t i t u d e t o th e au thor i t y figure s i n th e schoo l
their a t t i t u d e t o those over whom thc v hav e authority.

Working with teams
The interaction s of I  leads of Department wi th thei r team wil l b e influence d
by their chosen managemen t style. Fo r example, they mav believe that their
management styl e shoul d be on e whic h encourage s everyon e i n thei r tea m
to tak e par t i n decision-making, one whic h contributes to the developmen t
of al l th e peopl e w i t h who m the v work to thei r highest professional ability ,
and on e whic h recogni/e s difference s as enriching rather tha n dividin g a
team. I f this is so, the i r relationshi p wi t h thei r team wil l b e underpinne d b y
two main principles . Thes e wil l be :

That team s arc - mos t productiv e when the} ' are mad e up o f people with
different way s of th ink ing . The difference s make fo r creative energy an d
enable th e tea m t o achieve mor e fo r the learnin g and teachin g in your
curr iculum are a tha n an y individua l membe r coul d b y themselves.
Kvervone in th e lear n shoul d hav e a  voice and b e encouraged t o us e it.

The notio n o f a depar tment workin g as a team is probablv newer than th e
notion o f a Head of Department as a leader of the learnin g and teachin g in
a curriculu m area . An d i t is not a n unproblemati c notion . Indeed t o ignor e
the problem s an d d i f f i c u l t i e s whic h aris e when working with a  tea m woul d
lead t o cynicis m an d a  sens e o f fa i lu r e becaus e severa l uncomfortable
feelings woul d b e l e f t unacknowledged . Unacknowledge d (an d therefor e
'outlawed') feeling s hav e a wa y of surfacin g as sabotage. I t i s necessary a s a
manager t o f i n d wav s o f al lowin g the m t o b e recogni/ed . (Se e Suggeste d
Activitv 9. )

Suggested Activity 9
One way of beginning the discussion, with other Heads of Department,
with member s o f your own team , o r eve n thinkin g just b y yourself,
might be to have the following brainstorm .
Set up two flipeharts. and write the following phrases: one on one chart,
one on the other.
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Then have a brainstorm with the group with whom yo u are exploring the
notion of teams, asking them to tell you which fiipchart to put it on when
they call out thei r suggestions.

The
problematic aspects

of teams

The
positive aspects

of teams

1

2
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When we do thi s brainstorm with our courses , we find tha t people firs t pu t
up wha t the y thin k o f a s negativ e aspects , suc h a s competition , conflict ,
taking too much time, the mediocrity of consensus, and so on. But then, they
go o n t o explor e th e mor e positiv e aspects, an d en d u p b y having mor e
positive than negative aspects brainstormed. An d this is indicative of much of
this sor t o f work : whe n teacher s ar e aske d abou t thei r feeling s abou t
management issues, they often begin wit h thei r negative feelings which are
much neare r th e surface , and the n go on t o the positive feelings which ar e
deeper, mor e constructive, and often more numerous . The proble m i s that
negative fear s ar e neare r th e surfac e and see m t o block the good feelings ,
because fea r i s such a strong feeling.

The importanc e o f carefull y develope d principle s canno t b e stresse d
enough. They underpin and inform al l decisions, interactions and planning.
Take, for example, the first principle - tha t of welcoming difference. There
are many occasions when managing with a team would be easier if everybody
in th e tea m wa s a clon e o f eac h other . Leadin g a  tea m wher e everyone
thought the same way, always agreed, and shared exactly the same discourse
of educationa l values might seem ver y attractive . Perhaps managin g wit h
people would be easier i f one allowe d oneself t o react and t o rely solely on
intuition, without recourse to reflection o r to an ethical framework. But this
would no t mak e fo r development , fo r a  sense o f integrity , or fo r th e rea l
excitement that creative work brings.

Gerald Grace (1995 ) in  School  Leadership:  Beyond  Educational  Management
found tha t on th e whole women managers took teamwork 'to be a normal,
organic process whereas men referred to "their" creation of teamwork as an
important innovation i n the culture of the school' (p . 183). Valerie Hall, in
her wonderfull y name d (an d written) boo k Dancing  on the Ceiling: A Study  of
Women Managers in Education, published i n 1996, explains Grace's findings by
her ow n research. She found that :

women include their preference for shared rather than unilateral power (there are,
of course exceptions), for communion rather than competition, and fo r support in
the potentiall y isolating position o f being a senior manager.

(p. 171)

In the 1980s , many education authorities introduced equa l opportunitie s
selection procedures . Befor e then , man y recruitmen t procedure s wer e
dependent on th e equivalen t of the 'ol d boys ' network ' an d variou s other
types of micropolitical activities. In othe r words , the definitio n o f 'the bes t
person for the job', or the most meritorious, was often 'someone who fits' -
either a replica of the departing postholder o r someone who would adapt to
the tea m without causing any disturbance.

Brainstorming is a technique that is often suggested i n this book, because
it help s t o unloc k creativity. Bu t i t i s rarely done correctly , so people sto p
using it , or overuse it . Here are som e way s of making brainstorming mor e
effective:
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Brainstorming

Brainstorming is a way of generating lots of ideas very quickly. It can ac t
as a n ice-breaker , i t promote s creativ e thinking , i t help s a  grou p o f
people t o focus thei r ideas for a discussion, and i t can b e a useful wa y of
beginning to deal with a  seemingly insolubl e problem.
The two main principles of brainstorming are:
deferment of judgement and quantity breeds quality
Brainstorming i s onl y a  proces s t o begi n a  discussio n -  a  wa y of
collecting ideas. Time mus t b e allowed afterwards fo r clarification an d
discussion, particularl y when sensitive issues are raised .

How to brainstorm
1 Mak e sure tha i everyon e ca n se e wha t i s being written . Th e bes t
method i s to us e a f l ipchar t o r chalkboard.
2 Th e issu e to be brainstorme d shoul d b e clearl y defined . I t can b e
helpful t o have the subject of the brainstorm in the form of a title at the
top o r i n the middl e of the shee t o f flipchar t paper .
3 Suggestion s shoul d b e succinc t -  word s o r phrase s rathe r tha n
sentences - bu t c lar i f ica t ion shoul d wait unti l th e end of the session.
4 Idea s should be 'off the top of the head' - the more creative and off-
key the better .
5 Point s should be called out to the scribe as quickly as possible - th e
writing speed o f th e scrib e is the onl y speed l imi t .
6 Th e scrib e shoul d mak e n o attemp t t o pu t th e suggestion s in any
form o r orde r —  brainstorming shoul d hav e a  rando m ai r abou t i t t o
encourage creativ e th inking . Re-shaping an d orderin g come afte r th e
brainstorm.
7 Judgemen t mus t b e suspended . No comment s about th e ideas , o r
requests for amplification, should be made during the brainstorming .
No discussion o r sign s o f approval or criticis m shoul d b e allowed unti l
the brainstormin g i s exhausted.
8 Spee d i s important. As soon a s it becomes apparen t tha t ideas ar e
drying up , o r tha t th e silence s are becomin g longer , finis h th e brain -
storm.

Bringing new members to the team
The ne w procedures wer e mor e ethicall y base d an d the y recognize d bot h
that effectiv e team s are thos e in whic h ther e i s some creativ e tension, an d
that member s shoul d be appointed t o a team throug h a  different definitio n
of merit . It was agreed tha t peopl e woul d not b e appointed becaus e o f who
they know, because the y simply have a similar background to the res t of th e
team, o r becaus e the y woul d pu t u p leas t resistanc e to th e runnin g of th e
team. Rathe r the y would b e appointe d becaus e the y hav e a  professiona l
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background an d experienc e which woul d enrich th e team' s productivity,
and becaus e the y coul d offe r qualitie s whic h othe r member s lack . Th e
different approac h t o problem-solving this might bring would probably b e
because th e ne w team member s ar e no t necessaril y part o f th e dominan t
discourse o f education -  white , male and middle-class . Indeed, i t was after
the introduction of these procedures that many inner city schools appointed
more women managers, and more leaders fro m ethni c minorities - impor -
tant role model s for the young people in inner city schools .

There wer e som e problem s wit h th e ne w procedures -  i t woul d b e
impossible t o mak e a  precis e scienc e ou t o f somethin g s o imprecis e a s
human interaction. Some team leaders regretted th e loss of reliance on their
intuition o r hunches . Bu t intuitio n is socially constructed an d culturally
biased. Other s fel t tha t the rigidit y of the proces s mean t the suppression o f
important evidence, but th e bes t procedure s allowed for th e disclosur e of
relevant evidence - an d not clandestinely. Certainly they were an improve-
ment o n th e previou s procedures , a s th e statistic s of increase d acces s t o
power of women and peopl e from ethnic minorities show.

Some o f th e lesson s learn t fro m thes e equa l opportunitie s selectio n
procedures ar e very important ones. Even those people who are not involved
in a  formal recruitment procedure may find the framework a useful on e t o
employ when thinking about inviting people to join thei r team. Many of the
most thoughtfu l selectio n procedure s incorporat e th e followin g stage s t o
ensure tha t the mos t creative team i s built up:

A panel i s drawn from people who are bot h insid e an d outsid e
the team, who have responsibility for the well-being of the team,
and wh o represen t me n an d women , and peopl e fro m ethni c
minorities, so that al l points o f view and experience s ar e repre -
sented (an d s o that th e selecte d interviewee s should neve r fee l
that they are i n a minority of one).
The process begin s with an exit interview, or the equivalent - in
other words, a discussion with the out-going team member to ask
for thei r comments about th e job the y are leaving , and fo r any
suggestions they might have to improve the job i n the future.
The same team o f panel member s draws up the job description ,
the persona l specification , the lon g list , th e shor t lis t an d th e
interview questions, and hold s the interview.
The job descriptio n reflects the relevant input from th e depart -
ing postholder, suggestion s from the rest of the team, ideas fro m
members o f th e panel , an d th e philosoph y o f th e schoo l an d
department. I n othe r words , i t i s not duplicate d automatically
from th e previous incumbent' s job descriptio n -  a  scrupulous
reassessment i s advisable each time .
The wordin g o f th e advertisement , th e job descriptio n an d th e
person specification , is examined wit h car e fo r languag e which
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might he in a particularly powerful discourse and which might thus
disempowcr th e ver y people yo u would like to encourage to apply.
For example, words and phrase s suc h as: 'thrusting and dynamic' ,
'intelligent1, 'high-achieving', 'proven record o f success', and 'good
track record' , all make some prospective candidate s tur n th e page
quickly to another advertisement! They come fro m a  driven, com-
petitive, sportin g background , an d the y hav e littl e t o d o wit h
empowering and facilitatin g learnin g and teaching .
The advertisemen t i s placed in journals and papers which have a
wide circulation , not one s which are onl y read b y and strongl y
reflect a narrow par t of society - th e trawl for good people needs
to be as wide as possible.
The criteri a fo r shor t listin g ar e closel y connecte d wit h th e
published job an d perso n specifications . They wil l b e agreed by
the panel , and use d by «//the panel, preferabl y i n a meeting, i n
order to invit e a selection o f candidates t o interview.
The pane l agree s a  se t o f question s t o b e aske d o f al l th e
candidates, an d t o be shared ou t equall y between the m s o tha t
no-one sits silent at the interview , and no-on e dominates it. The
chair o f th e pane l ha s specia l responsibilit y here, particularl y
during th e intervie w itself.
At th e interview , i t i s made clea r tha t thi s i s a two-wa y process,
where th e bes t candidat e i s to b e selected , bu t als o where th e
candidates wil l be put a t their ease i n order to be encouraged t o
interview well. In this way, the pane l wil l b e able to make a  more
informed decisio n about th e perso n the y eventually choose.
After the chosen candidate ha s accepted the post, the unsuccess -
ful peopl e wil l be tol d a s soon an d a s carefully a s possible. The y
will b e offere d feedbac k o n th e intervie w i f they wish t o receiv e
it.
The successfu l candidat e wil l g o throug h a n inductio n proce -
dure whic h i s designe d t o b e a s supportiv e an d enablin g a s
possible. Th e whol e team wil l be aware that th e ne w member wil l
necessarily make a difference to the way the tea m function s (se e
the nex t but one sectio n 'The life cycl e of teams'), and a  form of
celebration an d welcom e acknowledge s th e beginnin g o f a new
era fo r the whole team.

If thi s procedure i s adopted, o r i f the framewor k i s used t o decid e which
people to invite onto work teams, the team leader will be faced with a group
of peopl e wh o hav e ver y differen t way s o f working , an d wh o brin g ver y
different qualitie s to the team . Because of these differences , they may find it
difficult t o respect eac h othe r and t o work together constructively . If some of
these tension s ar e understood , i t is easier fo r th e tea m leade r t o work with
their tea m an d t o help them t o work together .
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Key team roles

Useful People to have in Teams
Plant Advance s ne w idea s an d strategie s wit h specia l attentio n t o
major issues and looks for possible breaks in approach to the problems
with whic h th e grou p i s confronted . I s creative , imaginative , an d
unorthodox.
Resource investigator Explores and reports on ideas, developments
and resources outside the group; creates external contacts that may be
useful t o the team and conducts any subsequent negotiations. Is extro-
vert, enthusiastic and communicative.
Chair Control s th e wa y in whic h a  tea m move s toward s th e grou p
objectives by making the bes t use of team resources; recognize s where
the team's strengths and weaknesses lie; and ensures that the best use is
made o f each tea m member' s potential . Is mature and confident , and
clarifies goals while promoting decision-making and delegate s well.
Shaper Shape s the way in which team effor t i s applied; directs atten-
tion generall y t o the settin g o f objectives and priorities ; and seek s t o
impose some shape or pattern on group discussion and on the outcome
of group activities. Is challenging and dynamic, and thrive s on pressur e
while having the drive and confidence to overcome obstacles.
Monitor-evaluator Analyse s problems and evaluates ideas and sugges-
tions so tha t th e tea m i s better place d t o tak e balanced decisions . Is
sober, strategic and discerning, and judges situation s accurately.
Team worker Support s member s in thei r strengths (e.g . building on
suggestions); underpin s member s i n thei r shortcomings ; improve s
communications between members and fosters team spirit generally. Is
co-operative, mild , perceptiv e an d diplomatic . Listens, builds, averts
friction, an d calms.
Implementer Turn s concepts and plans into practical working proce-
dures; carrie s ou t agree d plan s systematicall y an d efficiently . I s
disciplined, reliable and conservative.
Completer Ensure s that the tea m is protected a s far as possible fro m
mistakes of both commission and omission; actively searches for aspects
of wor k whic h nee d a  mor e tha n usua l degre e o f attention ; an d
maintains a  sens e o f urgenc y within th e team . I s painstaking , con -
scientious and anxious.
Specialist I s single-minded , self-startin g an d dedicated . Provide s
knowledge and skill s in rare supply.
Source: R . Meredith Belbin (199 7 reprint) Team  Roles  at Work,  Butter-
worth Heinemann
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Meredith Belbin firs t publishe d a veiy interesting piece of research abou t th e
most usefu l peopl e to have in teams, in 198 1 (Belbin , 1981) . H e foun d tha t
there wer e som e importan t role s tha t ar e essentia l t o th e creativit y an d
productivity of a team. In 199 3 he revised his original terms in order to refine
them mor e clearl y an d t o tak e int o accoun t som e o f th e mor e sexis t
interpretations (Belbin , 1998) . H e liste d th e nin e set s o f personalit y trait s
shown on page 21, making it clear that combinations of these characteristic s
can resid e i n one perso n -  thu s it is not necessar y to have nin e people in
ever)' team - bu t good teams should include a group of people who between
themselves are abl e t o operate i n al l these ways .

An effectiv e tea m leade r wil l b e particularl y aware o f thes e necessar y
different ways of operating, because they can cause friction. For example, th e
drive an d originalit y o f th e shape r ca n irritat e an d b e irritate d b y th e
painstaking orderlines s o f th e completer . O r th e sobe r prudenc e o f th e
monitor-evaluator ma y well exasperat e th e unorthodo x an d individualisti c
plant. I  hav e bee n i n team s wher e someon e ha d excitin g origina l idea s
squashed immediately by a pernickety completer wh o could no t liv e with the
messiness of creativitv, and I  have seen marvellousl y innovative schemes pu t
into seemingl y effortless operatio n b y supportive teamworkers , implemen -
ters and completers . Although Heads o f Department may not automatically
chair meetings , a  majo r par t o f thei r responsibilit y to th e tea m wil l b e t o
make sur e that the y all work together.

Clearly th e implication s of Belbin' s work for a  Hea d o f Departmen t ar e
that an awarenes s of these necessary characteristics ensures bot h tha t team s
are built up around differences , and tha t the differences are celebrated and
welcomed. Whe n a  tea m appear s no t t o functio n a s wel l a s i t could , a
completion o f th e Belbi n inventor y will sho w what characteristic is missing.
The perso n responsible for th e team wil l then either find someone to fil l th e
gap, o r wil l encourage th e tea m t o develop ne w ways of working together to
make u p fo r the missin g way of working.

The life cycle of teams

A reflection on al l teams tha t one ha s worked i n wil l sho w that the y vary in
size, that some are permanent and some are very temporary, and tha t they all
have different ways of working. A Head of Department ma y have responsib -
ility fo r o r b e par t o f a  curriculu m team , a  pastora l team , a  middl e
management tea m an d mayb e severa l differen t working parties an d actio n
groups.

Taking int o accoun t th e discussio n i n th e previou s sectio n abou t th e
differences tea m member s brin g wit h them , an d tha t ne w tea m member s
herald th e beginnin g of a new team, i t will becom e apparen t tha t teams ar e
never stati c i n their dynamics. The energ y the y arouse seems to give them a
life cycle of their own. In order to think more clearl y about thi s aspect of the
lives of teams, i t might be simple r to focus on a  class of young people whose
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emotional impac t o n middl e managers is often mor e distan t and easie r t o
make sense of than tha t of the other adult s to be managed.

The fluidit y an d developmen t o f th e relationshi p between teache r an d
class ma y be a  helpfu l exampl e o f th e dynamic s of a  team . The thought s
about the change s in the class over a school year can then be transferred to
the team s o f adult s for who m a  Hea d o f Departmen t ha s a  managemen t
responsibility o r wit h who m the y work . Th e framewor k I  woul d lik e t o
introduce doe s no t necessarily fit every group, clas s or team closel y - som e
appear to miss out some of the stages in their development. It may also seem
a little simplistic. But i t is a usefu l basi c theoretica l framework on whic h to
base reflections and discussion abou t the ways teams work, and i t might be a
helpful wa y of reflecting on th e genera l activitie s in a  curriculum team, o r
indeed any team o f adults within a school .

All teachers ar e awar e that thei r relationships with th e classe s they teach
are different , and tha t th e classe s ar e more or les s difficul t t o work with at
different time s in the academi c year. There is a great dea l o f writing about
group development , becaus e thi s ha s been a n are a o f research sinc e th e
1930s. Just as experienced teacher s come t o expect changing relationships
with classes as the academic year progresses, s o sensitive team leaders wil l be
aware o f th e effect s o f group dynamic s when working with thei r team s of
colleagues. There follows a  very simple description o f the usua l life cycl e of
teams. Obviousl y teams mov e betwee n an d amongs t th e stage s describe d
more raggedl y than the description initiall y suggests. More rigorous writing
on thi s subject can be found in the works of Bion (1968) , Adair (1986) an d
Jaques (1991) .

Forming. Teams ma y go throug h a  'honeymoon ' perio d fo r a  short time
very early in their lives as a team. At this point, they behave very formally an d
politely. They are anxiou s and as k many questions o f the tea m leade r an d
about th e task . They see m t o be tryin g to work out th e rule s necessar y t o
achieve the task.

Storming. This can be a very uncomfortable tim e for team leaders and team
members. This is when conflict and sub-groups emerge, and the authority of
the leade r is challenged. Opinion s polariz e an d individua l tea m member s
resist the effort s o f the tea m leader o r the group, t o gain control. This is an
emotional stag e wher e basi c value s an d th e achievabilit y of th e tas k ar e
questioned.

Norming. Afte r th e stor m come s th e quiet . Th e grou p begin s t o wor k
together mor e agreeably , developin g mutua l support , reconcilin g som e
differences and celebrating others . Co-operation begins in order to work on
the task , groun d rule s ar e agree d on , an d communicatio n o f view s an d
feelings develop .

Performing. Thi s ca n b e a  very satisfyin g stage . Th e grou p organizes itself
into a  tea m i n orde r t o for m a n appropriat e structur e fo r th e tas k t o b e
completed. There is a general air of progress as team members move flexibl y
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between group roles . There is a positive energetic ethos to the tea m at thi s
stage.

Some team s need t o go through a mourningsiagc before they begin to/orw.
This means that they constantly refer back to their previous teams, and show
signs of sadness and an inability to accept the need fo r a new team. They may
say things such a s 'We like d it better th e othe r way' , or 'Wh y do w e always
have to change things? '

Many schools , becaus e o f thei r academi c year , ar e constantl y forming
groups whic h the n hav e t o adjourn.  Th e natur e o f school s demand s tha t
pupils an d teacher s en d group s an d team s a s soo n a s the y reac h th e
performing stage  becaus e the tas k is done or becaus e th e yea r is over.

An understandin g of these stages can mak e i t easier fo r a  team leade r t o
stay hopefu l abou t th e tea m eve n whe n i t is at some of the uncomfortabl e
stages i n th e live s of teams. For example, i t might be helpfu l t o remember :

Even one ne w member of a team can change the dynamics so that
the tea m feel s as though i t is a new team, and tha t it is embarking
on th e whol e life cycl e again.
If the team leade r import s a new team membe r i n order to mak e
the team more effective , re-formin g the team and going throug h
some o f th e mor e uncomfortabl e stages ca n hav e very positive
outcomes.
The storming stage can be almost imperceptible (especiall y if the
team i s made u p of very sophisticated communicators), or i t can
be ver y upsetting and ful l o f conflict .
The aftermat h o f the stormin g stag e i s a ver y productiv e stage ,
and usuall y a  team mus t go through the storming stage before i t
becomes effective .
It i s important tha t th e tea m leade r attempt s t o lea d th e tea m
through th e stormin g stage so that it does not sta y in that stage
unproductively and painfull y fo r to o long.
If a  tea m seem s t o b e caugh t i n th e stormin g stage, i t could b e
very beneficial t o the team t o talk about th e stages of team lif e -
to look carefull y togethe r at the conflic t and storming .
The adjournin g stage i s easier t o cope with i f it is acknowledged.
Schools ar e not very good at endings - the y usually occur befor e
we are read y for them. An effectiv e tea m leade r ca n pla n ahead
for ending celebration s whic h suitably acknowledge th e achieve -
ments of th e team .

Although some people ar e discouraged fro m workin g with teams because o f
the energ y consume d b y th e dynami c interactions, thi s section i s written
partly as an explanatio n o f thos e interactions , and partl y as an encourage -
ment t o becom e involve d i n teamwork . I t ma y see m tha t team s ca n b e
emotionally 'messy ' organi/ation s i n which people struggl e t o mak e order
and preserv e autonomy . But the energy and creativit y liberated whe n a team
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has gone through its storming and norming stages and entered th e perform-
ing stage ca n be harnessed t o produce marvellous work. At the performin g
stage, it is very exciting and confirming to be a team member, and wel l worth
some o f the previou s discomfort .

Working with people

Space ha s been spen t so far praising the work which teams can do together,
and encouraging Heads of Department t o develop teams in spite of some of
the acknowledged difficulties . Bu t it is very important not t o lose sight of the
individuals inside the teams , and o f the tas k to be complete d b y the team .
John Adai r (1986 ) introduce s a  ver y simple diagra m (se e Figur e 2.1 ) t o
remind manager s t o balanc e individua l needs wit h tea m need s an d th e
needs of the task.

He reminds team leaders that it is important to keep all three sets of needs
in balance. In other words, when a team seems overpowered o r paralysed by
the needs of one person , i t is important that the person who has responsibil-
ity for the well-being of the tea m takes time to reflect on th e problem . First
it is important to try to understand the  individual's need, then it  is necessary
to see how the individual's needs balance with the needs of the whole team,
and wit h th e necessit y to complete th e task.

Take, for example, a team meeting . Perhap s ther e i s suddenly an urgen t
need t o mee t a s a  departmen t becaus e th e Senio r Managemen t Tea m i s
asking for new and vita l planning information which will affect th e following
year's pupihteacher ratio i n the school . You must meet as a team t o discuss

Figure 2.1 Balancin g needs
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timetable allocations for nex t year, as soon a s possible. So the immediac y of
the tas k is clear.

It is also clear tha t the outcomes o f this planning exercise wil l have a direct
and far-reachin g effect o n the workloads of members of your department -
there i s little argument about the need to meet as a team as soon as possible .
And you all agree that you can fin d a n hou r to meet before schoo l the nex t
morning - som e people are willing to make long journeys even earlie r than
usual becaus e the y recogni/e the importanc e of the meeting .

However, on e membe r o f the tea m canno t mak e th e meetin g -  you r
deputy Hea d o f Department . His child wil l b e startin g school fo r th e firs t
time in the morning - th e firs t da y at school. And it has long been arranged
that h e wil l be an hou r o r tw o late into school, s o that h e ca n help hi s child
to settl e in . Her e w e have an irrefutabl y importan t individual need , o f a n
important tea m member . I f thi s se t o f need s i s transpose d o n t o Adair' s
diagram i t appears a s shown in Figur e 2.2 .

Of course , thi s problem i s underpinned b y the ethica l premise tha t every-
one o n a  team should have a voice (the second principl e at the beginnin g of
the sectio n 'Workin g wit h teams') . I t ma y even b e irrelevan t that th e tea m
member wh o cannot attend the meetin g i s the Deput y Head o f Department .
If yo u believ e tha i everyon e shoul d hav e a  say , you wil l b e committe d t o
encouraging everyone  to attend and t o speak an d b e listened to .

The starkes t alternative s are t o cance l th e meetin g an d writ e th e bi d
yourself; to cany on with the arranged meetin g without the input of the tea m
member; o r t o ignor e th e immediac y o f th e deman d fro m th e Senio r
Management Tea m and to decide t o get in a bid from your department when

Figure 2.2 Balancin g needs in practic e
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you ar e ready . This last alternative would probably mean missin g the dead -
line. So each of these solutions fails completely to answer one o f the needs t o
be balanced -  th e achievement of the task.

Cancelling th e meetin g altogethe r woul d mea n tha t th e need s o f a n
individual member wer e overpowering th e need s o f the tea m an d stoppin g
the task being achieved. Holding th e meeting without the input of the tea m
member woul d b e a  punitiv e action, an d woul d ensur e tha t th e tea m me t
without it s ful l problem-solvin g capacity . T o g o bac k t o th e diagram , th e
object i s to maintain a balance so that all three needs are represented and no
one of the three needs dominate s th e other two .

In order to keep the balance, compromise i s necessary-would the SMT be
happy t o postpone th e dat e fo r the receptio n o f the information ? Could a
working party of representatives fro m th e tea m mee t i n order t o make th e
plans? Would i t be possibl e t o ask the Deput y Head o f Departmen t fo r hi s
suggestions, and t o feed the m int o the meeting , so that his voice would be
heard althoug h he could no t attend i n person ?

When a  seemingly insurmountable problem arise s in the managemen t o f
your team , and whe n you fee l yoursel f to be convince d by one nee d t o th e
detriment o f the other s in the equation , Adair' s balance migh t be a  way of
finding time for reflection and reachin g an equitabl e conclusion .

Another imbalanc e migh t aris e whe n member s o f you r tea m hav e a
constellation o f personal problem s whic h are stoppin g the m fro m working
well. Educatio n i s about developing people , management i s about under -
standing and developing people - a  Head of Department canno t ignor e the
pain an d difficult y o f a  strugglin g department member . I t ma y be tha t al l
your counselling skills are called on, and i t may become necessar y for you to
spend a  great dea l o f your tim e with thi s particular tea m member . A  good
team ha s time an d spac e fo r short periods of individual malfunction . I t is
probably usually possible fo r an organization lik e a school t o allow one se t of
needs to dominate fo r a  short while , but i n general th e thre e constituent s
only wor k productivel y when i n balance . Thu s i t i s important t o kee p a
mental picture of the balance of needs - i s the team stil l able t o function? Is
the tea m stil l achieving the necessar y tasks ?

If the difficulties stop the team from functioning for long periods, it might
be necessar y t o sugges t t o th e relevan t tea m member s tha t the y g o fo r
professional counselling, or maybe for medical attention. The fine balance is
between bein g take n ove r completely by seemingly insoluble problems an d
allowing those problem s t o overcome a  whole team, and ignorin g th e needs
of on e tea m membe r t o suc h a n exten t tha t the y are exclude d fro m th e
team.

Listening to and talking to department members

A Head of Department wil l come to more constructive solutions to problem s
with colleagues i f time can be found t o think carefully, and i f it is possible t o
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be reminde d o f educationa l value s an d a  philosoph y o f management .
Unfortunately, thes e mor e measure d response s tak e time , and a  Hea d o f
Department i s often even more short of time, and ha s even more competin g
demands o n wha t littl e tim e there is . All the bes t writin g abou t managin g
time suggest s tha t activitie s ar e prioritized , and carefu l plan s mad e o f th e
order in which activities are t o be carried out . I t is necessary to keep t o th e
timing planned fo r each activity . If colleagues define themselves primarily as
teachers, the y will plan their timing all around th e activitie s connected wit h
the learnin g an d teachin g in which the y are primaril y involved. But it is the
responsibility o f a  Hea d o f Departmen t t o hel p othe r teacher s wit h their
learning an d teaching . And her e ther e ca n b e conflic t an d irritatio n fo r
people who have not clarified priorities fo r themselves .

