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ABSTRACT 

The airu of the research is to establish the potential of au 

approach to formative evaluation which utilize3 and develops 

the skills of teachers. This 'teacher-evaluator' approach 

depends on teachers planning, directing, controlling and 

carrying out evaluations. A detailed case study of the 

practice as it developed in one LEA over a three year period 

was undertaken. 

The research contributes to the debate about educational 

evaluation practice in five areas: 

- It advances theory of educational 
particular reference to the UK. 

evaluative practices with 

- It identifies an approach to 
professionalism of teachers. 

evaluation which enhances the 

- Through the publication of a detailed case study it 
promotes the development of theory from the reality of 
practice. 

It provides the ground work for forging new links between 
professional educational evaluators and the teaching 
profession. 

- It defines an approach to evaluation which has the potential 
to provide timely, relevant, and effective, formative 
evaluation. 

The teacher-evaluator approach to evaluation can be seen as a 

natural extension of the developing research tradition in the 

UK which was stimulated by the work of Stenhouse. In the UK, 

partvcularly since Stenhouse published his seminal work in 

1975, there have been a number of developments in educational 

evaluation practices particularly in the area of qualitative 

e v a. 1 u a t i on t II r ,:, ugh ,1 c t i c1 n r e .::; ,: '-~ r c h ,:t n d .:: ,_'. h o ,:. 1 :'; ,,, i : - e v cl 1 ll a t 1 n . 

It is the contention of this thesis that the teacher-evaluator 
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approach fills a gap in this developing teacher-researcher 

tradition - that of LEA-wide project evaluation by teachers. 

Through careful examination of the evidence collected, the 

significance of this development in the teacher-based 

research tradition, was analysed and subsequently confirmed. 

An approach such as this, which hands over the power of 

evaluation to teachers, is especially relevant in the light of 

current demands for accountability in education. However, the 

success and effectiveness of the approach was found to be 

affected by a variety of issues. These issues are covered in 

detail in the text and relate to three key areas: 

the framework established for the evaluation which depends 
on the local context 

the role and responsibilities of the teacher-evaluators 

the methodology and practices adopted 

It is considered that this approach provides the framework for 

a new model of educational evaluation which combines the 

strengths of professional external evaluation with the 

knowledge and expertise of teachers, and which provides long 

term benefits for the LEA. 

This case study is presented as a contribution to the 

development of an educational research tradition which 

Stenhouse (1975) identifies as essential to the improvement of 

education. Publication of this research may further stimulate 

work in this area and thus contribute to the advancement of 

theories relating to teacher-led evaluation. 
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Chapter 1 

CHAPTER 1 

INTRODUCTION 

The principal aim of the research is to establish the 

potential of an approach to project evaluation which depends 

on teachers planning, directing, and carrying out evaluation 

involving institutions across an LEA. The incipient role of 

these 'teacher-evaluators' will be defined as will their 

relationship to professional evaluators and their LEA. Their 

work will be analysed as will documentary evidence relating to 

the development of this approach and interviews will be 

carried out with professional evaluators and staff at all 

levels of the LEA. 

The term ~teacher-evaluator' is used to describe teachers 

involved in a form of research which is carried out to satisfy 

the demands of organisations providing funding for education 

(such as the Manpower Services Commission) and who work 

outside the framework of their own institutions. The work of 

teachers researching (for their own interests> in their own 

classrooms and institutions is already well documented and 

good practices are established. (Biott and Storey, 1986; 

Davis, 1981; El 1 iott J., 1982, 1978a, b; Ho 11 y, 1986c, 1984; 

Hopkins, 1985c; Nixon, 1981a,b). The distinction between the 

role of a teacher as action-researcher and that of teacher 

evaluator will be explored in chapter three. 



Chapter 1 

With the exception perhaps of the USA, writers from a number 

of countries acknowledge the potential for involving 

teachers more fundamentally in evaluation: Lewy, Tamir 

(Israel l; Kemmis, Davis, Russell, Fraser, Groundwater-Smith 

(Australia); Munro (New Zealand); Stenhouse, Simons, McCabe, 

MacDonald, Burgess, Elliott, Hopkins and Holly ( U. K) among 

others. 

However although these writers have recognised the potential 

for involving teachers in research and evaluation a clear 

definition of the appropriate methodology and outline of the 

role of teachers working outside their own classrooms and 

institutions is yet to emerge. In the thesis, the subject is 

explored in relation to the history of evaluation and existing 

models of evaluation With a particular emphasis on the 

appropriateness of this approach to the British context. 

Criteria established from the literature and the research is 

used to assess the strengths and shortcomings of the 

approach. 

FORMAT OF THE THESIS 

In chapter two, the national and local context which led to 

the development of the approach and its adoption in one LEA 

is outlined . In the seventies, Stenhouse (1975) developed 

the concept of the 'teacher as researcher' and much 

developmental work in educational evaluation stems from his 

writings. However, the educational scene has changed 

considerably from the seventies when Stenhouse wrote his 

2 
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seminal work . Education in Britain is facing demands for more 

accountability, and funding is given for specific curriculum 

proj1..:ct which mu t, ,.lS part of a conlract, Le evaluated. Tl1e 

specific conditions leading to the development of the approach 

in one local authority are examined in this chapter and the 

characLerist1cs of the teacher evaluator approacl1 dre defined. 