A short scenario
A recognizable scenari o migh t be tha t you are abou t t o tak e a  class with a
particularly challenging group o f young people. Yo u have planned a  lesson
which you know will work as long a s the schem e which you have prepared,
and whic h includes rearranging th e classroom , i s in plac e befor e th e clas s
arrives. You are hurrying along the corridor, lade n with equipment, when an
anxious member o f your department stop s you and insist s that you deal with
their problem, immediately.

If you are human , you r instant reaction wil l be of intense frustration an d
irritation at potentially having your teaching plans thwarted. The temptatio n
will b e t o swee p you r colleagu e ou t o f th e way , flattenin g the m wit h a
frustrated an d irritate d retort. It may well be that you know the problem wel l
already, an d tha t you think it has lower priority than severa l other depart -
mental problem s wit h which you are grappling at th e sam e time , and tha n
the teachin g i n which yo u are s o involved at that moment.

But, you r responsibilit y to manag e a  department include s working con-
structively with the othe r teachers in the department . A thoughtful Head of
Department wil l probabl y hav e decided tha t workin g with colleagues is as
important as working with young people. Dealing with th e 'interruption ' in
the corrido r on you r way to your teachin g i s as much you r responsibility as
your teaching . Perhap s i t woul d b e cleare r i f yo u d o no t se e i t a s a n
interruption, bu t a s another face t o f your job. An d al l your interpersona l
skills wil l b e necessar y i n orde r t o balanc e al l your responsibilitie s partic-
ularly in a s stressful a  situation a s this.

A solution to the problem?
Let us go back into the corridor , t o the distresse d colleague . As a manager ,
you learn quickly that everyone you work with has their own set of priorities .
Everyone sees lif e differently , an d on e person' s mos t distressing occurrenc e
may have littl e significance for another person. Bu t membership o f a tea m
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demands inpu t from everyone . So th e share d significanc e i s that ther e i s
distress an d thi s distres s i s blocking th e activit y o f th e departmen t o r a
member of it. It must be dealt with understandingly - dealing with someone
else's distress by minimizing or ignoring it compounds the distress. The mos t
important par t of working with somebody else' s pai n i s often th e acknowl -
edgement of it - yo u do not have to share it. And as long as your colleagu e
knows that you understand the power of the distress, and knows that you will
listen and tr y to help, it is usually not necessar y to do so immediately. So the
scene in the corridor migh t read lik e this:

[Head of  Department bustles  down a  corridor  laden with  equipment,  trailing  an  electric  lead,
anxious to reach a classroom ten minutes before  the  end of  break in order  to set up the  classroom.
An Anxious  Colleague rushes after the  Head of  Department, attempting  to  grab a sleeve to get
attention]
Head o f Department: Oh! Hello , I didn't realize it was you. Ar e you OK?
Anxious Colleague:  No, I'm not ! You'v e really got to do something about . . ..
Head o f Department:  Sorr y t o interrup t -  thi s sound s a s i f I  reall y nee d t o liste n
carefully. I' m i n a  hurry at the moment , so I can't do you justice. Can i t wait fo r a
while? W e obviously need more time than I have now. Ca n we agree a time to meet
in m y room?
Anxious Colleague:  Yes, of course - what about after school today?
Head o f Department:  I'v e go t a  meeting then , bu t I  can tal k t o you durin g morning
break tomorrow - why don't we have coffee togethe r in my room then?
Anxious Colleague:  Fine, thanks - it'l l wai t til l then.
[They each  go off  in  opposite  directions  to carry on  with  the  rest of  their  teaching]

What ha s happene d her e ha s take n les s tha n on e minute , bu t ha s bee n
satisfactory fo r both people . Th e anxiou s colleague knows  that a proble m
has been acknowledged , and tha t a n agree d tim e and spac e ha s been se t
aside t o talk about i t properly. The Hea d o f Department, with a very minor
interruption, ca n carry on with the activit y planned fo r the moment . How -
ever, a problem ha s been acknowledged , and a  suggestion ha s been mad e
that fits in with both thei r timetables . Agreein g a mutually convenient tim e
allows for both people' s ful l attention , s o that th e eventua l discussion wil l
feel les s like an unwelcome interruption.

Often, a  colleague's distres s is difficult t o understand because we do no t
find th e sam e circumstances distressing. In a  busy working life, i t is difficul t
to b e sympatheti c t o someon e wit h who m yo u d o no t shar e particula r
feelings of distress. On th e othe r hand , a colleague's distress may start off a
chain reactio n o f distress fo r you: fo r example , les s experienced teacher s
might wish to work through some of their teaching difficulties with you, and
the recountin g o f difficult classroo m dynamic s could stir painful memorie s
about your own disturbing early classroom experiences. Lack of sympathy or
the arousa l o f painfu l memorie s bot h mak e good listenin g difficult , espe -
cially when you do not seem to have enough time for activities with which you
feel mor e a t ease. I f you find yourself reacting adversely to requests for this
type o f help, stop , an d g o back to your underpinnin g philosoph y o f man-
agement.
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Managing a  departmen t i s abou t enablin g th e oilie r teacher s i n th e
department t o deliver the learnin g and teachin g all have agreed on . Whe n
colleagues ar e strugglin g with th e deliver y of th e agree d teaching , goo d
listening i s required fro m th e Hea d o f Departmen t i n orde r t o hel p col -
leagues deal wit h th e distres s that i s stopping them work productively. Good
listening includes :

paying at tent ion t o an appropriat e atmospher e
an awarenes s o f non-verbal communication
care wit h verba l communication
an understandin g of the barrier s t o good listenin g

all o f which are underpinne d by an understandin g of the balanc e o f powe r
between th e listene r and th e one wh o i s being listene d to.

Moving o n t o th e followin g da y o f th e scenari o betwee n th e Hea d o f
Department and th e Anxious Colleague, i t is possible see how good listening
and a n awarenes s o f th e powe r balanc e betwee n th e tw o shape th e inter -
view.

An appropriate  atmosphere
They hav e alread y gone some wa y to arranging a n appropriat e atmospher e
by choosing a mutually convenient time when each perso n ca n give attention
to the problem . Th e cu p of coffee an d th e quiet room als o help. Closing the
door an d takin g the phon e of f the hoo k wil l ensur e privac y an d minimize
distraction, but the y will also give a message t o the distresse d colleague tha t
they are importan t enough t o warrant full attention . In a school where there
is insufficien t quie t space ' fo r suc h interviews , i t ma y b e appropriat e t o
arrange a set of signals which create privacy for those wh o share space.

Wherever possible , i t i s important to si t where each perso n ca n b e see n
easily, for example , a t righ t angle s to each othe r o n chair s of similar heigh t
- physica l barrier s lik e desk s an d chair s o f differen t height s reinforc e
feelings o f distance , vulnerabili t y an d lac k o f equalit y o n th e par t o f th e
person who is in the lower chair and who does not hav e a desk t o lean o n o r
hide behind .

An awareness  of  non-verbal  communication
These point s ma y seem ver y simplistic, but i t i s easy t o allo w attention t o
wander. Listener s hop e tha t i t ha s no t bee n noticed , an d ofte n i t has no t
been, quite consciouslv . Unconsciously, however, messages o f boredom an d
inattention are given, both of which compound a  sense of lack of importance
or powerlessness . So i t is absolutely necessary t o th in k abou t eye-contac t ( a
culturally complicate d issue , bu t a n importan t one) ; abou t non-verba l
prompts suc h a s nodding , silences , an d facia l expressions ; an d abou t
whether th e wa y the listene r is sitting signifie s interest , attention o r bore -
dom.
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Care with verbal  communication
It is important to listen, and no t t o be tempted t o tell people what you think
they ar e goin g t o say . S o th e Hea d o f Departmen t wil l no t begi n th e
conversation by saying:

'I know exactly how you feel '
or

'So and so told m e that you wanted to tell me abou
or

'I hear tha t
Even whe n th e stor y has bee n hear d fro m elsewhere , i t i s always differen t
from each protagonist. By telling the 'opposition's ' story, the listener accepts
it as truthful, and thus arouses many of the uncomfortable feelings calmed by
making this distanced appointment. This meeting is probably as much about
distressful an d difficul t feeling s as much as passing information. In fact , th e
most helpful invitatio n to begin th e stor y might be as a simple as 'How is it
going?' or 'Tell me

Listening well does not mean sitting in silence, trying to remember all that
is said; no r doe s i t mean constan t interruption s t o explai n tha t th e sam e
thing happened t o the listener! The first example is uncanny, and speaker s
often thin k tha t the y ar e no t bein g heard . I n th e secon d wa y of acting ,
speakers are sure that they are not being heard .

The balanced an d empowering listene r encourage s the speaker t o set the
agenda, the n gentl y helps , wit h carefu l questions , t o focu s o n th e rea l
problem:

'Do you mean ...? '
'Why do you think that was happening?'

Some prompt s encourag e mor e talking , but silence s should b e allowed:
when someone i s distressed, i t is sometimes difficul t t o talk coherently o r in
complete sentences. It is helpful t o make it clear that hesitation is acceptable
and thi s may be achieve d b y using encouraging sound s suc h a s 'Ummm',
'Ye - e  -s', 'Go on', 'I see', or just by waiting.

If the listener has not understood, if they did not hear properly, or if there
are inconsistencie s in th e story , it is absolutely acceptable t o clarif y points .
But gently and wit h humility . Clarifying questions such as:

'You mean
'I didn't understand , could you tell me that again?'
'Can you give me an example? '

all show that careful listenin g is taking place and tha t the listene r is keen t o
understand what is happening.

Understanding the  barriers to good listening
The Hea d o f Departmen t ha s shown a n understandin g o f the barrier s to
good listening by choosing a time when there are no competing demands on
time and attention. The problem is , however, that life in schools is so fast and
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so all-consuming that whe n teachers stop physically , thei r minds often rac e
on. So , it is difficult t o slo w thei r thinking down enoug h t o listen well. Th e
temptation i s to finis h sentence s fo r thos e who are strugglin g t o articulat e
difficult feelings , t o mak e actio n list s o r shoppin g lists , t o liste n t o hal f
sentences an d finis h the m completely differently i n their minds from the way
that th e speake r intended , to water parched plants , or t o tid y the desk .

Another problem i s that the listene r might have such a  well-developed se t
of values about educatio n tha t those the y are listening to are judged agains t
them al l the time . I t i s hard t o liste n well when the listene r has to hear that
someone has acted i n a  way with whic h the y passionately disagree.

Good listenin g take s practice , an d al l teacher s coul d wel l us e som e
practice. Suggeste d Activit y 1 0 may help here .

Suggested Activity 10

Another entertaining exercise to use at the beginning of a staff develop-
ment da y o r a  departmenta l meetin g i s on e tha t w e us e a s a n
introductory exercise to our courses,
In pairs, spend fate minutes each, telling each other what the rest of the
group does not know about them, and what they may want the group to
hear about:

 their professional journey towards their present professional posi
tion
what they might he doing in two years* time
some expectations of this meeting
some ability or skill the y have thatnoone in the department knows
about.

No note-taking!

Each person then reports back to the small group about their *  partner',
spending not more than one minute,
Then take  two minutes back i n pair s t o chec k tha t th e report s were
substantially acceptable.

After th e completio n o f thi s activity , th e tea m wil l no t onl y hav e learn t
something ne w abou t eac h other , bu t the y wil l b e abl e t o discus s 'goo d
listening' based on th e exercise the y just did together. Banning note-takin g
means tha t they will have to concentrate o n understandin g important point s
immediately, then o n rememberin g them .

Giving and receiving constructive feedback

Heads of Department sometimes feel very vulnerable because they think that
their professional activitie s are so transparent an d tha t everything they do is
open t o criticism . I t i s more positiv e t o thin k about constructiv e feedbac k
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constructive activit y instea d o f a  negativ e an d destructiv e one . I t i s als o
important t o remembe r tha t a  Hea d o f Departmen t mus t b e a s ready t o
receive feedback as to give it- the two-way process models the developmenta l
nature of a helpful interaction . Feedback o n th e work of an individua l (for
example, afte r classroo m observation) , o r ho w a group i s interacting an d
working together, can offer a different perspective to the listener and others,
and th e effec t thei r behaviour may have on others .

Constructive feedback is informative, allowing the listener to become more
aware o f ho w they behave. I t develops communicatio n skills . Constructiv e
feedback i s not alway s positive feedback; negative  feedback ca n be very useful, bu t
must b e give n skilfull y s o tha t th e recipien t doe s no t fee l undermined .
Destructive feedback leave s the recipien t demoralized, angry or ashamed, with
nothing positiv e to build on .

Giving feedback

As a manager , a  Head o f Department i s often expecte d t o give those the y
manage feedback about their work.

1 Start  with  the  positive.  Ther e i s a  tendenc y wheneve r doin g a  critica l
appraisal t o loo k fo r mistake s and emphasiz e th e negative . I t i s much
more encouragin g (an d effective ) t o start with th e positive - wha t was
liked and worth y of note. Negativ e points wil l b e listene d t o and acte d
upon mor e readil y if good points have been acknowledge d first.

2 B e specific. Genera l comments (for example, 'brilliant' or 'awful' ) ar e no t
very helpful. Talk about specific skill s and incident s rather tha n genera l
sweeping impressions.

3 Refer  only  t o what can be changed (with  negative  feedback). I t i s not helpfu l t o
comment on areas where there is no choice (for example, facial or bodily
characteristics). Concentrate on improvements which can be changed o r
developed (fo r example, body language).

4 Offer  alternatives.  I t i s no t supportiv e simpl y t o criticiz e when offerin g
negative feedbac k -  offe r alternative s (fo r example , i f someone i n a
group discussio n has been ignored, sugges t ways in which she/he could
have been brought in) .

5 B e descriptive rather  than evaluative. Don't make value judgements. Say just
what you saw and heard and th e effec t thi s had o n you. Make clear tha t
you are giving your own views. So use 'I saw ...', or 'I heard ...' and 'In my
opinion ...' , t o star t sentences , rathe r tha n 'Yo u ar e ... ' o r 'Yo u di d

6 Leave  the other person with  a choice.  Do no t tr y to impos e you r ow n views .
This can lead t o resistance an d disbelief . Skille d feedback give s people
information abou t themselve s i n a  way which offer s the m choice s -
including the option no t to change .
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7 Consider  what  the  feedback says  about  you.  Feedback -  wha t you choose t o
comment on , and how von say it - wil l say as much about yo u as about the
receiver. I t wil l revea l you r ow n value s an d behaviour . Yo u ca n lear n
something abou t yourself if you th ink about th e feedbac k yo u are giving
- an d how you arc giving it.

Receiving feedback
Managers expec t t o receive feedback on thei r work from thos e they manage
as well a s those who manag e them . The y can lear n a  lot and develo p thei r
skills by asking for feedback . They encourage the give r by using some of th e
above skill s but the v wil l als o benefi t by the following.
1 Listening  to  the  feedback rather  than immediately  rejecting  or  arguing about  it.

Feedback ma y sometimes make the recipien t feel uncomfortabl e bu t i t is
healthier to encourage an d lear n fro m i t than immediately to bristle an d
deny. Th e listene r can lear n a  great dea l abou t themselve s by trying t o
assess comment s objectively . A t a very basic level , people wil l hav e views
about yo u and i t is better tha t you are awar e of them tha n tha t they hide
them fo r fea r o f incurrin g your wrath . But you are als o entitle d t o you r
view and t o ignore an y comment which you think irrelevant , inaccurate,
given fo r the wron g reaso n o r give n b y someone whose judgemen t yo u
do no t trust .

2 e clear about what is being said. Make sure urn understand what is really
being said before you respond to feedback. Don't jump to conclusions or
become defensive. Alwavs check bac k i f the meanin g i s not clear .

3 ('.heck  with  others  rather  f/ian  relying  o n on e source.  Peopl e hav e differen t
perceptions o f th e behaviou r o f others . Chec k wit h other s tha t th e
opinion i s a shared one . Thi s will often give you a more balanced vie w of
your actions.

4 As k fo r feed  back \on  wan!  bu t don't  get.  Feedback i s importan t i n man y
situations. Do not b e shy of asking for feedback if it ha s not bee n offere d
when yo u fee l i t wil l hel p you.

5 Decide  what yon will do as a result  o f I  he feed back. You should us e feedbac k t o
develop you r ow n skills . Yo u shoul d asses s it s value , an d th e con -
sequences o f ignorin g o r usin g it , an d the n mak e a  positiv e decisio n
about action o r inaction .

Feedback i s no t easy , bu t i t i s a  valuabl e practic e i n an y organizatio n o r
relationship. Always acknowledge th e value of the process to the person who
has provided yo u wit h feedback .

Recording information
The nex t proble m tha t a  busy Head of Department i n thi s position ma y face
is tha t o f retainin g in fo rma t ion . Howeve r goo d th e forma l informatio n
systems o f a  schoo l are , informa l message s an d informatio n passe d i n th e
corridor, hurriedl y and el l ip t ical ly , are mor e d i f f i cu l t t o manage.
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Reflecting hac k on th e scen e i n the corridor , it hecomcs clear t h a t a  d iarv
is an indispensabl e and constan t necessity. Carrying round a  well-organized
diary which has a user-friendly shape and si/. e means tha t ma m discussion s
can be halved - i t is not necessar y to get back to people i f a decision can In -
made immediatel y about when people are free , an d i f it can b e note d a t th e
moment the arrangemen t i s made. The mind s of busy Heads of Departmen t
are rather lik e an overworked compute r - the y sometimes ' junk' importan t
information becaus e i t has no t bee n store d properly . I l would be helpfu l i f
the well-organized diary also had space s for list s and fo r notes. It is also usefu l
to attac h bot h a  pe n an d penci l t o th e diar y permanently , and t o mak e
appointments initiall y in pencil - bus y organizations constantl y reorganiz e
timings and meetings , and nothin g is more discouragin g to someone wh o is
struggling t o kee p a  readabl e diai y tha n t o hav e t o remov e o r chang e
appointments tha t are writte n i n ink.

Other type s o f note s -  thos e privat e an d judgementa l ones mad e o r
received abou t colleague s an d young peopl e -  ar e more problematic , and
probably rightl y so . I  wa s a  Pastora l Hea d i n a  secondar y schoo l whe n i t
became clea r tha t th e la w had change d t o allo w peopl e righ t o f acces s t o
their files. The parent s of young people and beyon d a certain age , the young
people themselves , have acces s (wit h certai n exemptions ) t o an y record s
kept abou t them . Initially , th e staf f were annoyed because i t meant tha t w e
had to go back over many files to make sure that the y were clearly written an d
had n o libellou s material in them. Bu t I  am gla d tha t we did so . Sometimes
I was shocked at th e thoughtless , judgemental , passionate note s some of us
had writte n to each othe r abou t youn g people. I  was also struck b y how th e
behaviour an d activitie s described ha d change d sinc e we began recordin g
them - th e activity was described crudely , and recording i t meant that it was
preserved a s if in aspic - bu t the young perso n ha d ofte n develope d mor e
positively than w e had expected , and lef t tha t behaviour behind .

The guide s t o th e la w for schoo l governor s o f county , controlle d an d
special agreemen t schools , gran t maintaine d schools, aide d school s an d
special school s state th e following . (Thi s is taken fro m I  he guid e t o th e la w
for schoo l governor s o f county , controlled an d specia l agreement schools ,
but i t is written almost identically in the guides lor governors o f all the abov e
schools.)

Pupils' Educational Records

12 Governin g bodie s are require d t o kee p a currirula r recor d o f eac h pupi l -  a
formal recor d o f academic achievements, other skill s and abili t ies , and progres s in
school. They mus t updat e thi s every year . Other materia l ma x b e recorde d on t h i s
record, such a s details o f behaviou r and lamil v background, but th i s i s not compul -
sory. This material, without th e note s thai a  teacher makes lor hi s or he r us e onlv .
makes up th e pupil' s educational record.
13 Wi th in 1 5 school days of being asked, governing bodies must allo w th e followin g
people access to records, apart fro m th e materia l liste d i n paragrap h l( i below:
• a  parent o f th e pupi l (fo r pupil s under 16):
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parents and pupi l s ( l o i pupil s aged H i and 17):
the pupil onlv (lo r pupils aged 1 8 or oxer) ;

 the head ol am independent school, or the governing body of any other school, or
the hea d o f a  furthe r o r highe r educationa l establishmen t whic h th e pupi l ha s
applied to .

(p. 70)

I (i (lei tain information held in a pupil s  record may not b e disclosed. The Educatio n
(School Records ) Regulations 1989 explain which informatio n in detail, but briefly
they prevent disclosur e of :

material supplie d I n anyon e othe r tha n employee s o f th e LE A or Educationa l
Welfare O f I  icers:
material whose disclosur e migh t caus e seriou s har m t o th e pupi l o r someon e
else;
material concerning actual o r suspected chil d abuse ;
material concerning other pupils;
references supplie d t o potentia l employer s o f th e pupil , an d nationa l bod y
concerned wi t h studen t admissions , anothe r school , a n institutio n o f furthe r o r
higher education, or an y other plac e o f education o r training;
reports I n a  school t o a juvenile court ; or
ethnical ly based data .

(p. 71)

(School (iin»'rnnr\  -  <i  (iititle  lo  the  Law  -  C.ount\,  Controlled  and  Special  Agreement
School.*, DIV.K , 1994 )

The Dat a Protection Act 198 4 is about acces s to and privac y for informa-
tion kep t o n computers . Mos t school s hav e probabl y chose n t o registe r
under th e term s of the Act. More informatio n about i t can be found i n th e
DFE's letter of November 1991 'Data Protectio n Act 1984 : Implication s for
LEA maintained/aided/special schools. '

This Ac t i s an exampl e of a  felicitou s la w which changed , widene d an d
enriched practice . We had t o learn to be muc h more objectiv e and circum -
spect i n our descriptions of interactions with young people - no w we might
describe i t a s mor e professional . Th e require d reflectio n mad e u s think
much mor e creativel y an d positivel y about th e actua l interactions , an d
helped change our att i tude s and behaviour . It certainly made u s think more
clearly about the rights of the young people, no t only to see their records, but
more fundamentall y t o b e describe d i n positiv e an d helpfu l terms , rathe r
than dismissive and restrictiv e terms. We were forced to accept them more as
partners i n th e learnin g an d teaching , an d les s a s creature s t o who m
knowledge was to be transmitted . And we began t o think about th e power t o
give or withhold information tha t we could exercis e over the youn g people
with whom we worked.

Delegating

It ma y seem tha t writin g abou t delegatio n a t thi s poin t i s an irrelevance .
Many people are tempted to connect delegation with time management, an d
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to se e i t a s a  wa y of makin g mor e tim e b y getting ri d o f unnecessar y o r
unappealing tasks . I t i s a  fa r mor e constructiv e activit y tha n that , an d i s
closely allie d t o staf f development . Fa r fro m savin g time , i t initiall y take s
more time in order to delegate effectively, bu t eventually, the team will work
better, the delegator and delegatee will have shared importan t tasks , and the
Head of Department wil l be closely involved in developing new skills in team
members. Suggeste d Activit y 1 1 wil l hel p t o clarif y th e importanc e o f
delegation i n developing team s and teamwork .

(a) Instruction

Stiiggestedi Activity II

If you complete the Following activity with members of your team you
mil ultiin&telf'agree a  process which mil  enrich many of ycmr tea m

r ** ? • * f  *  f

interactions.
1 Begi n by listing privately all the activities for which you have pro-
fessional responsibility.
2 The n pm a mark by those you could delegate, i f you had suitabl e
people with whom you worKecL
S The n in groups of three or four, discuss points 4 to 7 and attempt to

"W A * *

agree on your tniwers:
4 Define m one sentence:

(b) Delegation (c) Abdication

5 What are the positive and negative factors in delegation (list up to
three)?
(a) For delegators
Positive:

(b) For the delegatees

Negative:
<w*
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6 How should you delegate?
(a) Befor e delegating: (b) When delegating;

(e) During the task: (d) Alter the task:

7 What should or should not he delegated (in normal circunistances}?
Should: Should not:

8 Now look back at the list you drew up initially. Have you changed your
mind about the activities you can delegate?
a group of senior school staff on a cmirse run by Beiyl Husam)

Al te r t h i n k i n g al iou i i l u - question s raise d i n th e abov e activity , i t ma y b e
t h a t th e followin g po in t s abou t di e proces s o i ' e th iea l delegatio n ar e raised :

Beliefs abou t icamhui ld in g and workin g w i t h peopl e wil l inform
the plannin g abou t delegating : i f th e ai m i s t o develo p an d
support colleague s into acquiring the expertis e to perform task s
they coul d no t perfor m previously , th e proces s o f productiv e
delegation i s a mos t usefu l framework .
In olde r t o delegat e productively , i t i s necessai y t o negotiat e
carcfulh w i t h t h e peopl e t o whom th e delcgato r wishes to dele-
gate. Delegatio n i s ne i the r dumpin g horribl e task s o n
subordinates, nor briskl y tel l in g someone1 what t o do. I t requires
the us e of careful l i s tenin g skills w i th whic h th e delegator ensure s
thai th e delegato r an d th e delegate e reall y understan d eac h
other, so t h at misunderstanding s can be dealt wi th, and s o that an
agreement i s reached abou t th e proces s whic h bot h ca n sustain
u n t i l th e tas k i s completed.
Kflec liv e delegation is not principally a wax o f saving time; at least ,
not i n i t i a l l y . I n order t o delegate fairlv , suff ic ien t tim e needs t o
be devoie d t o di e i n i t i a l discussion s s o a s t o mak e sur e tha t
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everyone concerned ha s agreed bot h th e conten t o f the delega-
tion and th e proces s of the delegation. The transactio n may well
fail unles s i t is carefully agreed , planne d and monitored .
It ma y be tha t th e delegate d task s ar e one s tha t th e delegato r
could hav e done faste r an d mor e successfully . An d some o f th e
tasks lef t wit h th e Hea d o f Department may be one s whic h ar e
boring and mundane . Delegating is not about getting rid of jobs
people dislike doing. I n selecting the task s to be delegated , i t is
helpful t o be reminded o f underlying principles about manage -
ment: eventually , th e suppor t an d encouragemen t o f the tea m
will entail less work, because other team members are supportin g
the tea m as well.
It i s important t o examin e decision s abou t which task s can b e
delegated. Issue s of powe r an d habi t encourage u s t o clin g to
some task s which are developmenta l fo r othe r people , an d o f
which a  handove r coul d eventuall y eas e a  manager' s load . Fo r
example, and I  will come back to this in more detai l later in this
chapter, chairin g meetings . I s i t customar y fo r th e Hea d o f
Department to chair all departmental meetings ? Is it the custom
for th e mos t senio r o r powerfu l staf f membe r t o chai r relevant
meetings? I s this necessary? Her e i s an exampl e wher e custom
often dictate s unnecessar y practice . An d carefu l delegatio n o f
the chairin g role coul d eas e th e loa d o f th e teamleade r whil e
developing important skills in the res t of the team .

Motivation

We do not often think consciously about what motivates us and other people.
Theories o f motivation, however, are the framework on which most teaching
and lesso n plannin g is unconsciously built .

Teachers an d manager s spen d a  great dea l o f time trying to understan d
why the people they work with do what they do. The mai n problem is that a
real understanding of what motivates people i s difficult becaus e i t demands
objectivity, whereas people's behaviour i s usually interpreted by the effec t i t
has on others. Irritation , pleasure or despair are first felt about a colleague's
action, an d the n i f a manager i s feeling 'grow n up' , they try to understan d
what in their colleague's action makes them fee l lik e tha t and wh y they are
doing what they are doing. I f they are no t feeling 'grown up' , they stay with
their feelings of discomfort or pleasure , and respon d onl y to that effec t o n
them. Thos e wh o receiv e th e feeling s ar e stil l a n importan t par t o f th e
equation, because they are relying on thei r own feelings to understand their
colleague's feelings and actions. This is not always appropriate becaus e their
understandings and motivation s are constructed b y their own backgrounds
and experiences .

Here i s a concrete exampl e to illustrate this point:
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Your departmental procedures involve a weekly meeting after school,
every Thursday, for one hour . There ar e eight of you, and yo u each
take turn s to chai r th e meetings . One membe r o f your team alway s
arrives lat e an d alway s leave s early . H e sit s throug h th e meetin g
saying nothing unless addressed directl y - peopl e commen t on his
behaviour behind his back because everyone else is so involved in th e
team's interactions . He is, however, a superb teacher who knows the
subject ver y well . Becaus e he i s so unpunctual , h e ha s manage d t o
avoid (th e team's interpretation of his motivation for unpunctuality)
taking the chair, ever. Indeed, no t making him chair, not welcoming
him o r recapping on th e previous decisions of the meeting, and no t
asking for hi s opinion when considering tea m actio n ar e al l used as
forms of punishment for hi s apparent lac k of commitment.

It is easy to interpret other people' s silenc e as disapproval, anger, or lack
of commitment, especially if you do not talk together t o check out the reality
behind tha t silence . Man y people who are no t silen t see others' silenc e as
powerful, an d fil l i t wit h thei r ow n inadequac y or disapprova l o f thei r
inadequacy. An d thes e stron g negativ e feeling s sto p u s findin g ou t i f ou r
interpretations ar e correc t becaus e i f we do w e are afrai d tha t the y wil l b e
confirmed. I n other words, many team leader s would find it very difficul t t o
have a  simpl e conversatio n wit h th e tea m membe r i n th e abov e example ,
because they think hi s lack of commitment is a form of disapproval of their
leadership style , and tha t a conversation with hi m would confirm this .

Speculation o n th e reason s fo r hi s lac k o f commitment , puttin g th e
greatest fear s first, might be:

He ha s veiy stron g idea s abou t ho w to ru n a  department , an d
your ways of doing so do no t mee t with hi s approval.
He i s just markin g time unti l hi s retiremen t or unti l h e get s
another job , expending as littl e en erg)7 as possible unti l h e ca n
get his pension o r move on.
He thinks that the National Curriculum, and the Local Manage -
ment of Schools are attempts to control the activitie s of teacher s
and t o stifle thei r professionalism. He sees any activities entere d
into by teachers in response t o political demands as a betrayal of
his philosophy of education - hi s refusal t o become involve d is a
political activity .

But, other reason s migh t be:

He i s supporting som e member s o f hi s tuto r grou p throug h a
particularly gruelling time, and h e talk s t o the m an d listen s to
them a t the end o f each day . He the n finds i t hard to switch his
attention t o the departmental meetin g - h e is processing thei r
discussions while ostensibly attending your meeting.
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Part of hi s success and skil l with the young people wit h whom he
works is that he ha s vivid memories of his own lif e at that age. H e
did no t enjo y his own schooling because h e ofte n fel t powerles s
and incompetent . H e determine d tha t h e woul d becom e a
teacher t o try and redress tha t balance for young people like him.
But the legacy of his own educational experience s is that he is still
reluctant to speak in a group o f his peers, o r wit h people whom
he perceives as more competent and successfu l tha n himself . His
silence is that of fear and a n inabilit y to enter th e discussion .
He is afraid tha t you (or the school) wil l see his home situation as
unorthodox, so he has not tol d you about it in case he is judged
as unfit t o work with young people. Mayb e he ha s responsibility
for the care of a chronically sick parent or partner, or he has sole
responsibility fo r severa l children . Whateve r hi s persona l
arrangements, h e feel s he canno t shar e the m wit h you , but h e
must always be ou t o f school b y a certain time in order t o carry
out hi s other  obligations.

This may be an extreme case of misunderstanding an d lack of communica-
tion, but there are nuances here that are easil y and commonl y recognized .
The mos t important lesson to be learnt is that it is important to talk to team
members. Team leader s should remembe r t o check out motivations, without
projecting their own onto other people . I n our courses , we often ask people
to make a  lis t of their motivations in teaching and managing . Thei r point s
include wonderful positions on the moral high ground, such as changing the
world, helping people t o develop to their ful l potentia l and s o on. When we
ask them wha t they think motivates th e peopl e with whom the y work, they
have a  completel y different , an d ofte n ver y practical , lis t whic h migh t
include money, holidays (and formerly job security) . Then we remind the m
that al l manager s bega n a s neophyt e teachers , an d tha t eve n th e mos t
moralistic teacher s hav e som e realit y and basi c need s i n thei r make-up .
Suggested Activity 1 2 will help explore ideas about motivation further .

Each o f th e 1 2 point s i n thi s activit y i s a  simpl e an d perhap s obviou s
suggestion fo r guideline s fo r managin g wit h people . Bu t the y ar e th e
strategies tha t are easily forgotten whe n under pressure . An d it is sometimes
difficult t o thin k abou t way s o f motivatin g people wh o hav e mad e u s fee l
angry or uncomfortable.

Working with conflict: some general points

This aspec t o f managin g wit h peopl e i s th e on e whic h mos t dissuade s
teachers from becoming managers . Man y people are afraid of conflict, an d
will g o t o an y length s t o avoi d causin g i t o r dealin g wit h i t amon g thei r
colleagues. This fear often stops us from talking simply and calmly to people,
and so small issues grow larger as they are avoided an d embroidered, instea d
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Suggested Activity 12
Here is an activity that yon might try for yourself, hi order to think about
motivation within your team. Rate the extent to which you cany out the
following approaches i n motivating your team.

The scoring is;
5 =  yes, 4 « to a great extent,

3 « to some extent,
2 «  very little, 1 « no

1. Hav e you agreed wit h all your team their main targets and
responsibilities, so that you can all recognize achievement ?

2 D o you recognize the contribution of each member of the
group and encourage other team members to do the same?
O t O

3 I n the event of success* do yon acknowledge and build
on it?

4 I n the event of setbacks, do you identify what did go well
and give constructive gtiidance for improving future
performance?

5 D o you delegate enough? Do you give adequate discretion
over decisions and accountability to sub-groups or individuals?

6 D o you show those who work with you that you trust them?
I D o you hedge them around with unnecessary controls?
8 Doe s your team have adequate opportunity for professional

development?
9 D o you encourage al l members of the team to develop their

capacities to the full ?
JO I s the overall performance o f each member regularly reviewed

in face-to-face discussion ?
I1 D o you make sufficient lim e to talk and listen, so that you

understand the unique (an d changing) profil e of needs and
wants in each person, s o that you are able to work comfortably
with them?

12 Do you positively encourage able people to seek promotion
either within or outside thei r present institution?

of being deal t wit h immediately . And yet , all good teacher s ar e expert s in
dealing with conflic t wit h an d amon g young people in th e classroom . They
are highl y skille d a t defusing , workin g with , confronting , o r usin g conflic t
with an d betwee n youn g people , and ofte n d o s o automatically. A sureness
about working with conflic t i n th e classroo m i s one o f th e clea r signs of a n
experienced and effectiv e teacher .

Score
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It may well be a pity that we think that conflict must be avoided at all times,
and tha t we see it as damaging. Conflic t is at the hear t of good drama; if we
look back at the stages in the lif e cycle of teams, the storming stage leads into
the mos t productiv e stage ; an d conflic t can produc e creativity . It i s no t
conflict itsel f tha t we should b e afrai d of , but badl y managed an d uncon -
trolled conflict . Suggested Activit y 13 may help t o explore conflic t further.

Here Is a way of thinking about conflict, to be done alone or with a
group o f colleagues * HopeMlf i t wil l encourag e ways to se e som e
positive aspects of Working with conflic t if that has not been possible
until now.
1 Tak e a large sheet of paper and put the word CONFOCT in the

middle of i t
2 Brainstor m the word, using a black pen* a&d maMag sure that this is

a rea l brainstor m -try t o -mak e te e ftat-!d&k s com e fas t an d
furiously, an d that they really touch feelings about conflict.

3 Whe n th e brainstorm finishes, take^a bte pea and draw a  circle
round -all the ttegati¥€wcoimn€nts-abom,coa:fli€t

4 Take a red pen1 and 4ra^ a cirde ?wm$Ml th e positive aspects of
conflict -you may well fed thatioineof ifec ideas are-both negative
and positive.

Often, th e negative ideas about conflic t com e out first - thi s is because
they ar e s o powerfu l an d frightenin g for som e people . A s the brainstor m
continues more positiv e ideas are brough t forward . Thoughts abou t crea -
tivity and about finally clearing away problems will emerge. The nex t stage is
to think about some principles which might underpin how a team works with
conflict, an d thes e wil l probabl y emerg e mor e clearl y afte r completin g
Suggested Activit y 14 , which focuses on workin g with difficul t people .

Working with conflict: 'difficult people'

This sectio n brings togethe r severa l of th e issue s explored i n th e las t two
sections. Th e ter m 'difficul t people ' i s used ver y loosely. Some peopl e wil l
have absolutely no troubl e i n choosing a  difficul t perso n t o think about -
when we do Suggested Activit y 14 on our courses many people have difficult y
deciding which of several difficult people the y would like to concentrate on !
However, if people ar e fortunate enough t o work in a school where there is
open discussio n about disagreements and where there really are no serious
problems, they might think about a case where they should be counselling a
colleague t o think about changin g their professiona l practice, or going for
promotion.

Suggested Activity 13
' s*JP%*r  « r
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Suggested Activity 14
fcJtv? rf

Here i s a wa y of exploring ways of working with difficul t people . I t
requires three people , all of whom hav e agreed t o try to trust eac h
other, wh o have agreed confidentiality , an d who imderstand abou t
good listening and constructive feedback. For the sake of confidential-
ity, you might wish to do this exercise with people outside your school
You should all be prepared to enter into a role play and to understand
what this might entail We have found that those people who do enter
into the roles find this exercise very revealing and rewarding•- it helps
them t o understand th e dynamic s far more clearl y than i f the y just
discussed the problem with two good colleagues .
1 B y yourself, write about someone inside or outside your school with
whom you find it difficult t o work. It could be a colleague, a parent, a
governor or a member of the support star!. Be prepared t o describe a
particular interaction, or a  very specific problem t o explore. (1 5 min-
utes)
2 Wor k in groups of three - peopl e with whom you have an under-
standing abou t confidentiality , goo d listenin g an d constructiv e

and the situation to be explored - they set the scene.
3 Th e person offering the description role plays the person described ,
and on e o f the othe r tw o role play s the person tryin g to resolve th e
situation. The third member of the group acts as observer and keeps
time. (10 minutes)
4 Spen d 1 0 minutes giving feedback and discussing the role play. The
observer leads the feedback, but all three members of the group should
take part in the discussion.
5 Repea t the whole exercise three times, so that everyone has experi-
enced all three roles.
Timekeeping is #m? important - no matter h&w abmrbmg the problem is, try

£ **jr J £ tj? * ' vf

to keep to tike times jpwen,

Come back together makin g sure tha t you are ou t o f role, an d tal k
about what you learnt from doing this.

It is not helpfu l t o prescribe what you might learn from thi s activity. Nor is
it suggeste d that yo u g o o n a  'magica l myster y tour ' b y completing thi s
activity. Eac h perso n wh o does thi s role pla y finds out somethin g differen t
but equally important both about themselves and about the people they are
looking at . I t offer s a n opportunit y t o loo k a t th e powe r o f th e emotiona l
interaction in a safe environment , and the n a more measured chance to use
three mind s to address one problem . Befor e ou r participant s do thi s task ,

feedback. On of the group takes 10 minites to describe the personality
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they ar e aware , and perhap s frightene d of , th e powe r o f th e emotiona l
interaction, bu t they have not realized th e value of the measured chanc e to
use three minds. The emotional aspect frightens them before they do it- the
three minds looking a t it while holding it safe is the beneficia l outcome.

If you have the opportunit y to d o th e abov e rol e play , do so , and afte r
completing th e activit y see whether , a s a  trio , yo u ca n dra w ou t som e
guidelines fo r us e whe n workin g wit h difficul t people . Thi s i s a n idea l
opportunity fo r drawin g genera l point s fro m a  particula r issue . Thos e
general point s wil l b e ver y usefu l i n you r futur e dealing s wit h difficul t
people. The lis t from people on our courses has included:

Using a strategy like this one to find the opportunity to reflect, in
'safe' company , about the problem .
Acknowledging the uncomfortabl e feeling s aroused i n yo u by
your difficul t person ; the n tryin g t o pu t the m asid e t o wor k
objectively with the problem .
Separating th e person fro m th e problem - tr y to focus more on
your shared present difficulty, rather than on your shared history
of misunderstanding or animosity.
Taking tim e -  tryin g not to react immediately , and therefor e
making sure that you are not in your usual unproductive pattern
with thi s person . Mak e time t o thin k quietly abou t you r nex t
action, so that it is proactive rather than reactive.
Developing a network of people whose values you share and who
are i n th e sam e sort of position a s you, so that you can suppor t
each othe r wit h each person' s difficul t people .
Planning your actions carefully - i f you do not have the opportu-
nity t o discus s you r problem , a t leas t rehears e th e nex t
conversation fo r yourself . Traffi c jam s an d shower s ar e idea l
places for loud bu t private monologues!

These ar e point s t o b e born e i n min d whe n workin g with conflic t i n
general, no t just i n relationshi p to a  specifi c person . Fea r o f conflic t i s so
powerful fo r most managers tha t the fea r confuses the rea l issues , and th e
conflict becomes encrusted wit h irrelevancies such as politics and history.

Working with conflict: disciplining members of staff

'Discipline' i s one o f thos e word s whic h induce s fea r an d discomfor t i n
would-be managers, and reminds them of their most fervently-held beliefs of
equality an d empowerment . They interpre t disciplin e as a  hars h for m of
control. I t i s more helpfu l a s a manage r t o thin k rathe r o f 'encouragin g
professional behaviour', and to think about the rights of the young people in
school t o equality and empowerment . I t is probably mor e helpfu l to think
about discipline problems with those whom you manage as times when they
are no t actin g professionally. If the mai n activit y of managing i s to ensur e
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that th e learnin g an d teachin g i n you r curriculu m are a i s as effectiv e a s
possible, i f a tea m membe r show s b y thei r action s tha t the y ar e no t com -
mitted t o the team's agreed tea m goals then the y need t o be taken throug h
a serie s o f clea r discussion s and warning s unti l you r discussion s becom e
formal an d ar e eventuall y handed ove r t o your senior management .

Before things reach thes e formal stages, it is important to use the clarifyin g
and distancin g strategies listed in the previou s section to make sense of what
is actually happening . I t should b e possible , i f necessary, fo r yo u t o tal k in
confidence an d withou t prejudic e wit h a  mor e senio r membe r o f staf f i n
order to isolate and specif y th e precise activitie s to be dealt with. By isolating
the activities , clear strategies can b e planned , based initiall y on a n expecta -
tion tha t you r tea m membe r ha s th e abilit y t o chang e fo r th e better .
Depending on th e severit y ol th e problem , i t can be handed ove r entirely to
senior management , o r yo u al l can wor k togethe r toward s a n agree d an d
rehearsed solution.

Any discussions wit h the relevant team membe r should b e informed b y the
suggestions mad e earlie r in this chapter (se e section 'Listening to and talking
to departmen t members') , an d i f the interview s become mor e seriou s i t is
advisable to make carefu l note s abou t th e outcome s o f discussions, detailing
any agree d actio n t o b e taken , with relevan t dates . Loca l Authoritie s an d
schools hav e grievance and disciplinar y procedures which have been carefull y
worked ou t wit h teachers ' unions . Mike Ironside an d Roge r Seifer t (1995 )
have writte n Industrial  Relations  i n Schools  which looks a t disciplinar y proce-
dures i n schools. D o not begin thes e forma l procedures o n your own - the y
are quit e severe , and nee d the backing o f official channels .

However, i t i s importan t t o thin k abou t th e principle s which underpi n
effective disciplinar y procedures becaus e the y can infor m th e les s forma l
interactions whic h preced e officia l procedure s -  the y coincid e wit h th e
principles which underpi n good management :

care i s taken to hear al l 'sides' so that the perso n wh o is accused
of misconduct ha s a fair hearing and i s informed o f the grounds
for complaint;
relevant managemen t level s are clarified , so that a  middle man -
ager i s not lef t copin g wit h issue s of gross misconduct;
remedial strategies are based on the premise tha t all people have
the abilit y to improve, and tha t schools ar e organizations wher e
everybody i s encouraged t o learn an d develop ;
strategies fo r improvement are bes t worke d out , agreed , note d
and reviewe d with relevan t dates ;
if agreed actio n i s not forthcoming , the n th e nex t negotiate d
stage shoul d automatically take place .

Staff discipline i s a very unclear and difficul t area , bu t i t is made easier wit h
care, clear thinkin g and clarit y of communication. And i t is an area where i t
is best, if possible, to plan strategie s wit h those who manage you.
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Working with conflict: disciplining young people

All schools have different policie s about th e behaviour and disciplin e of the
young people wh o attend. Indee d the y have differen t toleranc e level s and
different attitude s t o thos e wh o brea k th e rules . Al l stat e school s hav e
developed o r are in the process o f developing behaviour policies, and other
attendant policie s such a s awards policies and homewor k policies. In mos t
schools, thes e policie s are frame d positively , and ar e base d o n optimisti c
expectations that everyone can improve. If the policies have been develope d
carefully, al l members of staff will have had a  contribution to their formation
and wil l b e committe d t o makin g them work . Some policie s include flow -
charts to show where teachers can go for help i f they have difficulties i n th e
classroom. Heads o f Departments often play important roles in these plans,
usually as the first person t o be approached .

It i s easy , a s a n experience d teacher , t o se e wher e les s experience d
teachers eithe r contribut e t o th e escalatio n o f young people' s classroo m
misbehaviour, or else are seen t o ignore o r accept unacceptable behaviour ,
and thu s are thought t o condone it . Experienced teacher s reac h a  stage of
working with young people wher e they draw boundaries in their interaction
with them at a level which appears t o an outsider t o be intuitive . It is part of
the skil l of middle management to be able to articulate these boundaries t o
less experienced teachers . Th e framewor k I give in th e nex t sectio n 'Pro -
fessional Development ' i n whic h a  Hea d o f Departmen t work s wit h a
Beginning Teache r t o pla n fo r mor e successfu l beginnings t o lesson s i s
hopefully a  helpful exampl e of this.

The eas e with which many Heads of Department work with young people
makes it more difficul t t o hold bac k from working directly with th e youn g
people, an d more difficul t t o work with those they manage, in order to help
them t o learn to do i t themselves. It is a terrible temptation t o rush of f and
'deal with ' a  supposed miscreant , rather tha n spen d tim e talking carefull y
with the appropriate teache r abou t what happened, an d plannin g tactics so
that i t wil l no t happe n again . Sometime s th e discussion s sho w tha t th e
teacher an d th e youn g person hav e reache d a n impasse , and th e Hea d of
Department ma y hav e t o ac t a s a  go-between , o r t o refere e a  meetin g
between them .

Many discussions wit h teacher s abou t th e problem s presente d b y young
people begin with the use of such words as 'naughty', 'lazy' or 'difficult' . Bu t
in fact , careful discussions often revea l tha t the behaviour presented b y the
young person i s often a  resul t o f deficiencies in curriculu m planning an d
delivery. Has the particular young person acces s to the teaching and learning
on offer ? I s the conten t relevant ? Has real differentiatio n been take n int o
account? These are questions which an experienced teache r within the same
discipline can ask a less experienced teacher . It is part of the role of the Head
of Department t o explore suc h issues with members o f the department .

In th e las t few pages, ther e ar e som e ver y different examples o f the way
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confl ict infuse s th e dail v wor k of a  Hea d o f Department . Suggestion s fo r
working with all the examples are based o n th e need for calm and thoughtfu l
planning, an d fo r th e carefu l disentanglemen t o f powerfu l feeling s fro m
actual activity . I t i s hoped tha t plan s wil l b e linke d to bot h a  philosoph y o f
education an d a  philosophy of management, whic h have as a core belief that
everyone i s drive n b y f ine r feeling s whic h includ e a  hopefulnes s abou t
people, tha t everyone wishes the bes t fo r other people , and tha t everybod y
has the potentia l to develop fur ther .

Professional development

Schools and thei r staf f no w have differen t expectations abou t professiona l
development, o r s t a f f development , fro m thos e the y had i n previou s dec -
ades. It is one o f the aspect s of the live s of teachers whic h has changed mos t
since th e middl e 1980s . Befor e then, professiona l development wa s mainly
thought o f as going on courses - i t was seen a s a private enterprise whic h had
everything to do with the perceived need s of the individual teacher, and littl e
to do wit h th e need s o f th e departmen t o r th e school . Whe n I  was a school
teacher, some teachers I worked wit h were proud t o say that they had neve r
been on a  course, whil e others snatched th e Tin*  Times Educational Supplement
as soon a s it arrived i n order t o fin d a  cours e the y migh t enjoy more tha n
teaching thei r classes. Bot h o f these attitudes were connected wit h th e belie f
that bein g i n fron t o f a  clas s was the mos t importan t thin g tha t a  teache r
could do - anythin g else was escape and of far less value to the teaching and
learning in the school .

Another fundamenta l change i s tha t fo r stat e school s th e cos t o f pro -
fessional developmen t wa s born e almos t entirel y b y Loca l Educatio n
Authorities unti l th e 198 8 Educatio n Refor m Act . As a resul t o f tha t Act ,
many costs including the cost s of professional developmen t wer e delegated
to schools. Most schools have now generated a staff development pla n t o fit
into thei r schoo l developmen t plan . Thi s i s an are a i n whic h schools hav e
benefited a s a resul t of th e Educatio n Refor m Act . Financia l responsibility
for professiona l developmen t ha s raised it s profile, and mad e sure not onl y
that development f i t s bette r into school plans , but als o that the provider s o f
professional developmen t giv e value for money . Man y teachers fin d i t more
difficult t o get leave fro m schoo l to attend courses, and s o when the y do go,
they have highe r expectation s of the deliver) ' of the course . And when the y
return t o school fro m thi s expensive activity, they are expected t o report on
their learnin g to their colleagues . Consultant s an d adviser s who are bought
in b y schools t o work with the m on th e premise s mus t also give good value,
and a s many of the m ar e forme r schoo l manager s wh o hav e bee n 'ration -
alized' and the n privatized , they have a  reputation an d a  living to keep up.

However, no t al l professional development i s expensive or necessaril y off-
site: th e fiv e compulsor y professiona l developmen t day s introduce d t o
schools in 198 8 hav e encouraged th e evolutio n o f many different collabora-
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live professional development activities, and school s are fa r more exper t a t
developing their staf f tha n they used t o be.

The nex t par t o f thi s sectio n wil l examin e furthe r th e followin g con -
cepts:

Does professional developmen t mea n onl y going on courses ?
Is staff developmen t a furtive o r individualisti c activity?
Has professiona l developmen t n o connectio n wit h schoo l
development?
Is staff developmen t onl y for the teacher s in a school -  no t for
other member s of staff ?

Some writing and thinkin g about professiona l development an d adul t pro-
fessional learning is explored and these concepts ar e addressed.

Theories about  professional development
Perhaps th e mai n reason fo r th e narrownes s of definition of staf f develop -
ment has been because of misunderstandings o f the term INSET. The initials
INSET, I N Servic e Educatio n an d Training , originall y mean t just tha t -
education a s professiona l development . Bu t th e 'education ' par t o f th e
description soo n go t lost , an d to o often , teacher s talke d o f 'in-servic e
training'. This brought connotations of going away and bein g trained,  out of
school, often b y the Loca l Authority. The word 'training' seemed t o have an
air o f passivit y abou t it , a  lac k o f activ e involvemen t by learner s i n thei r
learning, and there was often littl e link between the training offered an d th e
reality o f th e classroom . Suggeste d Activit y 1 5 wil l hel p t o expan d th e
definition o f professional development .

Suggested Activity 15
1 Divid e you r tea m int o tw o groups, giving eac h group a  sheet of
flipchart paper, but making sure that they do not see each other's sheet.
In th e centre of one sheet , write: INSET. In th e centre of the othe r
sheet, write: PROFESSIONAL DEVELOPMENT.
2 As k each grou p t o brainstor m th e word s in th e centr e o f thei r
specific flipchart sheet.
3 Compar e the flipcharts. It may well be that the group working on
INSET ha s a  muc h narrowe r se t o f suggestion s tha n thos e peopl e
working o n PROFESSIONA L DEVELOPMENT , However , a  compar-
ison of the two should eventually show that 'professional development'
includes such ideas as reading hooks and newspapers, talking, watching
television an d takin g par t in effectiv e meetings , which do no t nee d
cover an d whic h d o no t cos t money . The y can he don e on-site , an d
indeed ar e par t o f th e expecte d activitie s of an excitin g schoo l o r
department
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It is necessary to return t o basic beliefs about education an d managemen t
in orde r t o redefin e 'staffdevelopment ' mor e full y an d creatively . Withou t
doubt, th e emphasis is on th e word 'development' , and mayb e the addition
of th e word 'professional ' allow s the natur e of the activit y to be understoo d
more clearly. I have enjoyed reading abou t professional development i n th e
work o f thre e people : Davi d Kol b (1984) , Stephen Brookfiel d (1993 ) an d
Donald A. Schon (1987) . Kolb' s work is about experiential learning, Brook-
field i s interested in developing critical thinking, and Schon write s about th e
reflective practitioner . Thei r wor k ha s bee n th e basi s fo r valuabl e an d
insightful writin g about professional developmen t by many other teachers .
Their particula r attraction i s that all of them describe the effectiv e learning
of professional s a s bein g fa r awa y fro m tha t transmissio n model o f th e
student wh o sit s submissivel y listenin g t o a  long , learne d an d discursiv e
lecture. Rather , in thei r own way s they describe professiona l learning as an
operation whic h call s for the active participation o f the learner , recognizing
that effective learnin g requires proper acknowledgement of and respec t for
the learner' s experience . The experience s tha t teachers hav e in their work-
ing live s must be th e base s for their learning.

David Kol b (1984 ) describe s his theory about adult experiential learning
which make s concret e an d practica l experienc e centra l t o th e activit y of
learning. Hi s cycl e o f learnin g experienc e i s a ver y helpfu l framewor k on
which to base professional development because he works outward from th e
learner rathe r tha n fro m th e teacher . Hi s emphasi s is on learnin g rathe r
than teaching . Hi s cycle need no t b e followe d slavishl y an d i n th e orde r
presented below , but thi s i s the basi c shape i t takes:

1 concrete experience: plannin g for learnin g mus t include the opportu -
nity for concrete experienc e

2 reflective observation: reflectio n o n tha t experience

3 abstract conceptualization: a n introductio n t o relevan t readin g an d
research finding s

4 active experimentation: th e possibilit y to plan changes t o the concrete ,
or real , experience nex t time

5 tim e to think and tal k about tha t concrete experienc e

6 an d so on.

The stage s follo w o n fro m eac h other , an d the n begi n again . Some peopl e
see thi s theory in spira l rather than circular form, s o that a developmenta l
aspect i s built in.
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One importan t aspect of Kolb's work can be interpreted fo r professionals
who wish to continue to develop their skills and practice - learnin g does not
occur onl y i n meticulousl y planned courses . Learnin g occurs everywhere
and commonly where practice , reflection , theory , and plannin g for chang e
are recognize d an d important . I n othe r words , everywher e wher e con -
structive discussion takes place about work.

This cycl e wil l becom e cleare r i f Kolb' s framewor k i s used t o trac k a
common exampl e o f professiona l developmen t i n schools . Fo r example ,
most Heads of Department work with Beginning Teachers, eithe r as part of
the latters ' teacher educatio n o r when they are newly qualified. Some newly
qualified teacher s seem to know instinctively how to manage one particular
aspect of the classroom : how to enter i t and ho w to begin a  lesson. Other s
seem to need endles s support and discussion . They often fin d i t difficult t o
see the problem and to understand i t in the first place. Until they do so, they
cannot easily make changes i n the way they begin thei r lessons.

Plans to help a Beginning Teacher withi n a  framework base d o n Kolb' s
cycle might look like this:

1 Th e concret e experience stage: This coul d b e an y one o f the first few
times th e Newl y Qualifie d Teache r o r Beginnin g Teacher (hencefor -
ward referred to as NQT) has difficulty beginning a  lesson - perhaps this
time the young people are there in the room before the lesson begins but
they ignore th e NQT . I t could tak e te n minute s for th e teache r t o get
their attention , an d the n onl y by displaying anger and disapproval , s o
that an air of discontent pervades the rest of the lesson. It may be that the
NQT i s aware that th e difficultie s begi n a t th e star t of the lesson , or i t
maybe that the Hea d o f Department (HOD ) ha s walked past the roo m
and hear d th e noise . Howeve r the conversation betwee n th e NQT and
the HO D begins , her e i s a clea r an d commo n exampl e o f a  difficul t
beginning t o a  lesso n o n whic h t o bas e importan t professiona l devel-
opment.

2 Th e reflective observation stage: This is where significant learning habits
are developed an d where the HOD's values about educatio n ar e clearly
visible and transmittable . This i s the stag e where the HO D encourage s
the NQ T t o becom e a  reflectiv e practitioner . I n orde r t o tal k con -
structively about what often feels like a destructive experience, two issues
are important for the HOD :
- decidin g which are the right question s t o ask, without apportioning

blame or guilt;
- developin g critical thinking with the Beginning Teacher.
The righ t question i s the one which helps the NQT to think about th e
problem i n such a way as to clarif y th e issues . It is very difficult t o have a
constructive discussion about difficul t lesson s when the conversatio n is
encrusted wit h guilt and 'shoul d haves'. I t is far easier fo r both parties if
more experience d teacher s remembe r thei r ow n earl y efforts a t class-
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room control, and i f they see all difficulties as experiences fro m which to
learn rathe r tha n a s unforgivable mistakes . The righ t questions encour-
age critical thinking.

Stephen Brookfiel d describe s the proces s of developing critical think-
ing as that of a learning  conversation.