Chapter three contains a review of the literature available to 

the researcher. The purpose of this chapLer is tu establi:-,h 

the importance of the research in relation to present 

knowledge. The history of the development of evaluation 

pra.ct ices i:J outlined, the teacher-evaluator a.pproach is set 

in the context of recognised models of evaluation, the role of 

the teacher in evaluation and research iS explored and 

criteria for good practice 1n evaluation are established. 

The methodology relating to data collection for the research 

is detailed in chapter four. A case study approach has been 

adopted and the limitations of the research methodology will 

be e;..:p 1ored. Individual interviews, questionnaires and 

dOCUUl(;I! t analysis feature as the principal methods by which 

data for the research was collected. Educationalists With an 

interest in evaluation but from different backgrounds were 

int,?rvie1,1ed 1n 1)rder t,) establish their views 

and effectiveness of the teacher-evaluator approach. 

Questic,nnaires were administered to those who received the 

t8<.tChe1 -eva.luato.rs· reports aud these reports were aualysed to 

reveal limitations of the approach. 

3 
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Chapter five contains a detailed explanation of the process 

followed during the research. The development of the research 

design from the initial hypotheses and the subsequent 

modification of both the design and the hypotheses are 

described. This is followed by an outline of the steps taken 

to reduce, categorise and organise the data and the processes 

followed for the drawing and verification of conclusions. 

Chapters six, seven and eight present the research findings 

and the conclusions drawn. The findings are organised under 

three headings which emerged during the analysis of the data : 

The local context in which the teacher-evaluator approach 
has developed 

The emerging role of the teacher-evaluator 

Issues relating to practice 

The final chapter, chapter nine, summarises the work in the 

thesis. Development and implementation issues relating to the 

teacher evaluator approach to evaluation are outlined followed 

by an analysis of the significance of this research for 

educational evaluation practice. In order to provide this 

information, the strengths, difficulties, complexities and 

inadequacies of the teacher-evaluator approach have been 

investigated during the research using data collected from as 

wide a variety of sources as possible and using criteria for 

judging the approach which have been published in evaluation 

literature and obtained from the research. In this way, the 

contribution which this approach to educational evaluation can 

make to current practice has been investigated. 

4 
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As a result of the research it was found that the teacher

evaluator approach to evaluation had a far wider impact than 

had been initially thought. As an approach to evaluation it 

was found to have the potential of providing valid, 

effective, timely, and relevant evaluation; to enhance the 

expertise of teachers~ and to improve and develop working 

relationships and communication within an LEA. However. 

problems and pitfalls have not been ignored and are documented 

throughout. 

It is the contention of this thesis that this approach heralds 

the growth of a significant new branch of educational 

evaluation which builds on the traditions established since 

Stenhouse wrote, in 1975, of the importance of developing a 

tradition of teacher-based research. The following chapters 

outline the foundation on which these claims are based. 

5 
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Chapter 2 

RESEARC li CONTEXT 

1 NTRODUCT I crn 

Tile approach to evaluation addre3sed by this thesi::; has been 

developed in response to national demands for local evaluation 

of the Technical Vocational Education Initiative CTVEil a 

curriculum development project funded by the Manpower Services 

Commission ( MSC l. There have been strong political and 

economic pressures on education in the UK in the nineteen 

eighties of which the TVEI development has been a part and an 

understanding of the UK context is necessary to an 

understanding of the significance of the teacher-evaluator 

approach to project evaluation. 

The purpose of this chapter is to provide the reader with a 

general overview of the national and local context and a brief 

description of the role and work of teacher-evaluators. These 

topics are then the subject of detailed analysis in the 

chapter::; to follow. 

Al NATIONAL CONTEXT 

In this section some aspects of the educational scene in the 

UK in the eighties are considered to show the extent of 

change~ in methods of curriculum developmeot introduced during 

the past few years and their effect on evaluative practice. 

6 
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In 1980, in the Department of Education and Science 

publication 'The Educational System of England and Wales' 

(p.ll, the mechanism of control of British Education was 

described thus : 

"A distinctive feature of the British Education Service 
is that responsibility is distributed between Central 
Government, the local education authorities and the 
teaching profession." 

Two years later, on the twelfth of November 1982, the delicate 

balance of these three forces was radically altered by the 

announcement in the House of Commons by the Prime Minister, 

Mrs Thatcher of the setting up of the Technical Vocational 

Education Initiative CTVEI). The other parties who shared 

responsibility for the Education Service were not involved in 

the decision. This was seen as a challenging departure from 

tradition. 

" .. neither teachers nor Local Authorities were consulted 
before the announcement ... " 

Times Educational Supplement, 14/10/83, p. 12 

The Financial Times (12/3/84, p. 11 described TVEI as 

"An experiment which could precipitate the greatest 
change in British Secondary Education since 
comprehensive reorganisation." 

Fennel ( 1984, p.3J called it 'possibly the biggest change 

since ROSLA or the 1844 Education Act'. With the benefit of a 

few years hindsight, Fiddy and Stronach ( 1986a, p. 13) claimed 

TVEI to be: 

7 
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"One of the most radical endeavours in curriculum 
development in Great Britain in recent years." 

Thus a new era of curriculum development began in the UK. 

'Centre-periphery' curriculum development had been the model 

used for the Nuffield and Schools' Council curriculum 

innovations of the sixties and seventies. The new model was 

more complex. Funding was provided from Central Government 

through the Manpower Services Commission (MSC) a 'quango' 

which had not previously been involved in secondary education. 

The usual structures were bypassed. Schemes were to be funded 

which were developed by the local authorities within criteria 

.set by the MSC. Fiddy and Stronach (1986c, p.ii) attempt to 

categorise the change: 

"It is difficult to know what to call this mixture of 
centralisation and devolution - perhaps 'participative 
centralism' will do for the moment." 