\ Good  cotivenations  ate ri'dfn'oral  and  involving
In a good conversation, the participant s are continuall y involved in the process; they
are eithe r ta lk in g o r l istening . Developin g critica l t h ink in g i s a proces s in whic h
listening and contributin g are of equal importance .
2 1  he CHUM  of  good  (inivefsations  cannot  be  anticipated
When we begin t o ask people to identify assumptions underlying their habitual ways
ol th inkin g and learning , we do no t kno w exactly how they are going to respond.
3 (iood  convri'salions  entail  diversity and  disablement
A measure of diversity , disagreement, and challeng e is central t o helping people to
th ink criti c ally. I  'n less we accept tha t people have views very d i f fe rent fro m ours , an d
that a nuiltiplicitv of interpetations of practically every idea or actio n i s possible, we
will b e unabl e t o contemplate alternatives in our ow n thought s and actions .

(Brookfield, 1993 , pp. 238-41)

So, the conversation about the concrete experienc e (th e difficult begin -
ning to the lesson ) might includ e such questions from th e HO D as:

'How do yo u th in k th e lesso n went? '
'Why do yo u thin k that? '
'What do you think was happening a t the beginning of the lesson? '
'What do yo u think th e young people were expecting?'

As Brookfield says, the HO D canno t plan the whole conversation before
it happens, and i t is necessary t o engage in a two-way discussion. So , th e
HOD als o will not kno w the answers before th e conversation begins. But
it migh t be helpfu l t o prepare some non-judgementa l question s befor e
the discussio n begins, i n orde r t o begi n th e critica l discussion . These
questions help the NQT to think about an uncomfortable experience i n
a way that dissolves some o f the discomfor t and tha t develops a  vocabu-
lary which encourages objectiv e observation. They are then more able to
distance themselves from th e uncomfortabl e feelings so that they can try
to understand wha t was really happening .

3 The abstract conceptualization stage i s when the vocabular y to encour -
age objective observatio n i s extended b y reading an d talkin g about th e
theoretical framework s which explai n wha t reall y happened . I n othe r
words, the HOD migh t suggest some book s which describe researc h an d
writing abou t classroo m management . O r th e conversatio n migh t b e
about learnin g an d teaching , wit h referenc e t o som e psychologica l
theories about the locu s of control i n classroom interactions . Reading s
about labellin g young people as marginalized an d 'deviant ' migh t help
the NQT to resist blaming, and t o withstand the temptation t o withdraw
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attention from disturbin g young people. Some schools and loca l author-
ities run course s at this stage in the careers of their new teachers, so that
they can support each other while they find enough reflectiv e space away
from difficul t feeling s i n orde r t o understan d objectivel y wha t wa s
happening.

4 The stage of active experimentation i s when plans are made to avoid the
problems experience d originally , next time . The NQT , alone wit h th e
HOD, or in a group of other teachers , develops strategies to start lessons
more effectively in the future. Because of the reflection and th e reading ,
there will be a clearer understanding o f the difficultie s an d thei r causes.
It may be that the teacher decides to arrive before the class next time, or
that knowledge about th e counter-productiveness of shouting at young
people has been develope d durin g the abstract conceptualization stage.
Whatever the plans, the NQT will go back to begin the class feeling much
more confiden t becaus e o f goin g throug h th e stage s i n experientia l
learning, and b y having strategies ready for difficul t times .

5 An d back agai n t o th e concrete experience, when hopefull y th e sam e
problems wil l no t arise , but i f they do, th e NQ T wil l understan d bette r
what is happening and why.

6 An d th e HO D wil l onc e again hel p th e reflective observation stag e by
asking, after the lesson , ho w it went this time, and why.

So, rather tha n wor k in th e abstrac t o n classroo m management , thi s new
teacher ha s developed importan t copin g strategie s base d o n rea l experi -
ences. They have been develope d throug h a  real understanding of what was
happening, without blame, and i n a way that can be used  man y times. And
they have been developed togethe r with another, more experienced teache r
acting a s a mentor . Donal d Scho n ha s written severa l gentl e book s abou t
developing th e reflectiv e practitioner : hi s thesi s is that mos t professionals
can b e helped t o develop their professional skills by what he call s a 'practi-
cum'.

My desig n fo r a  coheren t professiona l schoo l place s a  reflectiv e practicum a t th e
center, a s a bridge betwee n th e worlds of university and practice , (p . 309 )
A reflectiv e practicum mus t establish it s own traditions , not onl y those associate d
with projec t types , formats , media, tools , an d material s but als o thos e embodyin g
expectations fo r the interactions of coach and student . Its traditions must include its
characteristic language, it s repertoire o f precedents and exemplars , an d it s distinc-
tive appreciativ e system . And th e last , i f th e argumen t o f th e previou s sectio n i s
correct, must include values and norms conducive to reciprocal, publi c reflection on
understandings an d feeling s usually kept privat e and taci t . . . .  I t mus t cultivate
activities tha t connect th e knowing - an d reflection-in-action o f competent practi -
tioners to the theories and techniques taught as professional knowledge in academi c
courses.

(Schon, 1987 , pp. 311-12)
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Theories and strategie s for professiona l developmen t ar e mor e effectiv e
when based o n practice , preferably th e practice of the learner . The teacher ,
in thi s case th e Hea d o f Department, is not a  formal lecture r who i s talking
in abstrac t ways , but a  critica l frien d o r mento r who asks careful, well-tuned
questions, and point s the learne r i n th e directio n of more knowledg e an d
understanding, a t exactly the right time. Those theories ar e used to develop
strategies which hel p avoid the origina l problems .

A for m o f professiona l development tha t goe s o n al l th e tim e i n goo d
schools an d wit h goo d teacher s ha s jus t bee n described . Th e profoun d
conversations whic h suppor t ne w teacher s throug h som e o f thei r mos t
intense learning curves take place in corridors, in the staffroom, i n meetings
and workin g parties, while visiting the lavatorie s and a t the lunc h table. In a
learning school, the y are part of the atmosphere an d add to the energy of the
organization. Indeed, these intense conversations which include mentoring,
reflection, an d reference s t o readin g an d researc h ar e no t onl y fo r ne w
teachers - par t of the professionalism of actively 'learning' teachers is that all
are engaged in this way. Heads of Department continue to learn and t o make
use of mentors both fo r their own development and a s role models for thos e
with whom the y work.

The second concept i n the list on page 49 - staf f development a s a furtive
or individualisti c activit y -  return s t o John Adair' s diagram , an d link s
professional developmen t into school developmen t (se e Figure 2.3) .

In man y school s ther e i s a  professiona l developmen t committe e o r a

Figure 2.3 Balancin g needs - professiona l development
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member o f th e Senio r Managemen t Tea m wit h responsibilit y fo r pro -
fessional development , whose responsibility it is to encourage professional
development i n the school . Maintainin g the balance betwee n th e needs of
the individual , the team and the institution is a driving force here - whe n
resources are scarce this balance of needs may be an important criterion in
making decision s abou t th e sharin g ou t o f tim e an d money . Anothe r
principle criterion is the linkage between the institutional development plan
and the professional development plan . In an ideal situation, the targets, o r
outcomes, from appraisa l are fed into both developmen t plans, and futur e
professional development i s informed by those targets. Member s of staff will
automatically be encouraged t o take part in the 'learning' atmosphere, an d
will no t fee l sh y about askin g for strategie s an d resource s t o develo p pro -
fessionally.

Heads o f Departmen t ma y be consulte d abou t whole-schoo l plan s fo r
professional development, bu t will have responsibility for creating a learning
atmosphere withi n thei r departments . Excitin g an d productiv e meeting s
may involve learning conversations , an d wil l include time for reflection an d
clarification. The y wil l als o allo w fo r silence s an d uncertaintie s - som e
people nee d tim e to think about thei r uncertainty, and encouragemen t t o
take risks in order to learn effectively .

And so, back to effective professiona l development. Teachers i n particular
are experts i n learning and teaching -  the y know how children learn . But
they often divorce young people's learnin g from thei r own learning. As they
get older, they have more memories of the uncomfortable side of learning -
the risk-taking. They remember that learning can be intensely exhilarating,
but i t can also be incredibly uncomfortable. We all have some memory of the
equivalent of learning to fly - we have held our breath an d jumped without
knowing if we were going to swoop or soar. Good teachers know how to help
young people to soar , an d t o 'hold ' the m bu t encourag e the m whil e they
take a breath and jump. Thus they know how skilful th e teache r must be in
order to make it safe enough t o jump. And as we become mor e experience d
teachers, we find it more difficul t t o trust other peopl e t o hold u s while we
jump, because we understand bette r what can go wrong.

Ideas about effective adult learning which are based on the premise that in
order t o tak e th e 'learning ' risk , th e learne r mus t no t fee l powerles s o r
disempowered, ar e ver y appealin g an d mak e a  lo t o f sense . Suggeste d
Activity 1 6 provides further exploratio n o f ideas about power .

When we do this exercise with participants o n our courses, the y invariably
remember their membership of a planning group or a curriculum team or a
working party as their most productive adul t learning . They also talk abou t
support group s an d mentor s (o r critica l friends) . Al l these experience s
suggest tha t the mos t effective professiona l learning takes place with othe r
people or in an unthreatening atmosphere , when the learner feel s powerful
and read y to leap, not disempowered an d afrai d o f falling .
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Suggested Activity 16

1 Thin k abou t a  tim e whe n yo u wer e excited ae d exhilarate d b y
learning somethin g professionally , in othe r words , you learnt some -
thing really important about learning, teaching or managing, and it has
stayed with you ever since.
2 Tr y to draw whether you felt powerful or not when you began thatJ •  V  *  .  *  V *

piece of learning. It might be helpful here to draw a simple balance or
see-saw, and pu t yourself on i t as you began th e learning;

3 Wa s the power shared between you and those who were responsible
for you r acute learning ? Wer e yo u balanced , tippe d dow n an d dis ~
empowered o n th e balance , o r pushe d u p b y th e experienc e an d
empowered?
It is usually helpful to think about ou r ow n learning whe n we wish t o
encourage i t in others. Whe n you thought about your own successful
professional learning, and pu t yourself on th e balance , you probably
drew yourself in balance - even or perhaps up and empowered. On the
whole successful learnin g does not take place when people fee l power-
less or disempowered.

It i s als o important , as a  Hea d o f Department , t o retur n t o anothe r
question i n the lis t on page 48 - wh o is included in the term 'staf f develop -
ment'? Ar e al l th e member s o f th e tea m teachers , o r doe s i t includ e
classroom assistants , technicians , librarians , administrators , o r suppor t
teachers? I n some schools, thes e people are the longes t servin g members o f
staff, an d ofte n the y have speciall y productiv e relationship s with th e youn g
people. What about their  professional developmen t -  whos e responsibilit y is
it? Ar e the y included i n th e learning  conversations,  and migh t they have th e
opportunity t o atten d course s outsid e school ? I  hav e know n laborator y
technicians wh o have worked fo r part-time degrees , then followe d teacher -
training courses , an d hav e subsequentl y returne d t o schoo l a s mos t
successful teachers .

Creating a climate conducive  to  continuous professional
developmentt
What can be done to make sure tha t a  Head of Department ca n create and
sustain th e appropriat e atmospher e t o suppor t an d encourag e colleague s
while the y take risks ? I t might make thi s question cleare r i f it i s articulated
more carefully that there are various subsets of teachers within a department
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for whos e development th e Hea d o f Departmen t take s responsibility . Th e
members of the d i f f e r e n t subset s are a t d i f f e r e nt stage s in their development
as teacher s o r worker s in education , an d the y hav e differen t needs : the y
include thos e wh o ar e thinkin g abou t promotio n wi th i n o r outsid e th e
school; those who are developing their professional skill s and are at differen t
growth points (they may have been teachin g for twenty years and ar e seeking
ways of remaining fresh i n thei r work); those wh o ar e newl y qualified ; an d
those who are jus t entering the professio n and ar e learnin g to teach withi n
the department .

It i s also necessary to continue to thin k about th e Hea d o f Department' s
own professiona l development . I n som e ways , link s wit h institution s o f
Higher Educatio n an d wit h th e Teache r Trainin g Agenc y validat e pro -
fessional developmen t fo r the Head o f Department -  link s are maintained
and a  discours e o f professiona l developmen t i s frame d an d maintained .
Expertise i s exchanged an d validated , and th e res t o f the departmen t hav e
access t o a  valuable model o f continuing development.

Although i t is sometimes difficult t o manage al l the differen t demand s o f
people a t suc h disparat e stages i n thei r teachin g careers, ther e ar e som e
common element s i n a n atmospher e whic h i s conducive generally to pro-
fessional development . In order t o explore further , i t is important to thin k
about you r present schoo l climate , and th e connectio n between what hap-
pens i n th e schoo l i n genera l an d i n you r departmen t i n particular .
Suggested Activit y 1 7 might help clar i f y thos e common elements.

NI<»vt tft f^stf*h «fs*ti°T*i*<*i"ii' i**i't& t'tii* <*vN"nt' ttt wHi<*H WYIIT <£f1"4£Vil ^trfiwiteiilvXi. wj v<&v»fl. SHxiucMidiLi.) j^sus ; iiic ? vJk«c*J i %* * wniv-Ji yt/i*i j»iyiiMW i «.v*\*|̂ ij >
each of these approaches as f01km«,

The scoring is:
§ * very exieiHavdiy» 4 » extejisiveiy ,

3 * toa.siaalladtenfc ,
2 ~  vary rarely, 1 « never

Score
1 Staf f have opportunities for ihe dcveiopment of

leadership through the etacise of respomtbffity ,
2 Staf f are helped to develop problem-solving and

daemon-making $M1K
S Sta£ t participate in decmott-making on significant issues

which ailect them.
4 Staf f interaction and commimication are facilitated by

organkaiional structures and processes ,
5 Staf f are encouraged to experiment and initiate change.

Suggested Activity 17
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6 Staff are encouraged to exchange idea s and information.
7 Staff are given a clear understanding of roles and

responsibilities.
S Staff are given a clear understanding of school objectives

and policies .
9 Staf f ability to accept new challenges and experiences is

developed.
10 Staf f have opportunities to communicate their problems.
11 Staf f engage in self-evaluation of school effectiveness,
12 Staf f contributions, opinions, values, feelings and needs

are full y recognized and respected ,
13 Staf f are encouraged and given opportunities t o participate

in in-service education,
14 Staf f evaluation is used primarily as a means towards

self-evaluation an d self-direction ,
15 Staf f meetings are used as a means of cooperative

problem-solving and shared decision-making ,
16 Staff  working parties plan and experiment with new projects.
17 Th e schoo l acts as an agen t of in-service education for th e

staff,
18 Staff " are given a sense of purpose an d commitment to

common goals .
19 Ther e is a carefully planned programm e of induction and

guidance for new teachers,
20 Staf f talent s are discovered an d full y utilize d and they are

able to develop their special interests.
2.1 Importan t decisions and responsibilitie s are delegated to

staff,
22 Staf f are given a sense of professional worth, self-respect

and achievement
23 Staff  are fully consulted befor e th e introduction of changes.
24 Th e general climate of the school encourages openness ,

security and trust.
25 Staf f are helped to realize their professional caree r

aspirations.

Source: Michael Marland <ed.) (1986) School Management Skills

The statements in the above act iv i ty are a reminder about a basic philosoph-
ical underpinning to professional development:

the emphasis is on development, not training;
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development is most effective when sharing decision-making and
power;
learning schools recogni/e tha t regular talk about teachin g and
learning is important;
school aim s and objective s are clea r and share d an d ar e linked
with professiona l development plans;
successful professiona l development take s place all the time and
at all stages o f the caree r ladde r fo r those wh o work in schools .

What can  a  Head of  Department do  to  encourage these values
internally?
There ar e som e ke y ideas whic h migh t b e highlighte d i n orde r t o offe r
concrete suggestions . The y ar e al l wel l know n i n relatio n t o th e youn g
people in school - an y effective classroo m wor k incorporates al l the follow -
ing suggestions. But they are forgotten to o easily when teachers think about
their own learning or tha t of their colleagues .

In order  to  encourage  professional  development,  it  is  important  to  plan for the
learner's active  participation.  Straightforwar d lectures o r piece s o f academi c
reading, without the intercession o f a discussion or without a point at which
small groups of people argu e abou t ho w they can apply the theor y to their
practice, dissolve very quickly and soo n becom e to o difficul t t o recall . Even
superb lectures given by famous and charismati c speakers eventually remain
in the listener's mind as wonderful lecture s or performances - th e content is
far mor e difficul t t o remembe r withou t a  tim e fo r discussio n durin g o r
immediately afte r th e lecture . Basi c psychological descriptions of learning
show tha t learners nee d t o talk , act , write and hea r abou t ne w material in
order to internalize it. Planning groups, group discussions , group task s like
some o f thos e printe d i n thi s book , an d cas e studie s examine d i n smal l
groups, al l help to make learning active.

It is necessary to acknowledge and respect the learner's professional experience. One
of the problem s with man y off-sit e course s an d lecture s is that the y do no t
begin fro m the teacher/learner' s experience. Those course providers wh o
base thei r activities on thei r participants' experienc e ar e showing a respec t
for tha t experience . An d peopl e lear n mor e whe n the y fee l tha t the y ar e
shown respect . The y ca n als o tak e th e opportunit y t o ensur e tha t th e
learning and teaching is relevant to their own needs and experience . I f their
own wor k background i s acknowledged, an d th e learnin g offere d begin s
from thei r own experience, relevanc e i s assured.

The learning  must  be  planned in a  set  of  activities  which  includes  reflection  on
experience an d access  t o theoretical frameworks. I t i s no t enoug h t o as k peopl e
just t o reflec t o n thei r experience . After a  tim e a s effective teachers , the y
learn ho w to reflect. I n order to help them t o move on t o making plans for
change, it is necessary to offer relevan t readings and research findings which
might illuminat e and explai n thei r experiences . Thu s the y ar e give n a n
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opportunity l o ar t icu la t e in te l lec tua l l y tha t whic h the y migh t wel l kno w
intui t ively. On bein g of fered theoretica l framework s i n thi s way, learners are
more able to make sense of the i r experiences i n order to plan fo r change in
their practice .

C.rilical thinkingenconrages reflective  practice,  in a  blame and guilt  free mode.  It is
d i l f i cu l t l o reflec t o n professiona l activitie s of which th e learne r is ashamed.
Too muc h i s denied i n order t o hid e fro m th e pai n o f makin g mistake s o r
being involved i n f a i l u r e . S o i t is necessarv to develop a careful wa y of talking
and th ink in g about teachin g and classroo m pract ice s which eradicates guilt.
Productive critical conversations lake time, and mus t no t be too directive or
judgemental.

// i s important  lo  build  nf>  a  safe  environment  i n order  t o encourage risk-taking.
This i s closely connected t o the 1 las t point . I f mistakes are unacceptabl e an d
always carry penalties o f blame and guilt , risk-taking is impossible. If mistakes
are used as bases lo develop more successful strategies , and are always seen as
foundat ions fo r posit ive learnin g -  'Wha t ca n we learn fro m this? 1 -  risk -
taking i s recogni/cd a s w o r t h w h i le and t o be encouraged . Learner s are no t
teased o r laughe d a t a s thc v t r v ou t ne w strategies , an d the y ar e warml y
encouraged an d praise d fo r tr v ing and learnin g from tha t trial , not jus t fo r
succeeding.

Effective learning  lakes place when the  learner feels empowered.  Di f fe rent peopl e
take different journcv s to become effec t ive teacher s and learners . Along tha t
journey, the y have times when the y are excited and successfu l an d the y come
to kno w lime s when ihe v ar c i n pai n an d hav e a  sense o f failure . Head s of
Department wh o kno w somethin g o f th e journe y undertake n b y thei r
colleagues arc' more able - t o encourage where ' necessary , and t o understand
hesitation. They learn t h e - signs which show when thei r colleagues are feeling
effective, an d thc v learn t o understand the 1 silences which exist i n any critical
conversation.

The appraisal system as an example of staff development

There i s a grea t dea l w r i t t e n abou t appraisal , bot h wi th i n educatio n an d
outside it . This is not th e plac e t o describe the appraisa l proces s as it is at th e
moment, or t o evaluat e it . I t is at d i f f e r en t stage s in school s all over Britain ,
and muc h has been writ te n about th e processes involved. For more informa -
tion about teacher appraisal , for reports of research on the appraisal process ,
and fo r commentar y o n th e wa y appraisal f i t s int o Britis h educatio n a t th e
moment, i t i s advisabl e t o rea d th e work s o f Professo r Te d Wrag g (1987 .
1994).

It i s possible, however, to write about th e developmenta l underpinning of
an appraisa l proces s which is based on a  belie f tha t appraisal i s a vita l par t of
professional development . I t ma y b e tha t th i s i s becoming a  luxury , partl y
because i t is too cosilv o f lime , and partl y because i t depends too heavil y on
acknowledged [lower-sharing between appraisers and appraisees . Indeed, in
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1997 the the n Secretary of State for Educatio n demanded tha t th e appraisal
system shoul d b e 'strengthened ' an d tha t ther e shoul d b e reward s lo r
performance relate d pa y linke d t o targe t setting . A n appraisa l proces s
developed o n thi s basis would divest i t o f al l possibilit y t o offe r individua l
professional development . This would be an enormous pit y because sugges -
tions for a  universa l appraisal system in educatio n wer e initiall y greeted by
teachers' union s an d thos e wh o were committe d t o professiona l develop -
ment wit h excitemen t and expectan t anticipation.

In it s initial planning stage, appraisal i n education wa s developed as a way
of encouraging all teachers t o think abotit their professional practic e within
a non-threatenin g an d supportiv e framework . Earl y appraisa l processe s
seemed t o be expensive of time, but to be informed by a clear understanding
of effectiv e professiona l development , adul t learnin g an d climate s con -
ducive t o self-development . Heads o f Departmen t wil l probabl y hav e key
roles i n an y appraisa l syste m i n th e future , s o i t i s importan t tha t the y
understand th e dynamic s o f th e proces s i n orde r t o kee p th e centra l link s
with staf f development .

There are severa l stages i n the proces s whic h ar e designe d t o guarante e
that appraisees have equal power in the transactions and, where possible, are
encouraged to negotiate conditions which allow them true self-appraisal and
professional development . An understanding of the power balances at these
stages wil l ensur e tha t professiona l developmen t wil l tak e place . The y
include:

Confidentiality. Onl y a summary of the agreed  target s i s passed o n
to th e Headteache r an d Chai r o f Governor s b y th e Hea d o f
Department. Thus a  sens e o f safet y i s ensured i n th e interview ;
the Hea d o f Departmen t wil l no t tal k t o anyone els e abou t th e
fears an d expectation s raise d b y the appraise e an d s o the latter
feels safe r t o explore al l issues about professiona l practice .
A limited choice  oj appraiser. I t should b e possible t o ask for anothe r
appraiser if the appraisee i s not happy with the appointed one. In
this way, hidden agendas and long-ter m personalit y difference s
will no t clou d th e process , an d th e appraise e wil l hav e th e
opportunity t o choose someon e wit h who m the y can work , and
preferably wh o full y understand s th e professiona l activitie s with
which the y are involved .
Attention paid to  the 'space'  (time  and place)  for the appraisal dialogues.
A mutually agreed space i s to be chosen , on e whic h i s at leas t as
comfortable fo r th e appraise e a s fo r th e appraiser . Ther e ar e
suggestions fo r th e placin g of chairs , for th e silencin g o f tele -
phones and fo r th e closing of doors, all of which ensure tha t th e
appraisee i s interviewed carefully withou t interruptions , and i n
such a n atmospher e tha t enough tim e and carefu l listenin g are
allotted.
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Negotiated classroom  ob.semation.  I f thi s pa n o f th e proces s i s han-
dled reall y well , the appraiser wil l hav e an idea l opportunit y fo r
clear an d professiona l feedback abou t teaching . Th e feedbac k
will b e non-judgementa l bu t encouraging , highlightin g areas to
be developed, an d wil l be on a n aspect of teaching chosen b y the
appraisee.
Negotiated targets.  The professiona l development targets framed as
an outcom e o f th e classroo m observatio n an d th e i n ten-lew wil l
not b e dictated, but wil l be negotiated and mutuall y agreed. Only
after thi s carefu l proces s wil l the y b e recorde d an d transmitte d
without name s t o senior management .

Joint training.  When appraiser s and appraisee s receiv e appraisa l
training together , ther e i s n o opportunit y fo r secrec y o r fo r
alternative plan s and arrangements . Ther e wil l b e n o hidde n
agendas, and the - appraisee wil l know what can be expected o f the
process.

It i s important to protec t as man y of th e part s of th e proces s a s possibl e
which enabl e an d empowe r teacher s t o tal k freel y wit h thos e wh o manag e
them. School s ar e necessaril y hierachica l an d ther e ar e to o fe w planne d
opportunities fo r t h i s interaction . I f appraisal becomes linke d wit h pa y an d
performance, th e whol e developmenta l natur e o f th e transactio n wil l dis -
appear as teachers becom e concerne d t o safeguard thei r jobs and pay .

Meetings

Many teachers ar e pu/./le d b v the numbe r o f meetings they are expected t o
attend. The y see thei r main functio n i n school s a s working with th e youn g
people t o ensur e e f f e c t i v e learnin g an d teaching . The y ar e require d t o
perform man y activities to support th e learning and teaching , some of which
the}' value , bu t ma m o f whic h the y ar e bored , de-skille d o r mystifie d by .
People are mor e likel y to tak e par t i n an activit y when they can se e why it is
taking place, and effectiv e manager s who understand th is are mor e likel y to
make the purpos e mor e transparent . So i t i s important to be clear about th e
reasons fo r th e meeting s which Head s o f Departmen t and thei r colleague s
are expected t o attend.

Meetings are hel d fo r many purposes, including:

the exchang e o f informatio n
decision-making
professional developmen t
planning
consultation
team building .

All thes e aims , and more , ar e perfectl y sound . Howeve r i t i s important fo r
those takin g part , an d especiall y the Chai r o f the meeting , t o kno w which
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processes an d outcome s ar e planne d lo r an d expected . Peopl e attendin g
meetings need t o know whether they are being passed information , whether
they ar e expecte d t o tak e par t i n a  discussion , an d whethe r importan t
conclusions are t o be reached, an d certai n outcomes agreed by the en d o f
the meeting .

Heads o f Department take part in many meetings during a working week,
and they may be in a different position of responsibility within each meeting .
Some meeting s wil l b e thei r principl e responsibility ; in some , the y will b e
among a  pee r group ; i n others , the y migh t wel l b e th e leas t influentia l
member o f staff ; an d som e wil l includ e th e whol e staff , wher e the y wil l
probably be in the middle , structurally. It is possible to have most influence
overtly over th e meeting s fo r which the Chai r ha s principle responsibility ,
and perhap s only micropolitical influence over those i n which they are leas t
important.

The meeting s a Head o f Department attend s wil l include :
whole staff meeting s
parents' meeting s
possibly governors' meeting s
union o r teacher associatio n meeting s
departmental meeting s
working partie s
planning group s
Heads of Department meeting s
faculty or cluster meetings
pastoral meetings .

Each meetin g wil l hav e a  differen t purpose , a  different clien t group and a
different style . Bu t i t wil l b e th e Hea d o f Department' s responsibilit y t o
attend mos t of them, and t o make a useful contribution , either i n their own
capacity o r a s the representativ e o f others , becaus e o f thei r positio n a s a
middle manage r i n a school. Some schools , eithe r b y design o r by 'history'
have develope d a  forma t fo r meeting s tha t change s onl y slightly fo r eac h
constituency.

Planning meetings

Suggested Activit y 1 8 include s a  se t o f question s t o clarif y th e differen t
purposes o f school meetings .

It i s possibl e t o se e b y thi s se t o f question s tha t ther e ar e particularly
important value s affectin g th e wa y meetings ar e planned . Meeting s ar e
among th e mos t visibl e way s tha t thos e wit h managemen t responsibilit y
transmit thei r philosophy and belief s about democrac y t o those the y man-
age. I t i s easy to se e th e manager' s underpinnin g values by applying thes e
questions to meetings attended: ar e the meetings to be places where people
can say what they think, and be heard? Or are they to be where they are tol d
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Suggested Activity 18
It wil l be helpfu l t o develo p with your school , or withi n your depart-
ment, a set of questions abou t meeting s i n whic h yo u ar e regularl y
involved an d fo r whic h yo u hav e overal l responsibility . The y migh t
include:
1 I s this meeting realty necessary?
2 Wh o needs to attend it?
3 What i s the purpos e of the meetin g - decision-making, giving

information, consciousness raising, and so on?
4 What sort of outcomes do I want ~ will it be all right if I do not agree

with the final decision?
5 D o I intend to use the meeting to listen t o my colleagues' ideas ?
6 I f thi s meetin g is to b e trul y democratic, ho w will I  ensure tha t

everyone is heard?
7 I f I intend the meeting to be information givin g and not democratic

and decision-making , ho w will 1 make sure tha t everyone under -
stands this , an d ho w wil l I  dea l with an y displeasur e an d
misgivings?

8 Wher e should it take place? How long should it last? Shall I provide
refreshments?

9 An y other important points relevant to your own particular situa-
tion?

10
11
12

uhal to do? I hcv might well he places where people i h i n k that they are being
heard, but where in lad ihev arc- being s k i l f u l l y manipulated into doing
something that thev had no) originallv wished to do.

These beliefs w i l l also be- apparent in the way the meeting is planned.
Another set ofquestions might include:

1 Who has access to the agenda? Who sees it before the meeting? Who can
add items to the agenda?

2 Who is to receive minutes of the previous meeting? Mow accurate are
they, and who wrote them?

3 How long before the meeting takes place is the relevant paperwork
accessible to those involved - agenda, minutes, and papers to be
tabled?

In other words, are the p a r t i c i p a n t s of the meeting fully prepared to attend
it? Have they had the- opportunity to do the reading and 'homework' that will
ensure that thev know what is happening, and wi l l they be informed enough
to help make useful decisions and contributions? W i l l they be briefed well

?
6.02 x 9.16 in

?
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enough befor e th e meetin g t o tak e par t i n it ? Will the y h e abl e t o lak e a n
active par t and no t b e silenced?

Running meetings

Each meetin g ma y wel l hav e a  differen t leve l o f formalit y an d therefor e a
different process . The formalit y o f th e meetin g depend s o n th e size , th e
required outcome , th e expectation s se t up b y the school , an d th e Chair' s
belief an d understandin g abou t democrati c processes . Som e meeting s ar e
run ver y formally , invokin g standing order s an d requirin g speaker s t o
address remark s t o th e Chai r an d t o th e res t o f th e meetin g throug h th e
Chair. Runnin g meeting s b y standing order s i s a wa y of controllin g larg e
meetings an d ensurin g tha t al l thos e wh o wis h t o spea k ma y hav e th e
opportunity t o d o so , a s lon g a s th e Chai r i s skilled enoug h t o ru n th e
meeting well . However , the necessary formalit y preclude s an y spontaneity -
arguments do no t flow , ther e i s no tim e fo r hesitation, and onl y those who
are articulate and quick-witte d mak e th e mos t of the audienc e tha t this type
of meetin g allows . I  hav e ofte n com e awa y fro m suc h meeting s wit h ver y
mixed feelings : I have been amused an d entertaine d by good speakers, bu t I
have fel t deepl y frustrate d becaus e I  have no t fel t abl e t o joi n the m i n th e
discussion -  I  hav e bee n silence d b y the formalit y an d solemnit y o f th e
occasion, 01 - by the spee d and intensity , and I  have been unabl e to organize
my thoughts fas t enoug h t o mak e a  useful point .

The Chair
If a  meetin g i s t o b e ru n alon g consultativ e lines , an d i f th e mos t senio r
person i s responsible fo r th e outcome s o f the meeting , is it always necessar y
for the mos t senior teacher, o r the perso n wit h mos t direct responsibility for
the meeting , t o take the chair? It i s necessary here to explore th e purpose or
role o f th e Chai r i n a  meeting . When mor e tha n tw o people mee t wit h a n
agreed purpose and a shared understanding o f the necessity for outcomes to
the meeting , someon e mus t tak e responsibilit y fo r th e conduc t o f th e
gathering. I t is necessary t o mak e sure that:

the meeting begins and end s on time;
the meetin g wil l b e steered throug h explanatio n and discussion
to a suitable ending ;
the purpos e o f the meetin g i s understood b y all who attend;
objectives are shared and agreed;
everyone has a voice;
all discussion i s shared -  no t monopli/.e d or overpowering;
rational debate is the mai n tone ;
it i s possible , i f necessary , t o acknowledg e uncomfortabl e feel -
ings;
a rhythm of listening and speakin g is achieved;
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all necessaiy informatio n i s available;
a consensus is readied o r attempted ;
outcomes ar e frame d simpl y and clearly , an d wit h agreemen t
where possible ;
compromise i s agreed where necessaiy ;
a record i s made o f the point s fo r action;
summing up occurs wher e required ;
the meetin g draws to a suitable close .

A Chair wh o i s able t o pa y attention t o al l the issue s listed above i s focusin g
on th e proces s rathe r tha n th e content . And i t is absolutely necessary fo r a
successful meetin g tha t someone take s responsibility lor tha t process. This is
the case against thos e who have most investe d in particular outcomes takin g
the role of Chair. One cannot argue persuasivel y and become engaged in the
discourse i f one i s holding the whol e gathering safe , an d makin g sure tha t
everyone i s heard an d tha t everyone ha s a  voice . The jo b o f Chair , payin g
attention t o the process , i s more tha n full-tim e -  i t is not reall y possible to
sway and influenc e peopl e whil e attempting to 'look afte r them' .

This i s a n excellen t argumen t fo r rotatin g th e pos t o f Chai r a t eac h
meeting. I t i s als o a n idea l activit y t o foste r professiona l development .
Colleagues soon learn ho w to chair in an enabling and empowering fashion ,
and the y becom e fa r mor e toleran t o f th e need s o f othe r colleague s i n
meetings. Thos e team s who customaril y rotate th e chai r a t meeting s hav e
found tha t thei r meeting s hav e becom e mor e democrati c an d mor e pro -
ductive, an d tha t the y wor k togethe r a s a  tea m muc h mor e successfully .
Indeed, forme r saboteur s o f meeting s quickl y refor m an d ente r int o th e
spirit of the meeting s because thei r turn as chair gave them a clearer stak e in
the outcome s o f the meetings.

If th e rol e o f Chai r cannot b e rotate d regularly , and i f the perso n wit h
most responsibilit y for the positiv e outcomes of the meetin g mus t also chair
it, i t ma y b e advisabl e t o pas s ove r th e chairin g of part s o f th e meeting ,
especially when a n intense - discussio n is about t o happen , o r wher e a  vita l
point mus t be won . At such times , the Hea d o f Department must be able t o
concentrate on conten t rathe r tha n process .

The minute-taker
Nobody ever becomes a  minute-taker by choice. I t is an apparentl y thankless
task whic h often take s hours af te r th e en d o f a  meetin g t o complete . Th e
minute-taker is silenced during the meeting because o f the necessity to write;
and fe w colleagues rea d length y minute s once the y are produced . Teams
which are luck y enough t o have secretarial support often ask the secretary t o
take the minutes . In th i s way, it is shown to be a  demeaning jo b which i s to b e
done by someone wh o can b e spare d fro m participatio n in th e discussion .
And ye t minute taking is u l t ima te ly the mos t powerfu l position. The minute s
tell the story of a meeting, and because they are usually the only record, some
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people writ e the m i n suc h a  way as t o chang e decision s made. Ho w ofte n
have you read th e minute s of a meeting you attended, an d foun d i t difficul t
to recognize the reported discussion ? And the agreed outcome s and actio n
to be taken often appear t o be new information!

On ou r courses , whe n explorin g issue s abou t teams , teambuildin g an d
meetings, we suggest that the minute-taker, or scribe, writes agreed notes , in
front o f the team. We provide flipcharts, and th e scribe writes the outcomes ,
or agreements , o f the meeting , no t a  verbatim report , a s it is happening. I n
this way, those presen t a t the meetin g can se e and thu s agree what is to be
written - onl y action point s are written down. The scribe can participate in
the discussion because th e tas k is less onerous; an d mos t of the work is done
during th e meetin g - onl y one or tw o sheets o f flipchart pape r ar e to be
transcribed (som e schools have a machine capable o f reproducing A4 notes
from a  sheet o f flipchar t paper) . Th e adde d benefit s are tha t i t is easier t o
clarify the discussion, and t o see as well as to hear the points listed as they are
agreed.

Other participants
Many people fin d attendin g meetings intimidating, especially when joining
one fo r the firs t time . There are ways of making meetings less intimidating,
and muc h o f th e responsibilit y for feelin g mor e effectiv e i n meeting s lies
with th e peopl e wh o attend them . There ar e som e basi c guidelines which
may be useful , especiall y when a participant i s representing a  constituenc y
which requires them to make uncomfortable points, or which believes that it
is never heard clearly .

It is important to read the necessary paperwork befor e th e meeting. In this
way, clarification ma y be requested fro m ke y people befor e th e meeting, but
the representativ e i s also read y t o challeng e o r suppor t wher e necessar y
during the meeting. Papers annotated with highlighter pens and notes allow
a participan t to b e read y wit h relevan t arguments and question s as eac h
point is raised. If the papers are not delivered in the order i n which they are
to be rea d a t th e meeting , the recipien t can pu t the m i n th e orde r o f th e
agenda, marking clearly which pape r goe s with whic h agend a item.

It is advisable to keep all papers from eac h meeting in files relevant to that
set of meetings. Then th e file can be taken to the meeting, with the possibility
of referring to previous appropriate discussions , and th e participan t i s less
likely to lose the paper s afte r th e meeting !

If someon e wh o i s to tak e par t i n a n importan t meetin g tend s t o fee l
intimidated durin g meetings , o r i f the y hav e bee n aske d b y thei r con -
stituency to raise difficult issues , it is advisable to try to ask questions in role .
In tha t way , it ca n b e fel t tha t choice s ca n b e mad e abou t no t askin g
uncomfortable question s a s a 'naughty ' o r 'difficult ' newcomer , bu t a s a
dignified an d thoughtfu l representativ e o f severa l othe r importan t an d
professional colleagues. Indeed, i t is sometimes helpful t o practice questions
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be-fore a  meeting . \ \ i i h s \ i n p a i h e - t i e fr ie-nds . an d i n pla n a s muc h o f th e
arguments as possible i n preparation .

Meetings - a summary

To summari/ c abou t on e o l th e mos t visible * managemen t activities , i f i t is
accepted tha t a  meeting is necessary the n these are some of the pointers t o a
successful meeting .

The purpose - o f th e meetin g shoul d b e clea r t o al l befor e i t
begins.
The s t ruc tu r e an d con ten t o f the meetin g shoul d be clea r t o all
before i t begins.
The meetin g w i ll b e ru n i n such a  wav as to achieve the expected
outcomes.
The meeting wi l l no t necessarily be chaired b v the - team leader -
chair ing a  meetin g i s excellent professiona l development.
The meet in g wi l l b e organi/e d i n suc h a  wav as to give cveiyone
a t t end ing a voice. Strategies fo r sharing informat ion befor e an d
dur ing the meet ing arc- helpful , an d a  f ac i l i t a t i v e chair wi ll ensure
tha t peopl e wh o arc - slo w at takin g the - Moo r ar e encourage d t o
speak, an d those - who tal k to o muc h ar e laclful l v quietened .
The agenda , compile d wi t h ope n access , wil l be - availabl e t o al l
concerned befor e t h e - meeting.
Papers fo r t h e - meetin g wi l l b e c i rculate d earl y in orde r t o giv e
people enoug h t i m e - t o prepar e fo r t h e - meeting.
The- meetin g wi l l begi n an d en d o n time , an d the - t ime - wil l b e
spent purposefully , faci l i ta te d b y a chair whose sole 1 responsibility
is to pav a t t en t ion t o th e proces s of the meeting .
Agreed actio n point s an d othe r relevan t agreement s wil l b e
minu ted b r i c f l v an d succinctly , an d circulate d shortl y a f t e r th e
meeting.
The agend a fo r ihc next meetin g wi ll take - i n to account t h e - action
points, t h e - agreed points , and a m re-levan t i n f o r m a t i o n fro m th i s

Addressing meetings

I a m alway s surprise d b \ t h e - numbe r o f middl e an d senio r manager s i n
schools wh o at te-n d ou r course s an d wh o appea r reluctan t t o spea k t o th e
whole group i n whic h thc v ar e working . Our group s ar e neve r large r tha n
twenty people, an d vcr v few school classes these davs hold fewe r tha n twent y
young people . I  suspect t h a t fea r causes the - reluctance- , and tha t th e fea r i s
one common to main teacher s - a  fear o f bein g foun d out , of being seen not
to know the answer , and o f appearing witless . And ye t these ' are teacher s wh o
regularly work with se-vera l different classe s of voting pc-oplc each day . There

meeting



Working with people 69

seems t o b e a n appreciabl e differenc e betwee n holding th e at tent io n o f a
class of adolescents and talkin g informatively t o a group of adults who share
the sam e professiona l interests.

Indeed, I  have vivid memorie s o f th e mos t difficul t meeting s I  addressed
professionally. Whe n I  was a schoo l teacher , m y earliest session s of leadin g
assemblies with th e schoo l i n which I  worked (65 0 young people and staff )
were precede d b y severa l week s o f preparatio n (over-preparation) , an d
several nights without sleep. The fea r of'drying' woke me up in panic several
times. An d I  woul d onl y voluntee r t o tak e a n assembl y whe n I  ha d th e
foundations o f an ide a fo r a  session firml y embedde d i n m y consciousness .
Despite m y panics , I  continue d t o pla n an d delive r assemblie s no t fo r
religious reasons, but because I  finally came to love the sense of performance
and audienc e that I felt, and th e adrenalin rush af ter i t went well that helpe d
me sai l throug h a  mornin g of th e mos t diff icul t teaching . I  ha d th e sam e
intense mixture of feeling s when I  attended staf f meeting s in a  school wit h
about seventy-fiv e member s of staf f who me t togethe r once eac h term .

I did no t hav e stage fright when teaching, and I  was not overcom e with fear
when preparin g m y lessons. The fear s cam e when I thought about address -
ing a n 'audience ' o f vastly mixe d experienc e an d expectation s - staf f an d
young people, or when planning to talk to people (th e whole staff) I  was not
used t o addressin g a t tha t stag e i n m y career. Thes e ar e tw o separate bu t
equally important points:

a fear that I would not be able to find a  universally appealing subject, and
once I  foun d it ,
my suspicion that I would not b e able to tal k abou t i t i n a language and
with reference s which would be understoo d b v eveiyone listening .

Young peopl e wh o ar e sociall y adep t lear n t o spea k severa l differen t
dialects, includin g those o f home , o f thei r friends , o f forma l school inter -
actions an d o f les s forma l schoo l interaction s wit h thei r peer group . Th e
most socially adept o f them learn to speak al l these dialects without patroniz-
ing or puzzlin g the people with whom they speak. They appear t o be able t o
enter severa l d i f fe ren t discourse s withi n on e institution , and ar e abl e t o
choose the right one fo r the right occasion without difficulty. However , many
teachers seem to lose that ease on attaining adulthood, and the y often talk to
eveiyone within the school i n exactly the same tones. Indeed, teachers' styles
of speech ar e some o f the mos t frequently caricature d aspects of the teasin g
between teacher s and youn g people .

Nonetheless, i t i s clear tha t man y teachers us e languag e a s a  barrie r t o
protect themselves from thos e who criticize them. Some teachin g colleagues
speaking i n publi c o r t o larg e group s o f youn g peopl e ar e quit e likely ,
perhaps unconsciously , to us e language a s a for m o f control. They protec t
their professionalis m by clothing their activities in a  language tha t i s full o f
codes. Thes e code s signal who holds the cultural capital - wh o speaks and
understands enoug h o f the education jargon to be able to enter int o an even
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and informe d discussio n w i th teachers . Jargo n symboli/e s knowledg e an d
power, and ca n easil y be use d t o silence thos e who do no t understan d th e
significance o f the language .

So, it is important to be dear when addressing a  meeting that the languag e
to be used i s to include and no t exclude those who are being addressed. This
is another mora l issu e - a  balanced, two-side d discussion is a way to encour -
age bot h feedbac k an d support , an d t o ensur e tha t a  schoo l reall y doe s
reflect th e view s o f it s community. So i t i s necessaiy t o mak e sur e tha t th e
language i s not veile d in jargo n an d professiona l allusions, but i s clear an d
simple without being pationi/ing .

All effectiv e teacher s kno w almos t instinctivel y tha t peopl e understan d
and lear n bes t whe n informatio n i s communicated t o the m b y more tha n
one sense . I n othe r words , whe n addressin g an y grou p o f peopl e i n a n
information givin g or gathering or decision-taking meeting, i t is advisable t o
use visua l aids , howeve r simple . Ke y words migh t be writte n befor e o n a n
overhead transparency , or on a board at the fron t o f the room; a n annotate d
agenda wit h ke y words an d a  glossar y ma y b e give n ou t a t th e meeting ;
fl ipcharts ar e importan t tools, becaus e sheet s o f f l ipchar t pape r ar e usefu l
ways of recording suggestions , and the y can be lef t visibl e to the group when
the discussio n move s on .

Teachers wh o hav e excellen t classroo m ski l l s becom e tongue-tie d an d
inaudible whe n the y are expecte d t o address a room o f adults. An d eve n i f
they ar e audible , the y ten d t o spea k s o fas t tha t i t i s almost impossibl e t o
distinguish wha t the y ar e saving . Nerve s ofte n mak e novic e publi c speaker s
breathless, an d ey e contac t i s avoided b y thos e wh o ar e embarasse d t o b e
seen an d hear d i n public.

A publi c speaker mus t f i rs t decid e why i t i s necessaiy t o speak : i f i t i s t o
inform, the n th e speakin g mus t be welcoming, accessible, and easil y heard.
If it is to ask for information or permission , then i t must be al l of the former ,
and mus t make i t clear tha t interactio n an d respons e are welcome .

Then, i f stage f r i g h t stop s th e clea r cal m deliver y of a n imprompt u an d
virtuoso speech (an d no t man y people can manag e tha t ) , it might be as well
to take tim e before t o prepare th e tal k carefully , wit h visua l aids to break u p
the monoton y o f the spoke n voice . I t is advisable t o check tha t all machine s
are working before the session, and tha t the speaker know s how to use them.
Loudspeakers an d microphone s ca n distort voices surprisingly, so practice in
the empt y roo m befor e the sessio n ca n b e helpful .

If good plannin g and carefull y prepare d visua l aids stil l do no t alla y fears ,
it migh t hel p to decide to address the audience in role . Speakers persuade
themselves tha t the y ar e clea r an d carefu l speakers , an d tha t the} 7 hav e
something importan t to tell people . They walk slowly to where the y are going
to speak , the y tak e som e slo w an d dee p breath s whil e lookin g carefull y a t
those aroun d them , and the n they begin confidently . And the y will begin t o
feel mor e confiden t a s they proceed. They sometimes need a  reminder t o
speak slowl y and clearly , making important points verbally and visually, an d



Working with people 71

not t o be afrai d of silence if they ask for response s a t th e end . I f they have
spoken well, their listeners will be engrossed i n their speaking, and wil l nee d
time to make sense of it . They then nee d t o formulate thei r questions, and
will probably be feeling at least as uncomfortable as the initia l speaker when
speaking in public.

Working with governors an d parents
Some school s an d teacher s stil l hav e a  grea t dea l o f wor k t o d o t o buil d
productive an d trustin g relationships with parent s an d governors . Britis h
educationists are only beginning to understand the importance of recogniz-
ing an d learnin g fro m th e communit y in whic h the y work . Historically,
parents and governors have been kep t at a protective distance from school s
- teacher s hav e trie d t o keep th e power o f decision-making about educa -
tional matter s t o themselves , seeing i t a s a professiona l activity . Bu t thi s is
now no t onl y illegal , it i s recognized a s a  waste o f powerfu l an d dynami c
resources. Morally , too, i t may be see n a s an unworth y attempt t o divorc e
young people fro m thei r communities.

The separatio n o f teachers fro m othe r intereste d adult s grew out o f th e
tension between teachers and other adult s about the efficacy of education in
this country. Teachers ar e i n a  uniqu e position professionally i n tha t the y
prepare an d develo p thei r professiona l expertis e ove r man y years , bu t
because al l adult s hav e bee n throug h a t leas t eleve n year s o f schooling ,
everyone is expert i n receiving  schooling. Thus criticis m o f teachers ' work is
made b y people wh o hav e a  ver y importan t but partia l experience o f th e
work of teachers. Everyone has intense but particular experience of teachers'
work, and i t is easy to generalize from tha t particular experience.

The tw o groups o f non-educato r adult s mos t involve d i n th e wor k o f
teachers ar e parent s and governors . Parent s obviousl y have a great stake in
the outcomes o f schools, an d are both members o f the community in which
the schoo l i s situated an d 'consumers ' i n tha t the y are usuall y closely and
intensely affected b y the activitie s of th e school . Governor s are als o stake -
holders, bu t usuall y a t a  greate r distanc e fro m th e schoo l tha n parents ,
unless they are parent governors. Their involvemen t is often political or as a
way of paying back and supportin g the community .

Governors have a voluntary involvement in the school - the y are not paid
for thei r service s - bu t the y have a big legal responsibility . Parents hav e a
much mor e personal involvement in a school, an d th e performanc e o f the
school ma y have a real influenc e o n thei r lives .

Governors
The DfE E guid e School  Governors  - a  Guide  to the Law (DfEE, 1994 ) list s the
following power s and dutie s of the governin g bodie s o f county, controlle d
and specia l schools . The y are simila r in spiri t to the guideline s for special ,
grant maintained an d aided schools.
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Governing Bodies: Their Powers and Duties and Relationship with the Head

helping i < > establis h ( w i t h t h e head ) th e aim s a iu l policie s o f th e school , an d
hou ih c standards of education ca n h e improved:
deciding t l i c condt ic l o f ihc school - t h a i is . hou i n general terms , i t should b e
i n n :
helping t o drau u p ( w i t h th e hea d and s t a l l ) (h e schoo l developmen t plan :
helping l o decide hou t o spend t h e - school' s budget:
making sur e tha i ihc 1 Nationa l Curriculu m an d religiou s educatio n ar e
laughl:

selecting th e head:
appoint ing , promoiing , snppoi t ing and d i s c i p l i n i n g othe r stal l :
a c t i n g a s a  l i n k betwee n th e loca l c o m m u n i l v an d the 1 school:
drawing up .in a c lion pla n al te r an inspection , and monitorin g hou th e pla n is
put into practice.

Several o f thes e power s an d dutie s relate direct l y to th e wor k of a Head o f
Department. Th e tensio n her e migh t h e tha t peopl e wh o have , n o pro -
fessional understandin g o f leachin g an d learnin g ar e involve d i n
decision-making abou t schoo l work . Bu t ilie y hav e a  lega l responsibilit y fo r
those decisions . An d the v ar e ofte n representative s o f th e loca l communit y
and o f th e childre n wit h who m teacher s work ; ihe v o f f e r a n interested ,
t h o u g h t f u l an d 'other ' perspectiv e o n th e Hea d o f Department ' s manage -
ment responsibility . The y also of ten hav e particula r professional expertis e to
make u p fo r certai n gap s i n th e skill s o f educationists : f inanc ial manage -
ment, buildin g management , knowledg e abou t l iv in g an d workin g wit h
people with specia l educat iona l needs , l inguis t i c an d cul tura l expertise , an d
political skills . So , i t i s necessar y t o buil d a  share d understandin g o f th e
di f fe ren t role s entailed, and a  mutual respect an d toleranc e o f differences. I t
is an importan t managemen t tas k to f i n d a  way of working constructively wi th
governors.

As teachers progress through thei r profession (an d a s thev get older), they
f ind themselve s fa r less often i n positions where thcv do no t have responsibil-
ity lo r proceedings, or where the y are regularl y ill at ease' because they do no t
understand procedures . I t was a veiy salutary experience fo r m e whe n I  di d
a spel l o n Jur y Servic e shortl y a f t e r I  ha d bee n promote d t o Hea d o f
Department. I  reali/ed t h a t s inc e I  ha d l e f t f u l l - t i m e education , I  ha d rarel y
spent severa l consecutive fu l l dav s wi th a  group of people I had no t chose n t o
be wi th , o r fo r who m I  ha d n o rcsponsibilitv . 1  had slowl v becom e use d t o
choosing wi t h who m I  spent t ime , o r a t tempt in g to hav e some contro l ove r
those' people - w i t h who m I  had  t o spen d t ime- ! An d becaus e experience d
teachers usuall y wor k i n t h i s way , i t i s eas y t o forge t th e vulnerabil i t y an d
silence o f peopl e wh o do no t d o s o -  wh o have , fo r example , n o clea r
discourse o f education t o brin g t o a n educatio n debate . This vulnerability
and silenc e d o no t allo w fo r ful l participatio n i n th e discussio n an d coul d
encourage mistrus t an d sabotage . I t i s important, therefore , t o hel p gover-

(P.15)
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nors t o enter th e educationa l discourse , whil e encouraging them t o retain
their own questioning and th e expertise for which the y were initiall y invited
on to the governing body. And teachers might try to enter the discourse of a
non-professional engagin g with education .

We hav e foun d tha t i t i s important fo r participant s o n ou r course s -
teachers who are managers in schools - t o understand how it might feel to be
a member of a governing body who has been co-opted because of member-
ship of the loca l community , or because of involvement in a  local business.
Suggested Activity 1 9 is a way of encouraging that understanding.

Suggested Activity 19

Working with Governors
We have developed an activit y that you might use with your team, in
order to understand better some of the -jpsQssijble problems, and to think
more carefully abou t how you might work with governors. Stages S , 4
and 5 of the following activity shoui$ foe written on a handout and given
out to members of the team with their unlabeiled envelopes.

1 Mak e sure that you have enough roles so that there is one for each
person in your team.
Choose th e role s fro m th e following , makin g sure tha t yo u have a
Chair:

2 teacher governors;
2 parent governors (one of them chairs this sub-cornmittee);
1 deputy head;
2 political governors;
1 membe r o f th e support , staff , nominate d a s representativ e h y

support staff ;
1 local business person governor;
a co-opted governor representing the largest ethnic minority.

(Remove a political governor if necessary, or add the bursar or another
co-opted governor)
2 Writ e the roles clearly and large enough to be seen across the table
on one side of a folded sheet of A4 paper, so that it will stand up and can
be used as a nameplate. Put each of them in a plain envelope, so that
they are handed round to the members of the tea m who cannot tell
what is inside.

3 Eac h of you should now put your 'nameplate* in front of you, s o that
the othe r participant s in th e meetin g kno w th e rol e you represent.
Make sure that everyone is clear about your role and the type of school
before the meeting starts ~ TONE IN. Don' t he afraid t o ask clarifyin g
questions.
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4 Th e tas k i s t o hol d a  specia l meetin g o f designate d governors ,
teachers, and .suppor t staf F to agree sonic guidelines (approximatel y
six) to help governors and staf f work together effectively . These recom-
mendations ar e t o b e presente d t o th e Governin g Bod y for
consideration as policy. This is to be a positive and constructive meeting
where everyone wants a successful outcome . However, participants ar e
requested to keep i n role, remembering particularly the need s of th e
people they represent .
5 Begi n the meeting, it will last for SO minutes after people have been
given and hav e understood their roles.
6 Whe n th e S O minutes are over , th e chai r o r a n appointe d time -
keeper should end the session, and then, make sure that even-one is out
of role.
? Tal k abou t wha t you learnt from doin g thi s activity abou t bein g a
governor wh o migh t no t b e abl e to understan d wha t i s happening.
What was it like to feel silenced? What was it like to feel powerless ?
8 Retur n to the guidelines to help governors and staf f work together
effectively, that you drew up while in role. Would you add anythin g to
these guidelines after talkin g about the role-play itself?

It is important not to see governors in a negative or deficient way. As well
as recogni/.ing their 'other' expertise, it is important to explore ways of
attuning them to the school. Some schools have linked their governors with
departments or faculties. This helps to involve governors more closely in the
management of the teaching and learning in the school - they can under-
stand more clearly how their deliberations and decisions affect what is
happening in the classroom. And each department or faculty has a 'cham-
pion' on the governing body. In this way, the work of the governing body is
informed by a reality based on knowledge and understanding.

If the staff of a school decide to work co-operatively with their governing
body, the relationship wil l be productive and creative. If the relationship is
one of mistrust and competition for power, it can only be time-consuming
and destructive.

Parents
As expectations about accountability increase, teachers, and especially
Heads of Department, talk more frequently to parents and guardians and to
other involved adults about the work they and their team do. And they
usually find themselves, or think that they are going to find themselves,
defending their professional practice to a constituency which has a stake in
their work, and an intense but often partial understanding of it. So they often
expect to begin from an adversarial position, and they prepare their session
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by cloaking their work in a professional languag e which conf i rms some of the
suspicions o f thos e listening . Communicatio n i s no t eas y whe n on e sid e
expects t o be attacked, and th e other sid e appear s t o mistrus t th e first, side.

I have written earlier abou t th e emotiona l intensit y surrounding learnin g
and teaching . That emotiona l intensit y is often multiplie d for parents when
they experience i t again through thei r children's schooling. Their position is
usually tha t o f championing th e right s and need s o f thei r children. Som e
schools thin k tha t par t o f thei r educativ e tas k i s to hel p parent s se e thei r
children's need s withi n th e contex t o f the need s o f other childre n and th e
school. (Bac k to Adair's three interlockin g circles). Many times, as a pastora l
head, I  tried t o persuad e parent s t o balanc e thei r own children' s learning
needs with thos e o f the res t o f their class.

But o n reflection , I  a m n o longe r sur e tha t I  wa s right . Wh o shoul d
champion a  young person if not a parent? Who else knows the young person
as wel l o r understand s th e constraint s and contex t whic h hav e helpe d t o
form them ? I  now conside r mysel f arrogant t o hav e assume d tha t I  knew a
young perso n bette r tha n a  paren t migh t kno w them. 1  regularly entere d
unthinkingly int o th e competitio n betwee n parent s an d teacher s fo r th e
souls of the young peopl e they had i n common. Man y teacher s construc t a
barrier a t th e schoo l gate , an d thin k that the y know what is best fo r young
people withi n th e schoo l (an d ofte n a t hom e a s well) . The y ar e read y t o
argue wit h parent s and t o mystif y th e argument s with educationa l jargon as
a wa y of winning . Bu t i f schools ar e par t o f th e wide r society and th e loca l
community, the wishes and value s of these stakeholders mus t help to infor m
the guidin g principle s of th e school . An d t o som e extent , the schoo l i s a
mouthpiece o f th e loca l community and i s there t o serve it .