Without further explanation, it would be difficult to 

understand why the initiative gained any support at all 

amongst educationalists as they had been ignored and bypassed. 

The economic climate was the key factor. The late seventies 

and early eighties were a time of •unprecedented cuts' (Fiddy 

and Stronach, 1986a, p. 13). The incentive this provided for 

LEAs to apply for TVEI funding was acknowledged in the Times 

Educational Supplement (14/10/83, p. 12): 

"Most authorities showed interest not least because of 
the large sums of money the Manpower services Commission 
was offering to set the projects up." 

8 
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This change in the mechanics of curriculum innovation was to 

have a profound effect on evaluation in this country. In 

response to the climate of accountability in education, 

evaluation was made an integral part of the scheme. 

This evaluation was planned to take place on two levels 

national and local. The national evaluation was to comprise a 

summative evaluation and special studies which were to be 

formative. The local evaluations were meant to be formative 

and to particularly aid dissemination across an LEA. Tenne 

(1885, p. 131) writing for the MSC describes the evaluation 

plans: 

11 •••• an initiative wide programme of evaluation directly 
mounted and funded by the MSC over the lifetime of the 
Initiative and addressing broad themes. This evaluation 
will offer summative assessment of the scheme and of its 
impact on the school curriculum and students' achievements. 

Special studies addressing specific issues of general 
interest. In the main, these studies will be action-led 
aiming to influence developments and promote good 
practice on the scheme. 

Local evaluation of individual LEA projects, aiming to 
aid the development of TVEI at local level and to help in 
dissemination of the scheme across the LEA." 

At national level, the National Foundation for Educational 

Research <NFER> and Leeds University were involved. Although 

the impact of this work was not a focus of this research the 

comments made by interviewees indicated that there had been no 

formative effect on the practice in schools. The effect on 

planning and decision making at authority level was not 

investigated. 

8 
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Fiddy and Stronach (1986a, p. 14) comment on the contractual 

nature of the local evaluation: 

uPart of the contractual obligation for each participant 
LEA was that they should engage in some form of local 
independent evaluation - paid for out of their MSC funds. 
The recommendation from the MSC was that a minimum of 1% 
of the annual budget should be allocated to local 
evaluation." 

Hamilton ( 1976, p.89) had predicted just such a change in 

evaluation and curriculum development as early as 1976 

foreseeing that if the centre-periphery model of curriculum 

development was abandoned and curriculum development should 

• go 1oca 1 ' : 

" then many of the operating assumptions used by 
evaluators would need to be revised .... Given the 
diversity that grass-roots schemes promote, it would also 
be much more difficult to use postal questionnaires and 
standardised tests - both of which presume a relatively 
undifferentiated target population." 

Hamilton's work suggests then, that there is a need for a 

fundamental change in approaches to evaluation in the present 

educational scene. 

At the local level the response to the demand for evaluation 

has been varied. Baines (1986) identifies three common 

responses which LEAs have made to this demand: 

The appointment of a full-time researcher ( only part of this 
funding is provided by the project) 

An LEA employee (or former employee) given a part-time or 
short term evaluation brief. 

A researcher or team from an inst1tuti0n of higher 
education 

10 
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The teacher-evaluator approach is a fourth, as yet 

unrecognised and unpublicised response to the demand for local 

evaluation. 

As part of the research. evaluators for more than half of the 

TVEI schemes in England, Scotland and Wales were contacted to 

find out how they were carrying out these evaluations and if 

they were involving teachers in the process of evaluation. 

There appeared to widespread but random use of teachers. Some 

reported the use of B.Ed. and M.A. students; a number had 

teacher-fellows seconded from the authority carrying out work 

under their supervision; some were teachers working completely 

on their own and some were researchers with no real contact 

with the teachers in the authority except as objects of the 

evaluation. There was much dissatisfaction over the level of 

funding, the expectations of the LEAs and equally the 

resistance of LEAs to use evaluation findings. As one 

evaluator commented: 

"The TVEI evaluation is seen as a ritual with no real 
function." 

There was a high level of interest in the teacher evaluator 

approach and a number of evaluators ruentioned either that they 

had been considering a similar approach or that they would 

like to involve teacher ir1 a more lorm.,d way. 

11 



Chapter 2 

Conclusions 

There have been radical changes in British State Education in 

the eighties and the forces for change are as yet still 

gathering strength. Political and economic pressures have 

brought about changes in methods of curriculum development 

which in turn have required the development of different 

approaches to evaluation. These two factors have particularly 

influenced the evolution of the ~eacher evaluator approach and 

will be examined in more detail in chapter three. 

B) LOCAL CONTEXT 

The local authority in which the teacher-evaluator approach 

was adopted and is still being developed is the London Borough 

of Enfield. This authority pre-empted the MSC insistence that 

one per cent of the project budget was to be spent on 

evaluation by instigating negotiations in the first year of 

the scheme for the funding of an evaluation. This indicates 

an pre-existing innovative attitude within the LEA. 

The LEA's initial application was for a MSC funded evaluation 

to be carried out by a full-time evaluator from an institute 

of higher education over the remaining four years of the 

project. However this plan 'had to be revised in accordance 

with the reduced level of funding now available' (London 

Borough of Enfield, 20/7/84, p. 1) and a second application was 

submitted. This was jointly devised by a professional 

evaluator and the LEA Secondary Adviser. 