On th e whole , s taf f a t primar y schools ar e mor e use d t o workin g pro -
ductively with parent s tha n secondary schoo l teachers , and hav e gone quite
a wa y towards explorin g question s of partnership . Because th e parent s o f
primary school childre n are mor e closel y involve d i n thei r children' s lives,
they hav e a  mor e centra l plac e i n th e lif e o f th e school . Secondar y schoo l
teachers ma y fin d i t helpfu l t o visi t som e o f thei r school' s feede r primar y
schools t o see how they work with parent s -  notin g particularly the way the
teachers an d parent s tal k t o eac h othe r an d th e wa y tha t parent s ar e
welcomed int o the work of the school . Th e communicatio n will no t b e one -
way - school s whic h work wel l wit h parent s liste n carefull y t o them . The y
have well-developed strategie s suc h a s parents' room s an d regula r time s for
informal meetings , a s well a s careful system s for consultin g on man y issues,
and bein g ready t o follo w u p initiative s which begin wit h parents .

Heads of Department , quit e apar t fro m contac t wit h th e parent s o f th e
young peopl e the y teach , migh t b e expecte d t o tel l substantiv e an d pro -
spective parent s abou t th e wor k of thei r department ; the y ma y wish t o us e
some of their skills and interest s to enhance the work they and thei r team do ;
and the y may wish t o work in partnership wit h the m an d indee d hav e them
working alongside th e young people in their classes. And why communicate
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onlv wit h parents ? Th e \ \ ide r communi t y ha s m u c h t o offe r it s loca l
school.

John Save r explore s th i s l inkage fur the r whe n h e write s about community

Those who have rcspons ih i l i i v lor s i g n i f i c a nt area s o l ' c n r r i c i i l i un - fo r departments,
families. o r e i oss-ciirricular team s - hav e t o develop th e a l > i l i l \ t o negotiate school
programmes i n relat io n t o commimi t v need s an d a l t e rna t iv e resource s available .
They hav e a n aciiv e rol e i n creatin g acces s t o schoo l programme s fro m othe r age
groups and aci'os s schools. Th e co-operative c o m m n n i iv dimension ha s to he bu i l t in
not jus t t o jo b descr ipt ions bu t t o th e ua v t h e - jo b i s seen an d done .

(Saver. 199.S . p . 72 )

In orde r t o work constru e 'lively an d productivel y wit h parent s and gover -
nors, the staf f oi a school wil l have reached an understanding about th e place
ol the i r school i n th e communi t y and abou t th e importanc e oi th e voic e o f
the - communit y in decision-makin g about th e school ' s direction an d activ -
ities. Managemen t strategie s wi l l tak e into account the- necessit y and ethica l
validity of the involvemen t o f parents and governors , an d thes e strategies will
be made clear t o all visitors to the schoo l b v such evidence a s the wa v visitors
are welcomed ; the ' communicatio n system s betwee n hom e an d school ; th e
language use d whe n parent s arc 1 addresse d b v s t a l l ; an d th e presenc e o f
parents an d governor s i n the ' schoo l durin g the 1 school dav .

Presenting the department within the school

I t i s helpfu l her e t o t h i n k abou t ho w school s wor k structurally , an d t o
understand the 1 tensions about the ' location a t which a  Hea d o f Departmen t
ft'tid\ one - tea m ( th e member s o f th e depar tment ) , ni'gotidtp*  cf/nally  wi th i n
another tea m (eithe r w i t h i n a  facult y o r dircctl v wit h th e othe r Head s o f
Department) , and A  manured h\  those' who hav e responsibility for the work of
each par t o f th e schoo l ( t h e - Senio r Managemen t Tea m o r it s equivalent)
(see Figur e 2.4).

The Senior Management Team

The Heads of Department Team, including you,
and other Middle Management teams

The member s of your team

Figure 2.4 Linkin g the - department wit h th e res t o f th e schoo l

education:

76
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The wa y the Hea d o f Departmen t works with thi s position a  Herts the wa x
the departmen t is represented insid e and outsid e th e school . A  Hea d o f
Department i s involved i n a  mixtur e of managing and bein g managed, so i t
is necessary to operate differentl y wit h differen t peopl e a t any time .

Two more structura l issues make a difference here:

1 A  member of the Senior Managemen t Team, or someone wh o manages
the Hea d o f Department, might well be a member o f the team ; and

2 Th e spiri t behin d th e decision-makin g processe s i n th e schoo l wil l
determine whether decisions are two-way or not - wh o has a voice?

Suggested Activit y 20 will help further exploration of managing and bein g
managed.

Suggested Activity 20

If you return to Suggested Activity 2 on page 5 where you were asked t o
draw a simple diagram of your schoo l and you r plac e in it, you might
acid som e more stages to your diagram which wil l make th e tension s
clearer t o you . Yo u will nee d severa l different colours , an d a  larg e
enough piece of paper to hold arrows Hying in several different direc-
tions.

1 Dra w the arrows between you and those for whom you have manage-
ment responsibility , makin g th e thicknes s o r strength , o f th e arro w
signify th e strength of the communication between yon.

2 I n another colour, draw arrows between yo u and those people who
manage y»u,  again makin g the m stronger or thicker in relation to the
strength of the communication between yon,

3 I n a third colour,, draw in the arrows between you and those people
with whom you share management responsibility - for example, other-
Heads of Department Indicat e the frequency and effectiveness of the
communication, as before,
4 Ar e those arrows two-wa y or one-way? Are the different thicknesse s
of the arrows significant? Is there always negotiation, and do yon have a
way of informing o r affecting the decisions of those who manage you?

The Hea d o f Departmen t is the perso n wit h th e cleares t understanding
about managin g the learnin g and teachin g i n specific subjec t areas, s o th e
rest of the schoo l wil l nee d t o know about thei r work, and the y will need t o
know about the work i n other department s - th e young people with whom
the departmen t work s lear n fro m nearl y al l department s withi n a  schoo l
week. An d co-operation rathe r tha n ignoranc e o r competitio n model s a n
ethical way of working together.
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There" are several limes when a I lead of Department has an important
public relations role including:

describing the work of the department to parents and young
people so that ihcv will understand why they should choose to do
the specific subject for GCSK or A level;
presenting the work of the department so that young people
come to the school in order to study the specific subject with the
team;
presenting the department favourably enough to recruit the best
teachers to make up the team;
describing the work clearly enough for the OFSTED inspectors
to understand and respect what is done in the department;
listening to and negotiating with other constituent groups in the
school when developing policies and making whole-school
decisions;
ensuring that informed decisions are made about resourcing the
school - explaining the needs of the department while under-
standing and paving attention to the needs of other
departments;
talking about the work of the department to the planners and
decision-makers in the school so that it features clearly and
equitahlv enough in school plans for the future.

So in order to promote the department, a team leader needs to understand
how it f its into the whole school; they will then develop a way of describing its
work clearly and altractivelv; they will be able to show short-, medium- and
long-term planning in such a way as to show a sense of direction in the work
of the department; and the Head of Department and the department team
will be sure that thev are answering the needs of the school, the young
people and the National Curriculum when making these plans. This is an
interrelating set of issues, most of which are linked by good curriculum
planning, and bv a departmental commitment to the agreed curriculum.

In order to promote the department, it is necessary to be clear about a
communication style, which might be different depending on the con-
stituents who lake pan in the communication. This communication style will
also be informed bv educational values, and by an understanding of educa-
tional management. Suggesied Aciivilv 21 shows ;i way of exploring
communication links.

This might well be- a very salutary experience - middle managers are
caught up in education's entry into the market place- where they must sell
their products, but thev arc- still seen as teachers whose main aim is to
develop the young people' with whom they work, as we'll as they can. They are
not just pum'vors of wisdom and knowle'dge, but also formulate what counts
as wisdom and knowledge-, and are thc'ii c-ngagcd in transforming young
pe'ople* into wise- and knowledge-able1 cit i /c-ns.
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Suggested Activity 21

1 Dra w a 'map' of yourself and your links with th e differen t set s of
people an d constituent s wit h who m yo u nee d t o tal k abou t you r
department In other words, who do you promote it to? And how are
they connected to you?
2 Leav e th e map alone for a few days while you do your normal work
around the school. But while you talk to the differen t set s of people*
think about two main questions:

Why are you talking (are you selling, buying, or informing) ?
H&w are you talking (what sort of language are yon using and how

does it make the balance of power clear}?
3 G o back to the map and ftnd a way of marking the answers to the two
questions on the links between you and the constituents.
4 The n ask yourself whether the constituent s would have the same
answers t o the two questions as you have,

Presenting the department to the world outside

Some schools see certain departments as particularly attractive when trying
to persuade prospective parent s and  young people that the  schoo l is  worth
enrolling in. Sports and performing arts specialists are used to this, but other
departments such as science and mathematics are also often used as a selling
point. On prospective parents' evenings and open days , teachers are encour-
aged to use all their presentational skills to describe their work in as attractive
a way as possible. Many teachers enter into all this with a mixture of cynicism,
weariness and hope .

It i s important tha t th e leade r o f a  tea m o f teachers ha s clarified , bot h
personally and wit h th e team , why this could be a  productive activity. Quit e
apart from th e importance o f recruiting a good number and a  wide range o f
young peopl e wh o ar e full y representativ e o f th e loca l community , i t i s
important t o us e th e opportunit y to articulat e the busines s of th e depart -
ment in clear and accessibl e terms. Schools are ofte n s o deeply involved in
their dail y activitie s tha t a  regula r opportunit y to reflec t o n an d the n t o
describe tha t activit y i n simpl e term s i s ver y important . I t serve s a s a n
occasion for team members to reaffirm thei r commitment to the core values
and purpos e o f thei r wor k and the n havin g describe d i t t o themselves ,
describing it to others encourages self-respect.

There are als o time s when a  Head o f Department ha s contact wit h th e
Press, an d indee d wit h th e medi a i n general . Althoug h televisio n new s
coverage ha s evolved rapidl y over th e las t few years in a  highly competitive
industry', school s hav e very mixe d feeling s abou t contac t wit h th e media .
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Sometimes they wish t o us e the m t o represen t th e schoo l i n a  positiv e light
and t o describe pioneerin g work; sometimes the y wish t o celebrate achieve -
ment; sometime s thc v hop e t o f in d a  channe l fo r campaigning ; an d
sometimes they nee d (overage o f a  new s story.

Bill Yule and I  have wri t ten elsewher e abou t working with th e medi a whe n
a schoo l ha s been involve d in a crisi s - i t is important tha t a schoo l shoul d
nominate a staff member to deal with the medi a i n a crisis, and tha t the same
person shoul d alway s be informe d o f an y activitie s wi t h th e Pres s i n mor e
peaceful time s a s well.

One ol th e task s of schools [a l te r a  cr is i s ) mus t be t o protec t children , parent s an d
stall' from th e glar e o f publ ic i ty , particularl v during the - f i r s t wee k o r so . While (h e
media ca n hel p infor m th e publi c responsibly , i t t an als o b e harmfu l l y intrusiv e at
times o f stres s an d persona l grief . Reporter s mov e o n t o th e nex t catastrophe ; a
survivor ma x liv e fo r vear s w i t h a  foolis h quot e i n a n unguarde d moment .

A senio r perso n o n th e s ta l l shoul d b e nominate d a s pres s office r t o dea l wi t h th e
media. I t is not advisabl e to permit press and televisio n o n t o the schoo l premise s o r
to give them acces s t o staff or children unles s there are specifi c reason s fo r doing so.
All enquiries should be directed to and throug h the pres s o f f i c e r wh o can arrange to
have a  briefin g sessio n wi t h th e pres s i f necessar v (i e journalist s mav be invi te d t o a
particular pai l o f the - schoo l a t a  specif ie d t i m e ) . I I the 1 pres s ar e awar e o f thes e
arrangements, the v mav b e les s inclined to crowd t h e - school gale s or I  IT to intervie w
individual pupils , staf f o r parents . Whil e f ac tua l informat io n ma y b e give n t o th e
press, th e priva c \ o f s t a l l , votin g people an d the i r f a m i l i e s shoul d b e main ta ined .

(Yule and Gold .

It i s advisable fo r a Head of Departmen t t o spend some time thinkin g about
the relationshi p betwee n thei r department an d th e media . I f there ar e n o
whole-school guidelines , i t i s a s wel l t o develo p departmenta l guidelines .
Basically, i t i s importan t t o tr y t o hav e som e contro l ove r wha t i s bein g
reported. Tim Devli n an d Bria n Knigh t published a  veiy usefu l book . Public
Relations and Marketing  fo r Schools, which give s \ery he lp fu l advice , an d the y
suggest tha t relationship s wit h th e medi a shoul d b e a s systemati c an d
professional a s possibl e (Devli n an d Knight , 1990). I n Marketing  the  School,
Michael Marlanc l and Ric k Roger s are ver y positive about th e wa y that good
marketing ca n hel p a  schoo l develo p goo d relationship s wit h th e loca l
community. The y see tha t school s wh o manag e thei r own publicit y wel l ca n
be mor e independen t an d mor e abl e t o shap e themselve s (Marlan d an d
Rogers, 1991) .

Where possible, th ink f i r st abou t why it is neeessan t o involv e the media ,
describe th e relevan t wor k a s clearly and unequivocabl v as possible , an d al l
the tim e thin k about th e effects of this publicity about th e school on th e loca l
and nationa l community . In th i s way, those people who wor k i n schools will
ultimately have mor e control oxe r thei r professiona l activities .
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Managing resources

Many managers i n education thin k about 'resources ' a s finances, and ar e
overawed by them: 'I came into teaching to teach, not t o work with money! '
But every educational aim , and ever y decision a t any leve l o f management ,
has a resource implication and must be planned for . It may well be a financial
decision becaus e tim e and people ultimately cost money, but there are other
important implications too and thes e ar e usuall y educational.

Diffidence abou t finance s i s mad e wors e b y th e fac t tha t almos t ever y
school ha s a different syste m for agreeing an d distributin g resources. Som e
systems rely on team s of school-based people, and others are dependent on
one ke y decision-maker. Local Education Authorities have developed differ -
ent financial formulae, and hav e devolved different monie s to their schools,
and s o som e hav e kep t mor e contro l tha n other s ove r th e mone y an d
attendant decision-making .

What resources?

It i s importan t t o thin k abou t wha t i s covere d b y th e wor d 'resources' .
Obviously money receive d a s the outcom e of departmental bidding . Bu t it
also encompasses al l the people -  staff , bot h teachin g and support staff , are
the most expensive resource i n any department. I t also includes equipment,
materials, space and facilities , which vary depending on the curriculum area,
and tim e allotted t o the department .

Resources and equity

One outcom e o f th e change s ove r th e las t fe w years abou t school-base d
resources is that issues of equity which include race, class, gender and specia l
educational need s n o longe r res t wit h loca l authorities . They hav e becom e
the responsibilit y of specific schools , who have more freedo m i n these area s
than previously. However, the resourcing of schools could become especially
problematic because when ther e ar e finite resources but seemingly infinit e
demands mad e o n them , views about equit y are tested hard .
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In 199 5 Sharo n (iewirtz , Stephe n Bal l an d Richar d Bow e publishe d
Markets, Choice  ami  Equity  i n Education  which describe d th e finding s o f a
three-year study about the effects of market forces on schools and education .
They identified a  number o f key trends which they noted in th e schools in
their stud y whic h showe d th e effect s o f th e marke t o n issue s o f equity .
Although the following summary of their findings appears initiall y to refer to
whole school s an d thei r relationship to their communities and t o the wider
context o f society, there ar e some ver y important lessons here for Heads of
Department t o thin k abou t whe n bidding fo r th e resource s the y offe r th e
young people through thei r curriculum responsibility. These points shoul d
be remembered b y those who are i n the proces s o f bidding for resources .

1 Concern s about imag e are drivin g schools in som e instances to adopt short-term
and superficia l solution s to deep-seated problems which ideall y require a significan t
investment of tim e and resource s to resolve .
2 The marke t i s encouraging schools to pass the buc k of responsibility for the mos t
socially and educationall y vulnerable students and thi s appears to be leadin g to an
intensification o f segregation acros s local schoo l systems .
3 School s are introducin g practice s whic h ar e likel y t o resul t i n increase d socia l
segregation an d provisiona l differentiatio n withi n institutions .
4 Th e marke t appear s t o b e effectin g a  redefinitio n an d a  narrowin g o f scope of
schooling to exclude the socia l dimensions of education.
5 By promoting a view of schooling and childre n as commodities, the marke t may be
generating a new 'hidden curriculum ' o f the school .

(Gcwirtx, Bal l an d Bowe , 1995)

Departmental resources

Every school ha s a different syste m for bidding for and allottin g resources. I t
is vita l tha t Head s o f Departmen t understan d bot h th e over t an d th e
micropolitical system s as soo n a s possible , becaus e th e financia l yea r i s
different fro m the academic year, and forma l bidding cycles usually begin i n
the middl e of the schoo l year . In a well-organized school , th e biddin g cycle
has a long ru n u p t o the final decision-making phase, and mos t of the staf f
will tak e par t i n i t at som e stage . I n a  les s well-organized school, deadline s
always arrive before staf f are ready for them, and micropolitica l relationships
have too much influenc e ove r the decision-makin g processes.

Structurally, biddin g system s ar e differen t i n ever y school , an d i t i s
necessary tha t team leader s d o no t fee l worrie d abou t askin g for frequent
explanations in order to understand the system with which they are working.
If the y ar e embarrasse d abou t no t understanding , o r worrie d abou t th e
mathematical or financial complications, they may well remember tha t this is
about supportin g th e learning and teaching in their departments, not abou t
their ow n intellectua l capacities! And fo r a  ne w Head o f Department , th e
differences between systems are an excellent excuse for the necessity of more
explanations.

Many school s tr y t o reflec t thei r philosoph y o f educatio n i n th e wa y
management decision s are made . Thus the y publish dates to all staff durin g
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the year when decisions have to be made at different stages about resourcing
the wor k o f th e school . They als o publis h explanation s of th e decision -
making processes, and ar e clear about the information necessary to infor m
the decision-making . This informatio n might be a  simpl e and universall y
accepted pr o forma , o r i t might be in the for m o f a presentation from eac h
Head of Department.

The fina l resourcin g decision s ar e sometime s mad e b y representativ e
groups of staff members who process the departmental information given to
them b y comparing i t to an agreed an d publishe d se t of criteria fo r fund-
ing-

Numerous change s i n th e system s fo r fundin g school s mean s tha t th e
formula fo r th e resource s give n to school s changes eac h year . And som e
schools chang e thei r interna l bidding system s frequently. Thes e change s
mean that even well established Heads of Department have careful planning
to do when thinking about bidding for resources. And it is as well to take time
to make those plan s well ahead o f the deadlines , s o that sufficien t depart -
mental meeting s can b e use d t o addres s th e resourcin g bids . Suggeste d
Activity 22 will help to make sense of the school' s resourcin g plans.

1 A t the beginning of the academic year, brainstorm with members of
your department to pool information about the bidding system in your
school. This will include:
 relevant school dates;

 necessar y information, includin g relevant pupil numbers and pre-
vious bids;
establishing the necessary and relevant paperwork;
clarifying which peopl e are involved in the decision-making proc-
ess;

 agreeing ho w members o f the departmen t wil l mak e thei r own
decisions about the hid ;
deciding which audits are necessary within your department in order
to strengthen your bid - for example, what information d o you have
about numbers and results? (How well do you know what equipment
and material can be found in your department?)

2 Whe n th e school dates for the bidding cycle are clear and agreed,
put them int o your school diary.
3 Pla n all necessary departmental meetings, making sure that relevant

/ *  v ? *  O

information wil l be available at the right time, that all members of your
department have those dates, that they all know what information i s
necessary beforehand , an d tha t everyon e i s aware o f wha t i s to b e
achieved at each meeting.

Suggested Activity 22
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As always, ii i s important to matc h the ton e of the bi d an d th e amoun t o f
money aske d lo r (ove r t h a t expected ) wit h genera l value s and belief s i n th e
rest o f th e school . Basi c educationa l ethics abou t equity , abou t acces s t o
curricula, an d abou t a n acceptanc e o f th e developmenta l natur e o f th e
educational proces s all i n f l u e n c e th e styl e an d amoun t o f th e bid . And i t is
advisable fo r Head s o f Departmen t to decid e whethe r they intend t o wor k
within th e accepted framework , or whethe r to be individualisti c about thei r
department's needs . Whicheve r decision the y reach wil l also be informe d by
an understandin g o f whole-school needs and a  whole-school ovenie w o f the
resourcing implicat ions . I n school s wher e educationa l decisions ar e under -
pinned b y a  clea r philosoph y o f equit y an d en t i t l emen t , department s
negotiate togethe r rathe r tha n wor k fo r th e aggrandi/.emen t o f specifi c
departments.

Because o f variou s externa l influences , such a s turbulenc e i n decision s
about wha t const i tute s a  Nationa l Curriculum ; such a s th e law s abou t
provision fo r children wi th specia l educational needs; an d suc h a s the Home
Office's changin g relat ionshi p t o th e support , throug h Sectio n 1 1 funding ,
of bilingua l learners , d i f f e r e n t department s wil l hav e becom e mor e o r les s
prominent i n the schoo l i n a very short t ime . In other words, some tradition-
ally large an d comparativel y well-funded departments , wit h well-established
bidding procedures , and larg e expenditure s compare d wit h th e res t o f th e
school, ma y well f i n d the i i spendingsuddenlvcurtaile d because fewer youn g
people choose to study their subject, or because of the necessit y of teaching
larger classes . An d other departments , such a s Special Educationa l Needs o r
Learning Support, become much mor e central an d importan t t o the school
because they bring in money directly as a resul t o f changes i n lunding. They
then begi n rapi d staf f recrui tmen t drives , and thei r record-keeping system s
and scheme s for the i n d u c t i o n o f new teachers nee d added an d immediat e
resourcing.

Managing the department budget

This i s another occasio n when , i f possible, a  Hea d o f Departmen t approa -
ches the exper t fo r advice- . There are severa l time s when i t i s very helpful t o
be a  membe r o f a  team , an d i f th e perso n wi t h u l t imat e managemen t
responsibility fo r a  curr iculu m are a ha s difficultie s wit h finance s an d wit h
mathematical problems , t h i s i s such a  time . I t i s necessar y fo r a  Hea d o f
Department t o understan d th e fundamenta l principle s o f bookkeeping ,
simply so tha t the y arc- not mystif ie d i n such a  way as to b e frightened , and i t
is liberatin g to b e able - t o wor k wi t h figure s i f they so choose. However , i t is
not alway s necessar y t o se t u p o r inven t complicate d system s fo r eac h
department.

Many state school s now have either a  Bursar or someone whose chie f role
it i s to wor k wit h th e f inance s o f th e school . 77/n ' set u p th e systems , usually
alter consultation wi th staf f in order to set up a relevant and workable system .
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And they quickly become use d to working with people who are frightene d o f
figures an d finances . Goo d financia l adviser s develop budgetin g system s
which can be adapted to each departmen t i n the school. They then transmi t
the basic principles of the system to those people who are going to use them;
they monitor that they are usable and used regularly ; and, hopefuly, the y are
tactful i n checking that the work is done effectively an d i n time. A wise Head
of Department make s use of this expertise i n the organization -  whe n this
relationship works well, i t i s an excellen t example o f educatio n informin g
finance an d vic e versa.

If such an exper t i s not withi n reach , Joh n Har t has written a n approach -
able book , Successful  Financial  Planning  an d Management  i n Schools,  which
explains budgeting and financia l planning in schools. I t is addressed to those
with whole-schoo l responsibility , but i t i s as wel l t o understan d wher e th e
work of a department fit s into that of the school , and ther e ar e som e usefu l
and transferabl e suggestion s fo r forms and strategies . (Hart , 1993 )

Clearly i t is important t o kno w what resources th e departmen t contains ,
and regula r audit s ensur e tha t th e departmenta l resource s ar e healthy .
Taking into account the finding s o f Gewirtz, Bal l and Bow e (1995), quoted
earlier, departmenta l audit s ar e no t jus t abou t registerin g staffin g an d
'plant'. The y ar e abou t understandin g an d supportin g th e fundamenta l
work of the department. Decision s about what information to gather durin g
an audi t an d ho w t o interpre t tha t informatio n mus t b e informe d b y a
thoughtful understandin g about th e educationa l provisio n o f fill  th e youn g
people fo r whos e learnin g an d teachin g th e departmenta l tea m ha s
responsibility.

Les Bell, in his book Managing Teams in Secondary Schools  (Bell , 1992) , links
a staffin g audi t with th e schoo l developmen t plan . Gewirtz, Ball an d Bow e
also link resource audit s with the redistribution of teachers - i n their project,
they looked particularl y at the redeployment of learning support teacher s in
order to spend less on the pupihteacher ratio. The writers of these two books
see resourcing departments mainl y as staffing them .

Derek Torringto n an d Jan e Weightman , i n Th e Reality  oj  School  Manage-
ment, looked a t the task of management in 24 maintained secondary schools .
They wrote about th e 'contro l of resources' , an d describe d th e freedo m t o
be foun d i n well-managed resources i n a  school . They describe d a  positive
view o f resource s a s thos e thing s teacher s an d manager s i n school s ca n
control, exploi t and invest , and whic h leads t o the sens e o f ownership tha t
will produc e thoughtfu l use . I t doe s no t matte r ho w limite d th e actua l
amounts of money, time or space are, i t is the attitude to their availability and
use that i s important. (Torringto n and Weightman , 1989 )

In order to invest the auditing and sharing of resources i n the departmen t
with a  'positive ' attitude, it is necessary to have a clear an d agree d system of
audit whic h a t th e sam e tim e i s easy t o use . Th e paperwor k expecte d o f
teachers in their dail y work is so demanding that any added systems should
be quic k an d eas y t o use , an d s o persuasivel y acceptable tha t thei r us e i s



86 Head of Department

automatic. Liz Armstrong, writing with others, suggests some activitie s which
help Heads of Department to draw up easy-to-use stocktaking systems (Arm-
strong, 1993) .

Fundraising

Schools have always raised funds , bu t ther e hav e been time s when fundrais -
ing wa s the responsibilit y o f a  smal l committee , and th e spendin g o f th e
funds raise d wa s directed b y that committee. The mone y was not centra l t o
the budgeting of the school , and i t was used to buy 'extras'. Fundraising has
rapidly become mor e necessar y in schools . I n som e ways , thi s gives school s
more freedom t o resource themselves , but the wide disparity in the wealth of
communities i n whic h school s ar e situate d mean s tha t ther e i s a  wid e
disparity in the amount of money raised. I n order to erase this disparity some
schools have encouraged professional fundraiser s to work with them. Some-
times the y employ them a s consultants; sometimes the y co-opt the m o n t o
governing bodies , an d sometime s the y ar e luck y enoug h t o hav e the m a s
parents.

There are som e ethica l issue s about raisin g money, such as:
Its provenance - how was the money made, and does it matter
whether the donors ar e ethicall y sound?
Does the  money  come  with  strings attached  -  d o th e donor s give th e
money freel y o r d o the y wis h t o mak e sur e tha t the y hav e
inf luence i n som e wa y over th e wa y the mone y i s spent o r ove r
future activitie s at the school ?
WJw .should  spend  time  raising  money  —  are teacher s appointe d t o
teach youn g people, o r i s it necessary for them t o spend tim e in
fundraising activitie s in order t o get th e resource s necessary for
effective teaching ? Some peopl e argu e tha t school s shoul d no t
divert th e tim e which coul d b e use d fo r learnin g and teachin g
into tim e fo r fundraising .
Should money be raised for what were originally termed 'capital costs' -
such a s staf f salaries , teachin g material s an d buildin g main -
tenance, o r shoul d school s expec t thes e cost s t o b e pai d fro m
central fund s a s a right?

However, a radical view of fundraising i s that the provenance o f the money is
not important - i t may be being 'liberated ' fro m unethica l investments, for
example. Wha t reall y matter s i s tha t mor e mone y i s foun d i n orde r t o
support th e learnin g and teachin g i n th e school . A s a result , more youn g
people wil l b e enabled t o have access t o a broader curriculum.

Some youn g peopl e becom e involve d in fundraising for their school s -
this can once again take away valuable learning and teachin g time. But it can
also encourag e prid e i n thei r wor k and thei r school , hel p the m t o under -
stand societ y better, and hel p them t o understand mor e clearl y the value of
money a s they raise i t fo r thei r own school .
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It i s important to have thought through th e general issue s and mayb e to
have drawn up some guidelines together a s a school on ethica l fundraising.
Then i t is possible to begin t o think about fundraisin g strategies . There are
many sources of funding availabl e - local , national and international - and
those who understand fundraising processes ar e very valuable to schools.