12 
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This second plan was for an evaluation consisting of two 

parts: an eighteen month 'external evaluation' using a full-

time evaluator who was to prepare staff (teacher-evaluators) 

to carry out an 'Internal Evaluation'. When the eighteen 

month period expired, this 'Internal Evaluation' was to 

continue for the duration of the project and was to be done 

by teachers in the LEA with the support of an institute of 

higher education and a seconded teacher. This plan was put 

together in a brief space of time but was based on the 

professional evaluator's experience of supporting teacher

research in schools. This flexibility in negotiations With the 

MSC was made possible by the supportive devolution of power 

within the LEA. Decisions of this nature did not have to go 

through several committees but could be made by the adviser in 

the knowledge that the decisions would be supported at a 

higher level. 

The existing climate in the LEA was also conducive to the 

establishing of a teacher-based approach to evaluation. Since 

the early eighties, within the LEA, an 'increasing emphasis 

had been placed on cross-school and cross-curricular group 

formation as a strategy of staff and curriculum development' 

(Gill, 1984, p.86). Gill (1984, p.87J goes on to say: 

"The Authority had examined the feasibility of officer
led teacher working groups. It recognised the potential 
of a cross-institutional group acting at Authority level 
for creating new curriculum initiatives and facilitating 
staff and organisational development." 

13 
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This willingness to try new methods of working was not limited 

to the LEA officers and advisers. Gill notes 'a willingness of 

many teachers to be involved in staff development' (ibid., 

p.87). It was Within this supportive and open framework that 

the teacher-evaluator approach was to operate. 

The ethics and methodology of the external evaluation were 

also adopted for the internal evaluation and were set out 

clearly in the contract which the LEA made with the MSC: 

"The evaluation will be formative (in the sense of 
informing both the development programme and future 
policy) and responsive to the needs and issues of the 
programme, these to be identified by participating 
personnel and other groups who can be said to have a 
legitimate interest in the programme such as parents, 
employers and educators in the field. 

Data and evidence will be obtained through a variety of 
methods both qualitative and quantitative where 
appropriate and will include interview, meetings, 
analysis of pupils' work and progress and questionnaire .. 

Sources will include meetings, documents, conferences, 
workshops, participating and non-participating 
institutions and personnel. 

Access to and release of information for reporting 
evaluation will be governed by the principles 
independence, confidentiality, impartiality 
negotiation ... 

the 
of 

and 

Reporting is likely to take a number of forms ..... 

The range of audiences the evaluation will serve is a 
matter for negotiation between the evaluator, the TVEI 
evaluation working party and the LEA administration " 

London Borough of Enfield, 20/7/84, p.2 

14 
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Structures were set up within the LEA to support the 

evaluation. Initially an evaluation working party was set up. 

The supporting structures were more formally developed by the 

beginning of the second internal phase. This was due 

principally to the increase in evaluation in the LEA with 

TRIST and GRIST evaluation also taking place. Three 

structures were set up: a Borough Evaluation Steering Group, a 

TVEI Evaluation Advisory Group, a teacher secondment. 

The Borough Evaluation Steering Group was set up in the Autumn 

1986 with a membership consisting of LEA officers, advisers, 

and representatives from secondary schools and further 

education. Their terms of reference are to oversee all 

evaluation initiatives within the LEA, to ensure the schools 

are not overburdened with evaluations and that ethical 

guidelines are adhered to. Details of the role are included in 

the next section. 

The TVEI Evaluation Advisory Group (EAG) is more directly 

involved with the teacher-evaluators' work. This group has the 

authority to: 

"act with the delegated power of the local authority to 
a) make recommendations to the seconded teacher about 
issues to be researched and b) approve/validate pieces 
of completed research" 

extract from a letter from the Secondary Adviser 
to the seconded teacher, 8/4/86 

15 



Its membership is made up of the Secondary Adviser. Secondary 

Advisory Teacher, a TVEI school co-ordinator, a head teacher, 

a representative from further education, teacher-evaluators. 

the teacher seconded to support the evaluation and a member of 

the TVEI Central Support Team. This group also takes decisions 

about the distribution of reports and supports the 

organisation of training sessions. 

The role of the teacher seconded to support the teacher-

evaluators' work is flexible to allow for an academic course 

of study to be pursued but the principal features are those of 

providing support for and organising the selection and 

training of teacher-evaluators together with the production 

and distribution of reports. Clerical support for this work 

is provided by the LEA although there have been practical 

problems in allocating staff which have delayed production of 

evaluation reports. 

Conclusions 

The supportive devolution of decision making within the LEA 

has been one of the features producing a climate where change, 

development and experimentation with new approaches can take 

place. It allowed speed of response in negotiations with the 

MSC where rapid decision taking was essential if funding was 

to be obtained. Other aspects of the working atmosphere 

Within the LEA e.g. the use of cross-institutional working 

groups in developing the curriculum were also supportive of 

the development of the teacher-evaluator approach. Given that 
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not all LEAs have engendered such a supportive atmosphere the 

question of the replicability of the approach to other LEAs is 

an important one and will be explored in chapter six where the 

detailed research findings on the local context are presented. 

Cl CHARACTERISTICS OF THE TEACHER-EVALUATOR APPROACH 

Important characteristics of the local context have been 

touched on in the previous section. The purpose of this 

section is to provide a general outline of the work and role 

of the teacher evaluators. Detailed research findings relating 

to these two aspects of the approach are presented in chapters 

seven and eight. 

Teacher-evaluators are practising teachers who work together 

in cross-institutional teams on evaluative investigations. 

They are of varied status and have carried out the work 

voluntarily and to a large extent in their spare time. 

There are four levels of involvement and teachers can be 

involved in all or any of the stages: 

- planning an investigation 

- collecting data 

- writing up the report (usually a team effort) 

- leading a team of teacher-evaluators working on an 
investigation 

Initial training in evaluation techniques has been usually 

provided by external consultants and repeated at intervals for 

those newly involved. As the teachers have become more 
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experienced through having completed investigations they have 

taken on more responsibility. 

The teachers work within agreed ethical guidelines but have 

considerable control over the scope of the investigation and 

in choosing appropriate methods for carrying it out. It is 

recognised that they undertake areas of work which are 

achievable given the constraints on their time. 

To date, November 1987, the teacher-evaluators have produced 

the following reports: 

- In service training 
- Profiling 
- Recruitment 
- Work Experience 
- Gender Issues No. 1 
- Recruitment (for September 1986) 
- The Assignment-Based Curriculum 
- TVEI: A wider curriculum 
- The Residential Experience 
- Introduction of New Schemes 
- Technical/Vocational Options: some issues 

and three investigations are in progress: 

- Technical/Vocational Options: the experience of pupils from 
a Special Needs School 

- TVEI and the special needs of mainstream pupils 
- Gender Issues No.2 

one investigation was abandoned because of poor planning: 

- The Sixth Form Extension Programme 

These reports are confidential to the LEA but are usually 

Widely circulated with over one hundred and fifty copies being 

produced. Issues relating to the circulation of reports and 

dissemination of findings will be raised in chapter eight. 
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CONCLUSIONS 

The teacher-evaluator approach was a response by one LEA to 

the demands for the evaluation of a particular curriculum 

innovation at a particular point in the history of the 

Education Service in the UK. 

In the next chapter, evaluation literature will be reviewed so 

that the approach may be located in its historical context. 

Generally accepted criteria for good practice in evaluation 

will be identified so that the contribution that this approach 

can make to knowledge of evaluative practice can be fully 

examined. 
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CHAPTER 3 

LITERATURE REVIEW 

INTRODUCTION 

In this chapter the potential of the teacher-evaluator 

approach will be examined by reference to evaluation 

literature informing presen~ practices and evaluative 

techniques. 

In the introductory chapter four main issues relevant to the 

research were identified: 

A) the historical context which led to the development of 
the teacher-evaluator approach. 

Bl the relationship of this approach to existing models of 
evaluation. 

Cl the role of the teacher in evaluation and research. 

Dl the establishing of criteria for good practice in 
evaluation. 

This chapter is divided into four sections for the purpose of 

examining each of these issues although it is acknowledged 

that the divisions are superficial and the issues 

interrelated. The conclusions to this chapter will summarise 

current views on areas relevant to the research in order to 

identify the contribution which the research can make to 

the present body of knowledge. 

20 



Chapter 3A 

A) HISTORICAL CONTEXT 

English language publications covering educational evaluation 

have tended to come from the UK, USA, Israel or Australia and 

so reference to evaluation in the following sections will 

concentrate on practice in these countries. Particular 

reference will be made to work in the UK and the USA as most 

of the literature stems from work there. Similarities and 

contrasts will be drawn largely between these two educational 

systems and the methods used for educational evaluation. 

Firstly the historical development of educational evaluation 

practices will be reviewed so that the teacher-evaluator 

approach can be viewed in context. Secondly the historical 

changes in two areas which it is argued have particularly 

affected the development of evaluative practices will be 

examined. These are the areas of autonomy and accountability 

in education. It will be argued that changes in these areas in 

particular affect the practice of educational evaluation and, 

consequently will affect the transferability and 

acceptability of the teacher-evaluator approach. 

1) The history of educational evaluation 

In spite of some fundamental differences which will be 

outlined in the next section, theories of educational 

evaluation on both sides of the Atlantic have developed along 

similar lines. 
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In this section, impetus for change in the field of 

educational evaluation w i 1 1 be linked With curriculum 

development and political influences which particularly affect 

funding and the extent to which education is 'called to 

account' (Nisbet, 1984; Simons, 1984b; Plowden Report, 1967; 

among others). The historical outline in this section is 

limited in that it traces changes in evaluation methodology 

from which the teacher-evaluator approach has developed in the 

UK and largely ignores other approaches to educational 

evaluation which are practised today in the UK. 

Distinct but overlapping phases in educational evaluation have 

been identified by a number of writers (Stenhouse, 1984; 

Simons, 1984b; Nixon, 1981a; Stufflebeam, 1985; among others). 

In each phase there appears to be an alteration in the role of 

evaluation which is demonstrated by changes in three areas: 

the methodology adopted, the central concerns of the 

evaluation (an indication of the dominant interests 

represented) and the intended audience for the evaluation. 

There appears to be wide agreement on the approximate timing 

of the first three phases. The fourth phase which is 

identified covers the present period and so publications are 

still limited in their coverage of this phase. 

Phase one, which could be called the 'ad-hoe' phase in the UK, 

covers the period up to the early sixties. Educational 

evaluation was carried out largely on a voluntary basis by 

university lecturers and research students and of course by 
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HMI (Nisbet, 1884) and there was no identifiable common 

methodology or purpose. By contrast in the US Ralph Tyler's 

objectives based evaluation model was gaining wide acceptance 

(Harlen, 1978; Lewy, 1977). 