Schools make money by fundraising activities, by seeking sponsorship, an d
by writing bids fo r funding . An abilit y t o rais e mone y i s partly luck, partly
hard work , and partl y knowledge o f the righ t place s t o apply . If a Head o f
Department has none of this knowledge, and there i s no one attached t o the
school t o help them, i t might be helpfu l to attend a  course o n fundraising
(local authority voluntary agencies ofte n ru n suc h courses). Local sponsor s
are obviously very valuable, but ther e ar e als o nationa l gran t givin g bodies
(there i s a nationa l registe r o f gran t givin g trusts) , and ther e ar e variou s
agencies withi n th e Europea n Unio n t o whic h educators i n th e U K now
have access.

It is important to take time to make serious plans . Many fundraising bids
(which o n th e whol e bring i n more mone y than fundraisin g activities) fai l
because they have not taken account of the relevant timetable, because they
have not been prepare d carefull y enough , o r because th e relevan t peopl e
have no t bee n notified . It i s necessary therefor e t o work strategically, first
finding ou t th e parameter s o f a  bid , the n checkin g th e timetabl e fo r
application, then collecting all the necessary materia l and producin g i t well
in orde r t o submi t a  stylis h bid . Suc h detail s mak e a  differenc e betwee n
success and failure , an d depen d o n a  level of commitment to the activity .
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Managing the curriculum

The curriculum

Before th e 1990s , whe n mos t educationist s talke d abou t 'th e Curriculum' ,
they took prid e and pleasur e i n f ind in g as many ways as possible t o describe
what the y meant . Th e reaso n lo r thi s discussio n wa s to sho w tha t teacher s
must b e conscious of>iv/;y////// # that young peopl e learnt when the y come to
school, whethe r intende d o r unintended , over t o r hidden , planne d a s
received o r t ransmit ted . Brainstorm s about th e curr iculum , done a t tha t
time, wer e ric h i n creativ e th inkin g about th e breadt h an d dept h o f th e
learning an d teachin g o n offe r i n schools . Indeed , teacher s wer e encour -
aged t o tak e responsibilit v fo r a s man y aspect s o f th e curriculu m a s the y
could.

We fee l abl e i o stair tha i ou r concer n i s with r / / / th c following :
1 th e intende d cur r icu lu m a s formall y state d b y th e t imetable , i n syllabuse s an d
schemes o f work , i n aims , o r a s i t exists in th e genera l bu t unstate d in ten t ion s o f
teachers;
2 the actua l cur r i cu lu m a s experienced b y pupi ls when thev are involve d i n learning
activities;
3 the hidde n c u r r i c u l u m wher e pupil s experience an d ' learn ' throug h suc h experi -
ences a s l i n i n g u p t o en te r school , wearin g schoo l uniform , standin g up whe n a
teacher enter s the classroom, or bein g locked ou t o f the school a t break and lunch -
limes;
4 the outcome of learning in le i ins of the understandings , attitudes etc. that pupil s
develop.
(This view o l th e c u r r i c u l u m implie s tha t cu r r i cu lu m evaluat io n i s concerned wi t h
questions about wha t shoul d b e taugh t a s we'l l a s (h id in g ou t wha t happen s i n th e
classroom.)

(McCormick and James . 1983 )

In recogni/in g that the schoo l curriculu m was one o f the mos t importan t
sites fo r engagin g i n an d perhap s resolvin g th e socia l divisivenes s o f th e
United Kingdom , i t became a political! } contested area. Geoff Whitt y trace s
the move s of the majo r politica l partie s i n thi s country when playin g out thi s
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contest (Whitty , 1985) . S o whe n th e Conservativ e part y introduce d th e
National Curriculum in 1989 , i t was difficult fo r those wh o were involved in
education t o se e i t dispassionately . I t wa s seen a s a n attemp t t o retai n a
sociological status quo .

Thus, man y educationists feare d tha t definition s o f 'curriculum ' woul d
become to o narro w because of the threatene d emphasi s o n th e legislated ,
taught, an d planne d curriculum . Man y peopl e feare d tha t 'curriculum '
would come t o mean 'syllabus ' only. These were often the teachers who had
thought carefull y abou t learnin g and teaching , and sa w them i n very broad
terms. Ther e wer e unfortunatel y other school s whic h already delivere d a
very narrow curriculum to the young people who attended, and tha t curricu-
lum was often based on socially constructed choices , dictated b y positions of
race, clas s and gende r and withou t any thoughtful intervention. It remains
the responsibilit y of thos e wh o manag e th e curriculu m to kee p th e inter -
pretation o f what is taught and learn t as wide if not wide r than McCormic k
and James suggest , and t o keep spaces fo r tha t which i s not i n the National
Curriculum but whic h i s seen a s important by the schoo l community.

If read i n th e mos t hopefu l light , the Nationa l Curriculum could rescu e
the learnin g and teachin g in some schools i n a t least two ways:

• th e cross-curricular strands are the responsibility of every teacher
in a  school, and ar e carefull y monitore d b y OFSTED (althoug h
other than th e easil y monitored stran d o f Information Technol -
ogy, OFSTE D inspection s are no t alway s strong o n evidenc e of
cross-curricular strands);

• narrowl y defined subject areas migh t be broadened.

Indeed, to many schools, the National Curriculum offered an opportunity to
redefine scleroti c old notion s o f 'curriculum' , 'syllabus ' an d 'subject' . I n
order to se e this most clearly , i t is exciting to visi t a well-organized primary
school. Primar y curriculum coordinators hav e engaged i n carefu l curricu-
lum mappin g whic h allow s the m an d thei r colleague s t o identif y wha t is
taught at which Key Stage an d throug h whic h discipline and medium . They
have develope d strategies , structures , knowledg e (an d almos t a  ne w lan -
guage) t o ensure tha t the young people with whom they work have access to
a balanced and broadly-based curriculum. Some of these mapping strategies
could b e incorporate d int o plannin g activities i n secondar y schools , espe -
cially when keeping trac k of cross-curricular strands. Suggeste d Activit y 2 3
offers a  strateg y t o begi n a  departmenta l discussio n abou t curriculu m
provision.

This activity is based o n th e premis e tha t it is the responsibilit y of a Hea d
of Departmen t t o remin d th e tea m t o kee p definition s o f 'curriculum ' a s
broad as possible.
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Suggested Activity 23

1 Wit h all the members of your department, brainstorm 'curriculum',
reminding the m tha t a  brainstor m include s al l 'of f th e wall * ideas ,
without judgemen t

2 Whe n the brainstorm has run out of steam, talk about the different
suggestions, putting a ring round those for which you and your depart-
ment are able to take direct responsibility.

3 Kee p this brainstorm to refer to when you plan the curriculum more
formally withi n your department Tic k of f the suggestion s you have
ringed when yo u incorporate them in your planning.

Being the 'expert' in a curriculum area

In other parts of this book, I  have sought to articulate the expertise necessar y
for curriculu m leadership and t o clarif y th e require d balanc e betwee n th e
importance o f havin g and maintainin g subjec t knowledge , and developin g
the abilit y to lead othe r teachers through the learnin g and teachin g of that
subject.

It seem s clea r tha t 'Hea d o f Department ' i s a role which teachers take o n
with on e se t of skills , but whil e they are i n the rol e the y develop another se t
of skills. Although the Teacher Trainin g Agency's Subject Leader Qualifica-
tions ma y eventuall y chang e thi s i n som e way , i n practic e Head s o f
Department ar e promote d t o th e pos t becaus e the y kno w a  lo t abou t
learning and teachin g in their subject. While doing the job the y necessarily
develop th e managemen t skills which help them t o develop tha t knowledg e
in th e res t of their team. A skimming read-through o f the advertisements for
Heads of Departmen t in a  current issue of The  Times  Educational Supplement
shows that the mos t common phrase s use d t o encourage teacher s t o apply
for Hea d o f Departmen t posts ar e tha t the y should b e 'well-qualifie d an d
experienced'. Combined wit h these requests , on e advertisemen t ask s for an
'inspirational Hea d o f English' , tw o would lik e peopl e wit h 'enthusiasm' ,
and ye t anothe r woul d lik e 'energ y an d dynamism' . I t appear s fro m thi s
quick piece o f research tha t knowledg e and experienc e are b y far the mos t
important attributes, but energy and enthusias m might be welcome!

It i s necessary fo r goo d Head s o f Departmen t t o kee p severa l differen t
parts o f thei r job in balance with eac h other :

subject knowledge;
pedagogical understandin g - ho w learning and teaching can be
best encouraged ;
systems and strategie s for monitorin g an d evaluatin g their sub -
ject;
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knowledge and understandin g of the lega l frameworks fo r their
work (th e National Curriculum , SEN provision, cross-curricular
strands, and s o on);
management qualitie s and skills ;
an understandin g o f th e whol e schoo l an d th e plac e o f th e
department i n the school .

These are no t i n any hierarchical order, but i t is important t o think about
which one s shoul d b e th e chie f activit y an d responsibilit y of th e Hea d o f
Department, an d whic h ones ca n b e delegate d t o othe r member s o f th e
team. It may be that all are significant at some stage but not at the same stage.
Depending o n th e expectation s of th e pane l tha t appoints a  new Head o f
Department, it could be understood tha t all curriculum leaders initially need
subject and pedagogica l knowledge , but the y must show that they have th e
ability to develop the other area s as they progress i n their role.

Is it necessary that curriculum leaders ar e alway s at the forefron t of subject
knowledge, or is it more important for schools that they are at the forefront
of understanding about everything else on th e lis t above? Clearly, they could
ensure tha t some team members ar e a t the forefron t of subject knowledge,
and b e ready to ask them to share thei r expertise with everyone else.

It i s important t o hav e though t abou t thi s question an d com e t o som e
conclusions fo r severa l reasons , bu t chiefl y fo r professiona l developmen t
arguments. What is it really necessary for the tea m leade r t o generate, an d
what can be developed i n team members? Might it not be possible that team
members, especially new teachers fresh fro m teache r education an d there -
fore mos t recently on th e receip t of the mos t up-to-date informatio n in th e
subject, can best be expected t o provide subject expertise, and the leader be
left t o co-ordinat e al l the othe r part s o f th e work , as long a s the Hea d o f
Department does not become hopelessly out of touch with the subject? Afte r
all, understanding about specifi c subjects , about the lega l definitions of the
subject, about the syllabus and assessment requirements and about favoured
teaching methodology al l change quickl y and fairl y often.

So course s an d professiona l developmen t opportunitie s o n th e actua l
subject migh t be lef t t o other tea m members , an d thos e o n managin g th e
subject could be offered to some members of the team and th e team leader .
A division of responsibilitie s is a helpfu l strateg y for professiona l develop -
ment. However, it is important to have an overvie w of recent development s
in subjec t areas -  regula r readin g o f professiona l journals an d Th e Times
Educational Supplement  hel p i n keepin g i n touc h wit h ne w knowledge , an d
some local authorities provide regular meetings for Heads of Department. It
may require effort t o take part in these extra-curricular activities, especially if
it has been decided tha t some members of the department have responsibil-
ity for keeping everyone up t o date wit h knowledge . But an overvie w rather
than detai l i s necessar y s o tha t th e tea m leade r know s wha t the y ar e
managing and so that the team knows that the team leader knows. When we
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ask teachers wha t ihc v want i n someone wh o manage s them, they often pu t
'knowledge' nex t t o 'people skills' .

It i s important to have sonic expertise in the curriculum area -  th e presen t
team leade r wa s probably the mos t knowledgeabl e person i n i t when they
were appointed Hea d of Department. But other members of the departmen t
will quickl y develo p mor e expertis e i n differen t part s of th e subject . I t i s
important t o retai n a n ovenie w o f th e subject , an d t o remai n ultimatel y
responsible fo r al l th e wor k of th e department . However , th e tea m leade r
could encourag e th e developmen t o f mor e curren t knowledg e i n othe r
people i n the team.

Developing curriculum aims

The connection s betwee n th e aim s o f th e schoo l an d th e aim s o f eac h
curriculum area ar e important . I f the link s are clear to all, then th e school' s
philosophy of education will be clea r t o all . Early i n thi s book I  wrote abou t
the necessit y to l i n k schoo l aim s with curriculu m aims , and I  suggested a n
activity throug h whic h a  Hea d o f Departmen t could develo p departmenta l
aims directly from schoo l aim s (se e pages 5  to 9) .

Before an examination of th is process continues , i t is important to explore
definitions o f suc h term s as 'aims' , 'objectives' , 'targets ' an d 'succes s cri-
teria'. Planning for, teaching and assessin g the Nationa l Curriculum, have all
encouraged teacher s t o be much more comfortabl e wit h strategic planning,
and the y are mor e abl e t o describ e thei r learnin g targets and t o measur e
whether young people achieve them. However, it has become clear , throug h
the work we do i n th is area with teachers , tha t we all mean something slightly
d i f f e r e n t whe n we us e thes e terms . After year s of inconclusiv e discussion , I
have reali/ed tha t th i s does not reall y matter, as long as we each us e the sam e
terms throughou t eac h proces s an d follo w th e sam e proces s wit h tha t sam e
terminology throug h t o it s conclusion. I t reall y i s no t importan t whether
'aims' an d 'principles ' mea n th e sam e thing , o r whethe r 'objectives ' an d
'targets' are synonvmous , as long as they are reall y connected t o each othe r
and th e forme r inform s th e latter . What matter s mos t i s tha t clea r an d
productive planning takes place, and tha t a process, agree d an d understoo d
by all those peopl e who ar e involve d i n it , is followed throug h s o that what
happens i n th e classroo m i s clearly connected wit h th e aim s of the school .

Some Guidelines for Writing, Objectives, Targets and Success
Criteria

Here is one se t of terminology that we suggest, and a  process that I hope
you wil l fin d he lpfu l . D o no t becom e to o engaged i n l inkin g the term s
interchangeably with thos e you already use.

Take the whol e process presente d here , wit h it s links and contacts ,
and se e whether you can us e it as an exampl e o f a planning strategy.
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Objective setting
Objectives must be related t o principles/aims; for example, one of your
principles migh t b e 't o improv e equa l opportunitie s i n th e class -
room'.

Make you r objective s a s clear a s possible -  star t wit h th e wor d 'to' ,
followed b y an actio n word .

Objectives spel l out aim s more specificall y so that theory can be trans -
lated into practice. For example, one objective for the aim above might
be: 'to  develop strategies  to ensure that teachers  pay enough attention to girls i n
class'.

Target setting
Choose achievabl e targets for the stated objective . Set short-, medium-
and long-ter m targets . B e specific here, if necessary using your diary or
your calendar. Explai n why these date s are appropriate. Fo r example :

Short term:  Awareness raising, e.g. b y introducing staff at a meeting t o
the researc h literatur e which shows that boys get more attention fro m
teachers tha n girls . To d o thi s within a mont h i n orde r t o begi n th e
process.

Medium term:  Havin g agreed a  checklis t for appropriat e classroo m
management, ensur e regula r pee r monitorin g t o establis h tha t
improvements are takin g place. Pu t the date s fo r the whole academi c
year in diaries to make sure tha t the monitorin g happens .

Long term: Arrange a meeting at which a  paper collatin g the finding s
from th e monitoring is to be discussed. This should happen a  year after
the beginnin g of the projec t t o evaluate its effectiveness .

Success criteria

These answer the question : 'Ho w will I  know when I  have achieved my
objective?'

For the above objective , these migh t include that the paper shows that
25 per cent more girls answer questions in class; or that the same pape r
shows that th e monitorin g has changed th e practic e of 75 per cen t of
the staff .

Suggested Activit y 24 will help to pu t thi s framework into practice.

Managing Special Educational Needs

I fin d i t har d t o writ e a  dedicate d subsectio n abou t Specia l Educationa l
Needs (althoug h I  was a Specia l Educationa l Need s teache r i n secondar y
schools fo r twent y years ) becaus e I  d o no t wis h t o marginaliz e issue s o f
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Suggested Activity 24
Ox? *

If as a department or a school you do not agree with the definitions of
the terms 'Objective setting1, Target setting', or 'Success criteria' in the
above Guidelines, substitut e you r own. Then tr y th e activit y i n th e
Guidelines, becaus e i t take s you carefully throug h a useful process .
Having agreed term s and looked at the process as an exercise, try it with
department members on a real piece of planning.
Then return to the activity described near th e beginning of this book
(pp. 8-9) when the school educationa l philosophy was translated int o
departmental aims. Continue from there in smal l groups withi n your
departmental team.
This work should he done in small groups of about three people. Eac h
person should tak e one curricular aim/principle fro m the six depart-
mental principles you drew up previously, Take it in turns to put it into
context for the rest of your group .
The group should look at the principle/aim, and :
- frame not more than three objectives to achieve that aim;
- se t short-, medium- and long-term targets for one objective;
- establish th e success criteria for that objective,
Repeat thi s process for each membe r o f the group . Divid e th e tim e
between you equally so that each person will have a chance to present a
curricular aim/principle .
If you have not followe d this process through s o logically before, you
will probably find that the first time you translate a departmental ai m
into specific objectives, targets and success criteria, it takes so long that
it seems to be an interminable procedure. But subsequently,, it becomes
much faster, and eventually automatic, That is when the whole activity
is really helpful an d productive, and al l the link s connect the school's
aims with what actually happens in your classroom.

special needs into a corner of thi s book, much a s young people with specia l
educational needs might be marginali/ed within a  school. I would rather th e
reader coul d se e fro m tin - whol e boo k wha t th e mai n issue s about Specia l
Educational Need s migh t be . I  hope that i t i s obvious tha t al l educationa l
planning an d discussio n mus t b e informe d b v an d suffuse d b y notions o f
equity, which shoul d includ e special young people.

However, ther e ar e tw o concepts to be explored here. One i s about th e
access rights ofall young people who are learning your subject, and the other
is about a basic understanding of the lega l requirements for the provisio n of
special education lo r al l those who need it, wi thin vour curriculum area.
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Basic rights
Young people wit h special educational needs have the basic right to equality
of opportunity . Jus t a s i n issue s o f race , clas s an d gender , curriculu m
planners should automaticall y pa y attention to givin g access t o a  balance d
and broadly-based curriculum to young people who have special educational
needs. I t is not always easy to remember specia l young people when there ar e
pressures abou t suc h indicator s as league table s - Joh n Fis h an d Jennifer
Evans in Managing  Special Education  (Fish an d Evans , 1995 ) remin d us tha t
the search fo r higher standards ha s resulted i n little attention being paid t o
developing a rationale to meeting the needs of young people who are harde r
to teach. There is another reason  fo r ensuring that educational philosophy
of you r schoo l i s translate d int o you r curriculu m aims -  mos t schools '
professed attentio n to achieving potential can be put into practice for people
with specia l educational need s i n this way.

There can be a  temptation amon g bus y subject teachers t o leave special
young peopl e t o specialis t teachers . I t i s importan t t o understan d tha t
experts in Special Education are people who understand abou t specia l ways
of learnin g an d teaching , bu t the y rarel y hav e al l th e relevan t subjec t
knowledge. The y ca n b e mos t usefull y employe d durin g curriculu m an d
lesson plannin g -  thei r expertise , combine d wit h subjec t knowledg e and
expertise, ca n ensure ful l acces s to the planne d curriculum . Schools which
have larg e an d activ e Specia l Educationa l Need s department s hav e man y
different way s o f organizin g provisio n bu t i t alway s necessitate s effectiv e
liaison between th e Head s o f the tw o departments.

Legal requirements
John Fis h and Jennifer Evan s write tha t th e Educatio n Ac t 199 3 statutor y
regulations and th e SE N Code o f Practice set out th e framework for special
education. Th e Code , Code  o f Practice  o n th e Identification  an d Assessment  o f
Special Educational Needs (DFE, 1994), has five sections:

Section On e stresse s integration , interventio n an d partnershi p
and set s ou t th e fundamenta l principle s on whic h th e Cod e is
based. I t addresse s th e necessit y of appropriat e provisio n an d
suggests tha t mos t frequentl y this wil l b e withi n a  mainstrea m
school.
Section Two sets out definitions, the responsibilities of governor s
and th e school-based stage s of assessment and provision , includ-
ing in-school and externa l specialis t support.
Section Three sets out procedures fo r the statutory assessment of
special educationa l needs , showin g the link s with th e LEA , and
assuming that all schools wil l have trained and experience d SE N
staff.
Section Fou r i s concerne d wit h th e criteri a fo r makin g state -
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men is o f Specia l Educationa l Need , an d refer s t o th e relevan t
and available ' provision.
Section Fiv e i s concerne d wit h assessmen t an d statement s fo r
children unde r live .

It i s important tha i a  Hea d o f a  subjec t department know s the outlin e o f
the Cod e of Practic e and understand s ho w i t might affect thos e with who m
the departmen t works . This is the lega l basi s for Special Educationa l Needs
provision. However , the detaile d understandin g an d interpretatio n wil l b e
the responsibilit y o f th e Hea d o f Specia l Educationa l Need s (o r thei r
equivalent), and a  member o f the Senio r Managemen t Team. It is therefor e
necessary fo r th e subjec t tea m t o work closel y with thes e peopl e whe n th e
team i s addressing curr iculu m matters . Th e lega l explanation s ma y come
from colleagues , bu t th e underlyin g expectations o f acces s fo r al l t o th e
curriculum mus t b e le d b v th e Hea d o f Department.

Managing inspections and OFSTED visits

Tin- Educatio n (Schools ) Ac t 199 2 s ign i f i can t ly transforme d the 1 mod e o f schoo l
inspection, l i replace d He r Majesty' s Inspectorat e ( H M D . a  smal l bod y o f pro -
fessionally independen t inspectors , established i n IS.'W , with HMCI/OFSTED . Th e
responsibility for school inspections was t h us assumed bv privatised inspection teams
contracted fro m the 1 centre , guide d b y a  framewor k documen t an d oversee n b y a
small numbe r o f MMls .

( K i t / an d I.ee . I99( i i n Ouston , Karle v and Fidle r (eds) , 1996 , p. 10 )

The natur e o f schoo l inspection s changed i n th e earl y 1990 s fro m HM I
inspections whic h wer e ru n b y highl y traine d an d perceptiv e inspector s
whose tas k i t wa s t o inspec t school s rigorousl y and als o a t time s t o ac t a s
critical fr ien d t o schoolteacher s (althoug h offerin g les s advice and suppor t
and mor e distanc e an d objectivit y tha n Loca l Authorit y Inspectors) . Th e
information gathere d o n inspection s had a n effec t o n nationa l educational
policy and o n pedagog y i n general. I n effect , th e relationshi p was two-way-
schools tha t wer e inspecte d were given a  clear vie w o f thei r performance i n
learning an d teaching , and th e issue s raise d b v schools wer e fe d bac k t o
inform educatio n i n th e fu tu re .

Janet Ma w (199C>) , i n th e sam e boo k as Fit / an d Le e (Ouston , Earle y an d
Fidler, 1996) , writes about the new relationship between the inspection tea m
and th e school a s one of 'hierarch y and detachment' . She places teachers as
controlled and detache d b y the process to such an extent that they appear to
have n o voic e i n th e dialogu e a t all . I t seems no w tha t school s ar e usually
observed and measured durin g an OFSTED inspectio n - i t is something tha t
is done to them -  an d the outcomes will not have any effect o n education in
general i n the future , un l ik e former HM I inspections . The relationshi p has
now become one-wax .

OFSTED publishe d th e Handbook  fo r the Inspection of  Schools  containing th e
framework fo r inspection s which tell s inspector s wha t t o inspect . School s
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originally investe d in th e Handboo k i n orde r t o understan d better what i t
was that was going t o be examined . And indeed , several headteacher s have
taken par t in th e OFSTE D trainin g in order t o 'kno w thei r enemy' an d t o
understand bette r the criteri a b y which their school s ar e t o be judged . So,
gradually th e inspectio n framework , addressed initiall y t o inspectors , ha s
been used by schools to plan their learning and teaching. They hope to make
sure tha t when they are inspected , they will be seen t o be 'doing it right'.

There is another perceived drawback with the OFSTED inspection proce-
dure: th e Inspectio n Framewor k sectio n o f Handbook  fo r th e Inspection  o f
Schools seems to be taking the place of many schools' ow n development an d
curriculum planning. Thus, in much the same way that the National Curricu-
lum is narrowing the interpretation of'curriculum', the Handbook seems to
be restrictin g the activitie s o f school s becaus e i t i s used a s a  constrictive
framework: a s a guideline for development planning . And eve n after bein g
inspected, some schools find that the action pla n they are required t o draw
up a s a consequence o f thei r inspection fits awkwardly wit h thei r previous
development plans.

The introduction to this section might seem to be full of doom, gloom an d
despondency. But it is to show the backdrop t o OFSTED inspections before
which Head s o f Departmen t can continu e t o pla n i n way s based o n thei r
departmental educationa l principles . A n understandin g o f th e externa l
context clarifie s ho w team leader s nee d t o manag e internall y i n orde r t o
import thei r own values into the inspection process .

One not e of optimism about OFSTED inspections is that among th e first
pieces of research o n th e proces s i n Englis h secondary school s were thre e
studies done byjane t Ouston, Brian Fidler and Pete r Earley , and publishe d
in th e boo k the y edited i n 199 6 (Ouston , Earle y and Fidler , 1996) . The y
showed tha t th e vas t majorit y o f th e headteacher s the y questione d wer e
positive abou t th e contributio n that th e proces s ha d mad e t o the develop -
ment of their schools.

However, the y added som e significan t advic e for thos e peopl e wh o have
management responsibilities in schools :

Research wor k currentl y being undertake n a t Oxfor d Brooke s Universit y suggest s
that classroo m teachers , a t leas t initially , ma y b e les s positiv e an d eve n rathe r
demoralised b y the process . From informa l discussio n with schools , man y report a
period of'post-inspectio n blues ' a t the end o f the inspection, but thi s may become
lessened a s the finding s become integrated wit h th e school' s work.

(Ouston, Earle y and Fidler , 1996, p . 120 )

Nicola Brimblecombe, Michael Ormston an d Maria n Shaw , in a  chapter i n
the same book, write that they found tha t more senio r members of staff ar e
probably les s anxious about OFSTED inspection s tha n classroo m teachers .
This appears t o be because senio r teachers tende d t o be heavily involved in
the process from the start, so that they have a stronger sens e of ownership of
it than was felt elsewhere in the school (p . 129) . This is another management
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issue - ho w can Heads of Departmen t involve teachers more i n planning for
inspections without drown ing them i n paperwork?

Managing the paperwor k i s a key issue for Head s o f Department involved
in th e OFSTE D process . Whe n talking to teachers on ou r courses , i t became
clear tha t thos e wh o wor k in school s wher e ther e ar e effectiv e an d usefu l
paperwork system s already in plac e a s a n integra l par t o f managin g th e
school hav e foun d preparatio n fo r inspectio n less onerous an d traumatic .
Suggested Activit y 25 may help reassure Head s o f Department about neces -
sary paperwork i n preparin g for an OFSTE D inspection.

Suggested Activity 25
This discussion is for either the Head of Department an d the second in
charge of the department, or for the whole team together:
In the paperwork sent to a school which was about to be inspected at the
end o f 1995 , th e OFSTE D team'included the following schedule for
inspection interview questions:

INTERVIEWS
A timetabl e for interviews wil l b e se t ou t befor e th e inspectio n i f
possible. Inspectors will want to interview members of staff wh o have
specific responsibilities,"especiall y subjec t responsibilities . The inter -
views about subject responsibilities will usually focus o n th e followin g
items:

management of the subject -
resources and their management
planning for pupils with different need s
content of the curriculum
arrangements for assessment, recording and reporting
standards of achievement of pupils

Evidence available may include:
exam resuIts/NG assessment/teacher assessment
samples of work
teacher plans and records
curriculum plans, time allocation, guidelines, schemes of work
resources including accommodation

What would you need to consider about the management of your area
of curriculum responsibilit y when preparing to answer the questions in
this interview schedule?

Most Heads of Departmen t who read through thi s interview schedule wil l
realize that they and thei r team members alread y have most of the necessar y
paperwork i n hand . Those middl e manager s wh o have struggled an d hav e
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worried abou t drownin g under th e weigh t o f pape r have often bee n thos e
whose school philosophies of education were not at one with the educational
aims of the OFSTED inspection. This is particularly clear, for example, when
teachers ar e workin g i n Specia l Schools fo r youn g people wit h emotional
and behavioura l disorders. Teachers mos t deeply involved in thi s work are
concerned with the whole young person i n their care, and are afraid tha t the
OFSTED inspectio n wil l focu s to o closel y o n th e Nationa l Curriculum
content o f thei r work . Thei r fear s abou t th e paperwor k includ e thei r
expectations that i t wil l deflec t the m fro m wha t they see as the rea l aim o f
their work.

Thus, o n th e whole , i n th e mainstrea m school s whic h serv e th e vas t
majority o f the schoo l population , th e question s asked an d th e paperwor k
demanded b y OFSTED team s are thos e whic h underpi n goo d curriculum
planning practice . Those teacher s wh o see themselves engaged i n work in
which curriculum planning is less important than intensive interactions with
individual young people think that they have more to fear, or more to argue
with when they are given their action points at the end o f an inspection.

Many experience d headteacher s an d senio r manager s i n schools , when
talking about thei r experiences of'being OFSTEDed', advise staff in schools
which are to be inspected to develop a sense of ownership about the process ,
in orde r t o understand full y th e procedure , bu t als o so that there i s some
room fo r negotiatio n durin g the actua l process . I n thi s way , they se e th e
process as becoming more two-way , and so they hope to have more influence
on the outcomes and on the judgements made about their schools. However,
as a  middl e manager , i t i s necessary t o thin k abou t th e researc h quote d
previously -  ho w can you and yo u team develo p som e ownershi p i n th e
process?