The 'objectives' approach based on the work of Tyler, 

Krathwohl and Bloom was imported into the UK for the second 

phase (MacDonald and Parlett, 1973). This covers the period of 

curriculum development in the sixties which was principally 

funded by the Nuffield Foundation and which Becher (1984) 

identifies as the beginning of systematic curriculum 

development in the UK. McCormick and James (1883) regard this 

period as one of significant growth for educational evaluation 

(in both the UK and USAJ. 

Evaluation of the new curricular initiatives was not initially 

an inherent part of project design but there was a gradual 

realisation 'that evaluation was a necessary institutional 

part of curriculum development' (Hamilton, 1976, p. 32 J. The 

cost of developing new educational programmes in both the UK 

and the USA led to demands for accountability which resulted 

in evaluation becoming higher priority CFullan, 1981; Travers, 

1983, McCormick and James, 1983, MacDonald and Parlett, 1973). 

The 'objectives' model of evaluation which was imported and 

adopted, was based on the assessment of achievement of stated 

educational objectives and the central concerns were with 

student performance. However, reservations were soon expressed 

about the relevance of this model to the situation in this 

country. 
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Both MacDonald and Holt identify the model as a 'cultural 

artifact' of the USA ( Holt, 1981, p.35;. MacDonald, 1976, 

p. 129) but it must be acknowledged that others in the UK 

support the approach (Wiseman and Pidgeon, 1970; Cope and 

Gray, 1979) and during this period the Assessment of 

Performance Unit was set up using the methodology of the 

objectives model to measure pupil performance in different 

areas of the curriculum (McCormick and James, 1983 >. Becher 

views the setting up of the APU as stemming from a political 

demand for evidence about standards <Becher, 1984, p. 107). 

Nisbet (1984) views these developments as bringing about 

changes in the role of evaluation from that of a subordinate 

one to one where evaluation became an instrument of power and 

control. The setting up of the Schools Council and the 

Scottish Consultative Committee on the Curriculum at this time 

had particular significance for the development of evaluation 

theory. The curriculum development work of these bodies and 

the growing dissatisfaction with previous evaluation methods 

(Hamilton, 1976;. Simons, 1984b; Stenhouse, 1984; Skilbeck, 

1984) was to stimulate changes in the role of evaluation 

leading to the third phase. 

This third phase, labelled the 'Age of Professionalism' 

extends from the early to the late seventies <Stufflebeam and 

Shinkfield, 1885J. At this time evaluation journals were 

established and books abou~ evaluation began to appear. 

Stufflebeam and Shinkfield (1985J note the development of the 
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idea of meta-evaluation as a means of assuring and checking 

the quality of evaluation. In the UK views that the 

psychometric approach was too limited were leading to the 

development of new approaches to evaluation. This reassessment 

of evaluation methods led to the 1972 evaluation conference at 

Churchill College, Cambridge, as a result of which the 

'illuminative' method of evaluation gained support. The ideas 

of involving teachers in research and evaluation can be seen 

to have stemmed from this change in emphasis. (Stenhouse, 

1975, 1984; Becher, 1984; Nisbet, 1984). Examples are found in 

Lawrence Stenhouse's (1975) articulation of potential for the 

'teacher as researcher', Barry MacDonald's evaluation of the 

Humanities Curriculum Project, the Ford Teaching Project 

(1975) and the work of the National Association of Teachers of 

English. 

Becher (1984, pp. 100-103) identifies the audience for the 

evaluation of this period as teachers, politicians and the 

public. The central concerns were with 'professional values' 

and 'on the assessment of educational products'. However 

evaluators were becoming concerned about the processess 

involved in education. Ensuring the relevance of an 

evaluation to the practitioners and working together with 

those being evaluated emerged as aspects of the new role for 

evaluation. The development of evaluation by and as a tool for 

the teaching profession (Nixon, 1981aJ is a feature of the 

next phase. 
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The fourth phase, of devolution of evaluation to local l eve 1, 

begins in the early eighties. Nixon (1981a, p.34J describes 

this period: 

~The era of the large, centralised curriculum research 
and development projects is, for better or worse, in the 
past. Local, school-based research which responds to the 
immediate needs of the teacher is now the order of the 
day. " 

Evaluation skills were becoming part of the professional 

equipment of the teacher. Nixon Cl981al notes that many 

degree and certificate course for teachers include re.search 

and evaluation techniques and thus provide a firm theoretical 

base from which the evaluation work of teachers can be 

established. 

This is the phase of expansion of school self-evaluation 

(Nisbet, 1984) which many see as a response to the call for 

accountability in the 1977 Green Paper "Education in Schools" 

(Holt, 1981). The economic squeeze of the mid-seventies and 

eighties where 'value for money' was a demand is seen to have 

resulted in demands for accountability at all levels and led 

to the evaluation of institutions as well as the curriculum. 

{Holt, 1981; Becher, 1984; Hamilton, 1976) These evaluations 

have involved teachers working singly or in teams often with 

the guidance of an outsider. 
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Nisbet (1984, p. 166) regards this period as one of opportunity 

for the integration of evaluation into the educational 

context. In his words, it is a time of 

"breaking of boundaries which have built up around 
evaluation, so that it can take its proper place in the 
educational system, thus putting evaluation into its 
proper context." 

Simons ( 1984b, p.48) supports this view of the integration of 

evaluation. She considers evaluation is becoming: 

"to some extent, a formal pre-occupation of all system 
personnel. Teachers, local administrators and advisers, 
national administrators, and HMI are all evaluating more 
systematically or being exhorted to do so." 