Here i s a summary of some point s about th e OFSTED procedure :

Although th e mai n changes in the inspectio n procedure bega n
in th e earl y 1990s , educationist s took som e tim e t o 'read ' an d
make sense of what was happening. In other words, definitions of
and research about the effects of OFSTED inspections were really
only beginning to be published in the late 1990s. This meant that
there was and stil l is a sense of the unknown about the procedure ,
which ha s lean t i t a n ai r o f myster y and som e fea r (especially
when i t became linke d wit h th e nominatio n o f good an d ba d
teachers).
There ar e ver y specifi c managemen t issue s about informatio n
within the process -  i t is important to involve the whole team in
the proces s so that the y know what is happening, withou t over-
burdening them with unnecessary paperwork .
If th e paperwor k tha t a  subjec t tea m regularl y complete s i s
agreed to be worthwhile by everyone in the team , and i s seen a s
an effective way of monitoring the curriculum in the subject area,
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it i s likely that th e team will no t hav e to do larg e amounts of extra
papeiivork fo r the inspection.
The tea m mus t kno w an d understan d wher e th e Framework  fo r
Inspection impact s o n th e specifi c subjec t area , bu t a t th e sam e
time th e tea m leader mus t tr y to keep a  wider perspective on al l
their curriculum responsibilities.

Knowing how the curriculum area is taught

Some teacher s believ e tha t th e onl y wa y a Hea d o f Departmen t can really
know ho w th e othe r member s o f th e tea m teac h i s b y enterin g thei r
classroom. There are severa l other indicators , and a  perceptive team leade r
pays attention to al l possible indicators in orde r t o kno w that good wor k is
going on . These ma y include:

discussions about teachin g methods
sharing material s
looking over lesson plans
reviewing attainment targets
collaborative plannin g sessions
and tea m teaching .

An agreed forma l visi t t o a  classroom while a lesson i s taking place, flanke d
by discussion s wit h th e teache r befor e an d afte r th e visit , coul d b e a  ver y
productive wa y for bot h adult s concerned . Bu t classroo m observatio n i s a
complicated issue , and shoul d not b e undertake n lightly .

Beginning teacher s an d newl y qualifie d teacher s ar e use d t o classroo m
visitors, but some long-establishe d teachers stil l have confl ic t ing and compli-
cated view s abou t thei r 'privacy ' whe n teachin g i n thei r ow n classroom .
There ha s lon g bee n a  debat e amon g teacher s aroun d th e definitio n o f
'professionalism'. This debate is often based on teachers and thei r autonomy
in choosing what the v actually do i n the classroom . Writin g in the sociolog y
of education referre d to the Blac k Box-the formerly unresearched void that
was th e classroo m behin d close d doors , inhabite d by teachers an d youn g
people. There is now a great deal of research an d writing about what actually
happens i n th e classroom , and th e Nationa l Curriculu m an d th e OFSTE D
procedure have made i t essential tha t there should be discussions in schools
about th e actua l activit y o f teaching . Indeed, th e GKS T accredited course s
for primar y curriculu m coordinator s mus t includ e som e tim e spen t o n
either classroom observatio n or othe r ways of ascertaining what is going o n
in th e classroo m wit h referenc e to coordinators ' curriculu m responsibility.

But ther e i s stil l a  vestigia l resistanc e i n som e olde r teacher s t o bein g
observed b y their colleagues, especially if the colleagu e (o r Hea d o f Depart-
ment) i s younge r an d mor e senior , bu t i s les s experience d i n teaching .
Sometimes thi s resistance is based on insecurity , sometimes i t is linked with
a mistrus t o f ne w idea s an d o f energeti c managers , an d sometime s i t i s
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founded o n a  mistrus t o f and disagreemen t wit h th e fundamenta l philoso -
phy o f th e Nationa l Curriculu m an d OFSTED . I t i s necessar y t o tr y t o
understand th e basi s fo r th e resistance , becaus e differen t cause s requir e
different way s of working with them .

As the probabl e appraise r o f member s o f th e department , th e Hea d o f
Department wil l be aware that the appraisa l proces s include s a carefully se t
up classroo m observation , i n which negotiation abou t th e actua l activity t o
be observed depend s o n a n equa l balanc e o f power between th e appraise r
and the appraisee. And basic understandings about power and equity should
be remembere d wheneve r a classroo m visi t i s planned. I n thi s way formal
classroom observatio n become s a n activit y which i s clearly agreed b y every-
one involved , althoug h i t migh t stil l mak e teacher s nervou s an d
uncomfortable. Nevertheless , when i t i s done properly , ther e wil l b e n o
hidden agendas .

Many managers recommend informa l visits , sometimes on other pretexts ,
to see what is really going on i n the classroom . Informal visit s are easie r an d
less nerve-rackin g fo r teachers , bu t the y ca n b e complicate d b y hidde n
agendas. Teacher s ma y be give n mixe d messages : ' I a m just droppin g i n
informally, but,  I am makin g judgements abou t you r work without proper
discussion wit h you. ' I f member s o f a  departmenta l tea m regularl y ente r
each others ' classroom s while teaching is going on, and regularl y talk about
their work together, an d i f they have a n atmospher e o f trus t and expecta -
tions o f th e bes t fro m eac h other , the n informa l visit s canno t b e
misinterpreted. Bu t i f a  tea m leader' s 'drop-i n session ' i s reall y a  wa y of
monitoring teaching without admitting to it , it will b e almos t impossible t o
use the evidenc e gathered i n a helpful an d constructiv e way.

Primary teacher s ar e muc h mor e comfortabl e abou t bein g see n whil e
teaching becaus e the y know that discussio n abou t teachin g method s ca n
encourage trus t and collegialit y in team members . There are som e sugges -
tions from primar y schools which ca n b e transferre d productively if a Hea d
of Department meets with resistance from colleagues . These suggestions are
based o n principle s which g o t o buil d soun d teamwork , and s o wil l see m
familiar t o thos e wh o hav e rea d th e earlie r chapter s i n thi s boo k abou t
working with teams .

Team leader s hav e a responsibility for working at developing a n
ethos o f trust and informatio n in the team .
One wa y of sharing idea s i s that tea m meeting s could regularl y
have a  space wher e five minutes is spent o n 'idea s about teach -
ing'. Here, tea m member s coul d brin g examples of good or new
practice, or might present a  problem fo r the whole team to work
through together . Thi s sessio n woul d encourag e reflectio n o n
teaching, an d woul d ensur e tha t th e discussio n would remai n
non-judgemental.
An acceptanc e tha t classroom visit s are importan t necessitates a
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decision abou t whethe r i t i s absolutel y necessar y t o arrang e
formal observatio n sessions , o r whethe r th e etho s o f th e tea m
encourages informa l visit s fro m eac h other , bu t wit h a  clea r
understanding tha t th e visit s are non-judgemental.
It i s necessar v t o agre e tha t th e classroo m observatio n i s no t
about doing i t the right way or doing it the wrong way - i t is more
about wha t can be learnt from each other , and what learning can
come fro m mistakes .
If tea m members agree to encourage regula r visits to each others '
classrooms so tha t th e tea m ca n observ e eac h othe r teaching , i t
may b e he lp fu l t o begi n b y welcomin g the m int o th e tea m
leader's ow n lessons , especiall y th e tea m member s wh o fee l
awkward abou t havin g the Hea d o f Department i n thei r classes .
This invitat ion could come earl y in the whole process o f watching
each othe r teach.
Team teachin g is an excellen t wa y of bot h seein g eac h othe r
teach, an d sharin g the burde n o f planning for difficul t \vork . I t
can tak e plac e eithe r i n colleagues ' classroom s o r th e tea m
leader's own , a s lon g a s everyon e remain s whil e eac h tea m
member i s teaching .
A team tha t works well together and respect s al l its members will
be comfortabl e wit h a n informalit y whic h include s slipping into
and ou t o f eac h others ' classrooms , an d everyon e wil l shar e
responsibility for teaching the curriculu m are a well .

Evaluating the curriculum area
The stud y o f evaluatio n an d th e technique s o f evaluatio n became a  fas t
growing are a o f scholarshi p a t th e en d o f th e 1980s . Teacher s initiall y
divided th e fiel d int o summative and formative evaluation.

Summative evaluatio n is more lik e assessmen t i n tha t i t summarizes an d
measures wha t has been learnt , and i s a way of judging the perceived succes s
of teachin g o f the curriculu m -  fo r example, examination s and Standard
Assessment Test s (SATs) . I t i s often quickl y done , lik e markin g examina-
tions, an d i s about gettin g ' i t ' righ t o r wrong . Summativ e evaluation tell s
people where they have got u p to , is easily quantifiable, an d ca n b e used fo r
comparative statistics such as league tables . Students' work is usually assesse d
in thi s way, but th e leagu e table s and result s which describe thes e result s are
also used a s a way of evaluating the wor k of departments in schools .

Formative evaluatio n i s tha t whic h i s concerne d wit h givin g ongoin g
information i n order to reflec t o n an d improv e th e proces s of learning an d
teaching a s it is happening. I t is more interactiv e than summative evaluation,
and happen s durin g rathe r than a t th e en d o f an activity . I t i s part o f th e
learning process itself , and i s one o f the way s by which teacher s can lear n a s
well. Formativ e evaluation happen s continuousl y in a  learnin g school. I t is
part o f th e productiv e discussion between learner s an d teachers , bu t i t is
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often non-verba l and apparen t i n the body languag e o f learner s - i n their
enthusiasm and curiosity , or in their boredom an d disturbin g behaviour. At
its best an d mos t effective, i t helps learners reflec t on wha t they have learnt
and wha t they stil l nee d t o lear n a s well a s letting teachers kno w how an d
what the y hav e taught . However , formativ e evaluation s ar e difficul t t o
measure an d t o compare wit h eac h other , the y take tim e to complete, an d
are often mor e impressionisti c than summativ e evaluations.

This i s a summary of two styles of evaluation. I t i s not a s nuanced a s th e
many different ways that experienced teacher s have of evaluating their work.
But it does underline an d explain th e resistances and problems fo r teacher s
who sa w evaluation a s par t o f th e (formative ) learnin g process , an d the n
became legall y bound t o do muc h mor e measure d (summative ) evaluation
and testin g of their teaching .

I am ashame d t o say that when I  was teaching i n schoo l an d a  colleagu e
suggested tha t we should al l evaluate ou r work , my first reaction wa s to say,
most unkindly , tha t sh e mus t hav e jus t returne d fro m attendanc e o n a
course. I  sa w evaluation the n a s onl y summativ e and instrumental , an d
something tha t I  scarcely did apar t fro m during exams. I  did no t recogniz e
that m y attempts -  t o involv e the youn g peopl e wit h who m I  worked i n
reflection o n thei r ow n learning a s an importan t an d integra l par t o f th e
learning and teaching proces s -  wer e clearly types of formative evaluation.

On reflection , I  d o no t kno w ho w I  coul d hav e decide d whethe r m y
teaching wa s 'working'. I  usually knew impressionistically when i t was, an d
was good a t reading non-verba l communicatio n i n m y classroom. Bu t I  ha d
no theoretica l framewor k and n o philosophica l understandin g abou t ho w I
was checking m y work, or eve n tha t I  wa s checking m y teaching , s o i t was
unsystematic and fairl y haphazard . An d I missed ou t on th e mos t importan t
aspect o f i t al l - reall y understandin g th e opportunit y goo d evaluatio n
procedures bring t o both learner s and teacher s to talk about learning an d
teaching in a way that is not judgemental an d tha t may be very constructive.

There are some very basic questions about evaluatin g teaching and learn -
ing that a  departmental tea m coul d answe r together . Th e answer s to thes e
questions shoul d ope n u p an d develo p th e debat e begu n above . I t i s
important tha t the questions are asked an d answered i n the order shown in
Suggested Activit y 26 , becaus e o f th e wa y they lin k wit h eac h othe r an d
because of their affect o n the answers to the succeeding questions.

Answering thes e question s wil l hel p a  departmen t tea m conside r th e
following:

whether th e learnin g the tea m i s planning for 'works ' a t least as
well as they intend i t to;
whether there is any room fo r improvement and wha t form tha t
improvement migh t take ;
whether the methods the y employ of assessing their teaching ar e
effective an d th e most appropriate methods fo r their needs .
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Suggested Activity 26

Work with your whole team on this activity, in order to explore as much
as you can together about evaluating your work.

Set up a flipchart with one of the following questions at the top of each
of five consecutive pages , keeping the question s in th e orde r below.
Brainstorm each question , then before turnin g over the pag e to th e
next question, talk about the issues that each question raised.

What is evaluation?
Why evaluate?
What should be evaluated?
What are the difficultie s when evaluating?
Of which methods of evaluation are vou aware?

It i s important als o t o agree tha t teacher s wil l d o somethin g usefu l with th e
outcomes of their different evaluatio n processes. Evaluation is only part of a
cycle, no t a n en d produc t i n itself . I t i s only reall y worthwhile when i t i s
closely an d productivel y connected wit h learnin g and leaching .

In m y presen t work , I  cannot conceiv e o f plannin g a  repea t o f a  cours e
unti l both tutor s and participant s have evaluated th e learnin g and teachin g
- evaluatio n i s now deeplv embedded in all the work I  do and i t informs ou r
planning fo r subsequen t courses . Bu t equally , w e constantl y engag e i n
Brookfield's 'learnin g conversation' (Brookfield , 1993 ) wit h course partici -
pants durin g a  course ; we ask them fo r a  summativ e evaluatio n ( a for m t o
complete on ou r teaching ) at the ver y end o f the course ; an d w e send ou t a
questionnaire si x months alter the end o f a course which asks them t o reflect
on change s in thei r practice and whethe r w e should chang e anything about
ours. Thes e ar e differen t form s o f evaluation , usin g differen t processe s
and askin g differen t question s at and abou t different stages o f learning an d
teaching. Bu t the y al l infor m th e plannin g o f th e nex t sessio n o f learnin g
and teaching . They are all integral parts of the learning and teachin g proces s
which woul d b e seriousl y diminished without them .

Managing constant change

Change i s such a  fundamenta l dynami c in educationa l managemen t a t th e
moment tha t the mfnuigenn'Hhrf  chang e is a rich area of academic writing and
research, and i t holds a  central place i n any course of advanced stud y about
management. Ther e i s a  tensio n betwee n th e driv e fo r carefu l strategi c
planning in schools , an d th e acknowledgemen t tha t ther e i s always change.
Many schools operate superb plannin g strategies, consultin g fully and effec -
tively wit h thei r stall , an d the n externa l constraint s impos e th e nee d t o

1
2
3
4
5
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change th e plans , quickly . A  ke y managemen t skil l i s th e abilit y t o mak e
plans, then to alter them without losing the central concerns and main aims
of the organization . I t is important t o be able to change plans without any
sense of loss, and t o continue to see change a s opportunity.

The titles of books about managing education reflec t the force and tumult
discharged b y the changes : Mike Wallace and Agne s McMahon wrote Plan-
ning Change  for Turbulent  Times  i n 1994 , And y Hargreaves wrot e Changing
Times, Changing Teachers the sam e year, Michael Fullan wrote Change Forces in
1993, and Davi d Hargreaves and Davi d Hopkins wrote Th e Empowered School
in 1991 . (Se e Reference s sectio n fo r furthe r detail s relatin g t o thes e
books.)

There i s certainly change i n the external context of schooling. There are
economic, political and sociological changes which are altering the shape of
the worl d at th e moment . There ar e fundamenta l changes withi n Britain
which hav e reshaped th e fabri c of our societ y in th e las t twenty years; an d
there are political and educational changes which have reframed our defini -
tion o f schooling.

Internally, too , peopl e wh o work in school s have responded t o externa l
changes i n differen t ways . Persona l interaction s ar e affecte d b y stron g
emotions, especiall y when thos e involve d fee l threatene d professionally .
Teachers wh o have little sense of professional worth are going t o be harder
to motivate to plan changes, and successful change may be hard to recognize
if people stil l feel unhappy . Strategies for managing change often leave little
space fo r th e messines s an d incompletenes s o f man y emotiona l interac -
tions.

External change s hav e mad e a n impac t o n th e interna l working s o f
schools, an d mos t Britis h school s hav e bee n involve d in larg e number s
of changes all at the same time. Many educationists question the purpose of
all of these changes, and I  think that the root of my disquiet lies here: there
is an optimu m number o f changes i n whic h t o be involve d a t an y time, in
order t o perfor m well . Abov e tha t number , helplessnes s an d eventuall y
demoralization se t i n -  an d demoralize d worker s ar e easie r t o contro l
because the y d o no t rebel . S o how can Head s o f Department s work with
externally impose d chang e whil e keepin g thei r team s creativ e an d effec -
tive?

Bolam and hi s colleagues (1993) found that although all the schools they
looked a t were suffering fro m 'innovatio n overload' , some seeme d t o have
coped bette r tha n others . The y found tha t 'ther e was considerable agree -
ment tha t to o muc h wa s demande d to o quickly ' (p . 97) . Mayb e i t i s
important to be involve d i n some chang e s o that teacher s d o no t becom e
stultified an d stagnan t i n thei r work . But when we ask teachers how many
changes they are working with currently, they range from six to twelve! The
majority of these changes are imposed from outside - so they are difficult for
those interna l to th e schoo l t o manage withi n thei r own belief system an d
time frame .
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Beryl Husai n use s a paper abou t managing change whic h fit s in here, an d
which goes further t o explain some of the problems associated with constan t
and externall y imposed change :

I Generalisations about the change process
From evidenc e o f researc h an d experienc e i t i s possible t o dra w u p
some generalisation s about th e change process :

change shoul d be see n a s a process which take s place within a  social
system context
change i s a dynamic process not a n even t
various people , agent s an d system s involved i n th e chang e proces s
interact wit h eac h othe r ove r tim e and ar e change d b y the chang e
experience itsel f
an innovatio n shoul d no t b e see n a s unchangeabl e bu t shoul d b e
regarded a s something which i s bound t o change ove r time
the implementatio n phas e i s th e mos t crucia l on e i n th e whol e
process an d mus t b e carefull y prepare d an d planne d
effective implementatio n wil l normall y involve a  proces s o f mutual
adaptation b y change agents and member s of target user grou p
change engage s bot h intellec t and emotions - affect s individual s as
well as organisations - thes e factor s mus t be taken into account
there ar e always obstacles to change - som e obvious , others latent

II Characteristics of successful innovations
From th e literatur e it appear s tha t a n innovatio n has muc h greate r
likelihood of being successfully implemented i f it meets as many as possible
of the followin g conditions:

it shoul d b e centrall y relevan t to th e member s o f th e targe t use r
group
it shoul d bring major benefit s t o people as well a s the organisatio n
it should b e simpl e and flexibl e
its underlyin g value s shoul d b e congruen t wit h thos e o f th e targe t
user group and thos e of the institutio n
it shoul d b e feasibl e i n term s of it s costs an d i n it s implications for
individuals (e.g . status , work-load, etc.)

III Successful implementation strategies
A successfu l implementation strateg y wil l mee t mos t o f th e following
conditions:

it shoul d involv e adaptiv e and continuin g plannin g b y th e majo r
participants an d interes t groups involved , giving a n opportunit y t o
adapt th e goals and conten t of the innovation and providin g mecha-
nisms for feedback on progres s
people i n ke y leadershi p role s shoul d b e overtl y supportiv e an d
participate directly when appropriat e
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staff trainin g should bo provided in a  relevan t an d con t inu in g form ,
should give specific an d practica l 'how t o do i t ' informat ion , wher e
possible provided by peers and practitioner s and wher e appropriate
in a n on-the-jo b setting
continuing support should be provided and should be both practical
and persona l
there shoul d be opportunities for members of the targe t use r group
to develop an d modif y th e innovatio n locally by adapting material s
and b y learning about th e innovation' s characteristics and develop -
ing a  sense o f 'owning ' it
a 'critica l mass ' o f peopl e involve d should b e develope d s o tha t

individuals d o no t fee l isolate d bu t ca n mee t togethe r wit h like -
minded enthusiasts as a team for discussion, information-sharing an d
training
take into account th e feelings , values , ideas and experienc e of others

IV Characteristics of successful change organisations
Characteristics of the settin g in which successfu l innovatio n occurs:

purpose of institution clear
change agent well-regarded by the members of the targe t user group
and should , therefore , hav e the righ t statu s and authority , the right
leadership style, and ideally , a successful 'track record' of innovation
implementation
the institutio n should itsel f be receptive to change, and shoul d have
high staf f morale , an d th e activ e suppor t an d commitmen t of th e
head o f the institutio n o r departmen t
the organisation o r system members should also be adaptive and thus
ready to change structures, timetables and rol e behaviours within th e
various departments an d sub-structure s
power t o d o thing s shoul d b e delegate d t o wher e needed , an d
process decision s made a t the righ t level
communications should b e ope n an d frank , wit h conflic t manage d
constructively using problem solvin g methods
individuals' identity , integrit y an d freedo m respected , al l member s
and thei r work valued
all hav e a  degree o f autonomy within th e discipline d framework of
shared values

(Source: Bery l Husain , Management  o f Change,  Managemen t Develop-
ment Centre Handout )

These suggestions all go to show that managers have the most important part
to play in any change process. Change mus t be managed, should be planned
for, bu t mainl y i t is necessary t o believe in i t so that i t can b e manage d wit h
integrity.
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Reading curriculum legislation

It i s not m y intent ion to address specific curriculum documents here because
the syllabu s lo r eac h subjec t i s define d i n grea t detai l i n severa l officia l
documents. I  would l ike , however , t o o f f e r som e obsenations about ho w t o
read thos e documents . Severa l writer s about th e polic y o f educatio n hav e
explored the wa y that a wr i t t en polic y can b e 'read' . Richard Bowe , Stephen
Ball and I  explored the - differences betwee n 'readerlv ' an d 'writerly ' text s i n
Reforming Education  find  C.linuking  School*  (Bowe , Bal l an d Gold , 1993) . W e
used th e wor k o f Rolan d Barthe s (cite d i n Hawkes , 1977 ) t o distinguis h
between text s whic h ar e 'readerlv' , o r i n othe r word s offe r th e minimu m
opportunity fo r creativ e interpretat io n b y the reader ; an d thos e whic h ar e
'writerly' an d whic h appea r t o invi t e th e reade r t o interpret , t o co-operate
and almos t t o co-author .

Given tha t a  governmen t polic y ha s lega l weigh t behin d it , i t i s usually
wr i t ten wit h th e intention  t ha t i t wil l mak e absolutel y clear tha t whic h i t sets
out t o enforce. Readers expect i t t o be written as careful ly and unequivocabl y
as possible , s o tha t ther e ca n b e vir tual l y n o roo m fo r ambiguit y o r inter -
pretation. Bu t reader s alwavs interpre t wha t i s wri t ten. Even th e simples t o f
texts, and thos e wi t h n o politica l intent, are ope n t o a  d i f f e r en t representa -
tion b y each reader . D o th e reader s o f a  tex t mak e th e sens e o f i t tha t th e
writer intended ? I s the i r leadin g o f a  tex t informe d b y thei r cultural ,
sociological and educationa l belief s and understandings ? I s their reading of
a tex t a  for m o f intcprctat io n o f it ? Suggeste d Activit y 2 7 offer s som e
questions to answer about readin g policy documents.

Suggested Activity 27

This i s a particularl y importan t set o f questions when thinking abou t
how t o rea d governmen t educational policy documents. As a Head o f
Department who i s reading policy documents to inform you r curricu-
lum planning:

Do yo u rea d the m a s a  direc t an d exactin g se t o f rule s t o b e
obeyed?
Do you filter what you read through your beliefs about education, and
attempt to make it match o r fit?
Or d o yo u rea d fo r loophole s an d fo r space s fo r differen t inter -
pretations than those intended?

Unconsciously, there - arc - alwavs d i f f e r e nt interpretation s o f written words.
Consciously, thos e wh o wis h t o f in d way s o f resistin g tha t o f whic h the y
disapprove, usually read ver v carefullv , searchin g for a  way round th e rules .
And polic y writer s ar e qu i t e awar e tha t peopl e wh o rea d thei r text s d o s o
looking for ways of resisting or interpretin g wha t they mean. Such writers ar e
carefully traine d t o wri t e a s unambiguousl y as possible.



Policy author s d o mak e concerte d effort s t o asser t contro l b y th e mean s at the i r
disposal, t o achieve a 'correct ' reading . We need t o understand those effort s an d
their e f fec ts on readers and t o recogni/.e the attention tha t readers pay to the writers'
context o f productio n and communicativ e intent . Bu t i n addition , i t i s crucial t o
recogni/e that the policies themselves, the texts , are no t necessaril y clear or close d
or complete.

(Ball, 1994 , p. 10 )

It is for that lack of clarity, closedness or completeness that those who wish to
resist policies search whil e reading officia l guidanc e papers .

I realize that I have written about what might be interpreted a s a deliberate
act of sabotage. Not all readings of policy documents may be so instrumental
or resistant . But it is almost impossible to manage wha t one doe s not agree
with. In other words, it is necessary for a team leader t o read a  document to
find ways of being able to agree with i t and t o see how worthwhile it is before
they can work with their team to implement changes tha t chime in with their
beliefs.



Conclusion

If yo u rea d thi s boo k i n orde r t o decid e whethe r t o becom e a  Hea d o f
Department, I  hope- YOU have found an answer : it can be - an exciting , creative,
exhausting and centra l l y important job. But do no t drif t int o it, or tak e i t on
because yo u t h i n k you should  o r becaus e i t ought to be th e nex t stage i n your
career. I t reall y i s professionally acceptabl e t o remai n a  classroo m teache r
working directl y w i t h voun g peopl e an d concentrat in g o n learnin g an d
teaching a t lirs t hand . Al l schools nee d excellen t teachers whose principa l
responsibility is classroom teaching , and youn g people an d beginnin g teach -
ers need t o sec ' more 1 mature teachers spending thei r t ime in the classroom .
This was recogni/ed b v the decisio n to pay classroom teacher s more , b y the
creation o f the group know n as Kxpert Teachers, an d b y the teacher gradin g
system employe d b v OFSTKD . I t i s importan t that peopl e wh o choos e t o
become Head s o f Departmen t ar e a s comfortable workin g with othe r adult s
to plan th e teachin g and learnin g as they are working with youn g people to
deliver i t i n th e classroom .

But i f you ar e alread y a I  lead o f Department , or hav e decided t o become
one, enjo y th e s t i m u l a t i o n , th e challenge and th e possibilities ! The rol e i s a
pivotal one 1, making and informin g decisions about learnin g and teachin g in
schools, an d makin g sure tha t thos e decision s ar e pu t int o practice . Th e
requisite skills are a  collection o f knowledge-based an d people-base d capaci -
ties, mos t o f whic h ca n b e develope d a s lon g a s th e reason s fo r thei r
development ar e clear .

Most impor tant , however , i s th e art iculatio n o f a  se t o f educationa l
principles whic h underpi n managemen t practice . Man y educator s hav e
different principles , but ensuring that al l management actions are informe d
by principles must b e th e mos t s ignif ican t one . Severa l managemen t strate -
gies are suggeste d i n th i s book a s ways of f inding enoug h lim e and spac e t o
be able to get in touch wi th thos e fundamental principles . And manager s ar e
asked t o encourag e th e res t o f t he i r tea m t o ta l k abou t thei r educationa l
principles together .

Another overarchin g principl e i s th e on e whic h allow s manager s t o



Conclusion 111

understand notions of power, and which encourages them to wish to address
issues of power 'in orde r to' , rather tha n powe r 'over' . This understanding
affects th e wa y Heads of Departments work with thei r teams. It informs th e
way the y tal k an d liste n t o thei r tea m members , an d i t influence s th e
attention they give to encouraging members of their department to develop
professionally. In an external ethos of competition and rivalry , this principle
encourages teacher s t o mode l collaboratio n an d attempt s t o achiev e con -
sensus, and remind s managers to ensure tha t all members of the tea m have
a voice.

The knowledge base relevant for a Head o f Department is not just about a
subject or curriculum area. There are legal responsibilitie s for the manage -
ment o f specia l educationa l needs , an d relevan t knowledg e o f goo d
employment practic e whic h influence s selectio n an d recruitmen t proce -
dures. Knowledg e abou t budgetin g strategie s an d procedure s an d a n
understanding of local financial management i s encouraged (an d ways to do
so or to get help from other s who know how to do so , are suggested) .

Good interpersona l skill s are highl y relevant fo r Head s of Department .
Theories abou t adul t learnin g ar e described , i n orde r t o infor m th e way
people work together, and an effective Head of Department pays a great deal
of attention t o acquiring effectiv e interpersona l skills . Working with othe r
people i s the most creative interaction, one which requires care and though t
and planning . Strategies are offere d t o fin d way s of developing objectivity ,
especially when strong feelings such as conflict threaten t o cloud important
issues.

Indeed, man y times in this book, the reade r i s encouraged t o find ways of
striking a balance between responding t o other people' s crises , dealing with
the heav y demands o f dail y schoo l life , an d explorin g strategie s t o b e a
reflective manager . A n effectiv e middl e manage r eventuall y manages t o
juggle al l these demands, an d t o plan fo r the future!
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