Becher (1984, p. 100) considers the central concerns of 

evaluation in this phase to be 'questions of curricular and 

managerial structure' with an important audience being those 

responsible for resources. He views the role of the evaluator 

as much more affected by political values than had previously 

been perceived. Similar changes in the role of evaluations 

have occurred in other countries. 

In the US, the move to make evaluation more relevant and 

democratic has led to the 'stakeholder' approach (Weiss, 

1986a,b) with the widest possible audience being involved in 

the evaluation. 
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The trend has taken a slightly different tack in Australia 

where the concept of 'augmented evaluation' has been 

developed. This is evaluation of projects by the project 

director with the •assistance' of an external evaluation 

consultant. Teachers are used to collect data in schools. A 

different approach is being developed by Neil Russell ( 1981, 

1982) With evaluations carried out by parents or members of 

the community. 

Conclusions 

Political and economic considerations clearly affect both the 

curriculum and evaluation methods used, and the teacher-

evaluator approach is a product of its time as Nisbet's view 

(1984, p. 170) bears out: 

"This movement [for teacher participation in evaluation] 
is gaining strength though some would say it is still 
struggling to be born." 

Donaldson (1984) agrees with Nisbet that the devolution of 

evaluation to the local level is new and development is still 

patchy. However, these developments have a great deal of 

potential for enhancing the professionalism of the teaching 

profession (Holly, 188Gb). They could lead to what McCormick 

(1882) regards as necessary to the development of the 

profession the establishing of a body, such as other 

professionals have, which monitors and upholds standards of 

professional practice. 

In the next section, the effect on the practice of evaluation 

of autonomy and demands for accountability will be explored. 
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2) Autonomy and accountability in education 

The history of educational evaluation has been traced in the 

last section in order to provide the historical context for 

the development of the teacher-evaluator approach. In this 

section, changes in the areas of accountability and autonomy 

Wi 11 be examined. It is argued that changes in these areas 

significantly affect the practice and development of 

educational evaluation. 

The English education system, up until the present time has 

been a 'delicately balanced tripartite system• (MacDonald 

1976, p. 134; Becher, 1984; D.E.S., 1980). Changes in the last 

few years have been covered in chapter two. Simons (1984b, 

p.45) sums up the English situation concisely: 

~The English education system is often said to be a 
'national system locally administered' While central 
government exercises certain constraints on resources and 
teacher supply, LEAs have the major responsibility for 
the provision of education and the running of the 
schoo 1s. Schoo 1 pr i nc i pa 1s and teachers. and their 
professional associations, have a very considerable say 
in curriculum matters. There are no central syllabuses 
and few national curriculum specifications. In fact. 
curriculum in Britain has been controlled less from the 
centre than in almost any other comparable European 
society." 

It must be noted that there is little doubt that significant 

changes in this system are expected within the next few years 

as various new Education Acts are passed by Parliament. 

However, the above quote is accurate enough for the present 

time. 

This autonomy of teachers and schools in the UK has allowed 

free development of action-research and school self-evaluation 
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over the past ten years. However these relatively new 

approaches do not seem to have had as significant an effect in 

the USA. MacDonald (1976, p. 129) attributes the differences 

between the systems to a different 'political vision'. He 

notes that in the UK uniformity is neither wanted nor trusted 

'goal consensus is neither ardently desired, nor 

deterrninedly pursued' Cibidl. However in the US, the 

widespread practice of using psychometric tests to measure 

pupils' levels of achievement indicates that there is 

agreement that there can be consensus of possible educational 

goals (Harlen, 1978; MacDonald, 1976; Fullan, 1981) • Stake 

(1976b, p.21) comments on the extent of this testing: 

urn any one year, at least ten per cent of American 
teachers and pupils are involved, at least for a few 
minutes, in student achievement testing or institutional 
self study, as part of a formal evaluation effort." 

There has been resistance to psychometric testing in the UK. 

Ful lan ( 1981, p.326) cites MacDonald in support of his 

argument that this is due to differing values in the two 

societies. 

"It is no accident that nearly all of the authors 
classified under the more structured approaches [to 
evaluation] are North American and those described under 
the unstructured approaches are British. Barry 
MacDonald, a Britisher, suggests that differences can be 
traced to differences in the societal value systems" 

These political and value differences have affected the 

practice of evaluation in the two countries. Simons (1884a, 

p.561 identifies a 'tradition of informality in this country' 

which has allowed fieedom of operation to evaluators. 
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Another difference is that public accountability of 

educational programmes has long been a feature of education in 

the USA (House, 1980, Stake, 1976b; Hamilton, 1976; MacDonald, 

1976> but is a relatively new feature in the UK with many 

writers tracing the increased demand for it to the 1977 Ruskin 

Speech of the Prime Minister, James Callaghan and the 

accompanying Green Paper "Education in Schools" (Lacey and 

Lawton, 1981; Weiner, 1981; Simons and Humble, 1978; Holt, 

1981; Becher, 1984). However, educational systems are not 

static~ Hamilton ( 1976, p. 1281 predicted that calls for 

uniformity of standards in the UK 'will depend on the future 

health of the British economy' and he forecasts the need for 

changes in methods of evaluation in response to the new 

economic climate. Aspects of the changes he predicted have 

been covered in chapter two. 

Conclusions 

It is argued that the teacher-evaluator approach is a product 

of political changes and increasing demands for accountability 

as predicted by Pring (1984a) and Hamilton ( 1976 l among 

others. It iS a specifically UK response to changes in 

education and draws on the traditions of autonomy for teachers 

and institutions and on established traditions of illuminative 

evaluation in offering an alternative to psychometric testing 

to prove standards. In the next section different perspectives 

of educational evaluation will be outlined and the teacher

evaluator approach will be defined within these perspectives. 
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B) APPROACHES TO EVALUATION 

In the previous section, two major influences on the 

development of evaluation theory were identified the 

objectives orientated approach typified by Tyler's work and 

the illuminative or naturalistic approach which was the focus 

of the 1972 Cambridge conference on New Approaches to 

Evaluation. These two approaches stem from the two 

fundamentally different paradigms relating to evaluative 

practice - the •agricultural-botany paradigm' (Hamilton, 1976, 

1977; Parlett and Hamilton, 1977; Stufflebeam and Shinkfield, 

1985)and the 'social-anthropological' paradigm <Parlett and 

Hamilton, 1977i Stenhouse. 1979; Miles and Huberman. 1984bi 

Jenkins, Simons. Wa 1 k er , 198 1 > • 

The aim of this section is to locate the teacher-evaluator 

approach within the appropriate paradigm. It is beyond the 

scope of this thesis to analyse all recognised models of 

evaluation and to compare these with the teacher-evaluator 

approach - more than twenty-four 'models' of evaluation are 

identified in the literature and they are often described with 

insufficient detail to use in any comparison. It is felt that 

the term 'model' is used far too loosely by those writing 

about evaluation - the dictionary definition of 'model' is of 

•a structure with specific attributes'. Use of the term to 

describe what is no more than a vague idea on the part of the 

writer is less than satisfactory. Stake (1976b) also seems to 

avoid the use of the word in analysing the different ways in 

which evaluations have been undertaken. 
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1 l Differenc_~_§...__2.etween the two paradigms 

<"H1d Hamiltun's p. 7 l description of the 

agricultural botany paradigm is concise and to the point: 

"The most common form of agricultura.l botany type 
l.'Valuation is presl.'nted as an asses~ment of the 
effectiveness of an innovation by examining whether or 
not it has reached required standards on pre specified 
criteria. ::;tudl.'uts rath r like 1.,]ant crops are given 
pre-tests (the seedlings are weighed or measured) and 
then submitted to different experiences (treatment 
conditions). Subsequently after a period of time, 
their attainment (growth or yield) is measured to 
indicate the relative efficiency of the methods 
(fertiliser:::;) used. Studies of this kind are designed to 
yield data of one particular type, i.e. 'objective' 
numerical data that permit statistical analyses" 

The preoccupations 01 those: following this paradigm are thus 

With testing over a period of time using pre-specified 

criteria to obtain proof of the results of the innovation 

which can be presented statistically_ Tyler's work the 

objectives orientated approach - is within this paradigm. 

Parlett and Hamilton ( 187'7, p.9) contrast this parctdigm 

the social-anthropological paradigm within which the 

'illuminative' approach operates: 

"[ItJ takes account of the wider context.;:; in which 
educational programmes function_ Its primary concern is 
with desc1•iptiun and inter1-•retation rather than 
measurement and prediction ... the aims ... are to study 
the innovatory programme: how it operates; how it is 
influenced by the various school situati,ins in which it 
is applied; what those directly concerned regard as its 
advantages and disadvantages; and how students' 
1ntell~ctual tasks and academ~c experi~nces are most 
affected. It aims to discover and document what it is 
like to be participating in the scheme, whether as 
teacher or pupil; and in addition, to discern and discuss 
the innovation's most .significant features .. " 
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Thus the major concerns of those working within this paradigm 

are with the processes of an innovation and the experiences of 

those involved with it. Methods used in reporting on an 

innovation are those of description rather than measurement 

and interpretation rather than statistics. 

Conclusions 

As outlined in chapter two, the work of the teacher-evaluators 

provides descriptive information about processes at work 

Within the innovation for those involved - measurement and 

testing of specified objectives are not within their brief. 

Thus the teacher-evaluator approach can be seen to fall within 

the social-anthropological paradigm. In the following section 

trends within this paradigm will be contrasted with the 

teacher evaluator approach. 

2) Trends within the socio-anthropological paradigm 

There are a number of terms used to describe evaluations 

carried out within this tradition. Jenkins, Simons, and 

Walker ( 1981, p. 186) include the various terms "'ethnographic', 

'portrayal', 'anthropological', 'responsive', 'illuminative', 

'descriptive', 'case study'" in their description of 

'naturalistic' evaluation. They go on (ibid, p. 170) to 

describe the method for conducting inquiries as "utilising 

qualitative/interactive methods of collecting data and 

descriptive/interpretive modes of reporting". 
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Within this tradition, there has developed a number of trends 

which utilize particular perspectives. The following 

developments preceded the development of the teacher-evaluator 

approach and the approach has been built on the theories which 

have been developed from them. 

Lawrence Stenhouse's (1875) 'teacher as researcher' work and 

the development of action-research in education through John 

Elliott's (1975) work on the Ford Teaching Project resulted 

in the subsequent setting up of CARN - the Classroom Action

Research Network. This work developed recognition of the role 

the teacher could play in researching within the classroom. 

Barry MacDonald (1877> in exploring the notion of 'democratic 

evaluation' defines key concepts of evaluation as 

'confidentiality, negotiation and accessibility' (Kushner and 

Norris, 1981, p.28). Stake ( 1974, p. 1 > develops the idea of 

'responsive evaluation'. He applies this to evaluations 

which: 

"orient more directly to programme activities than to 
programme intents, if it yields information the audiences 
want, and if value-standards of staff and significant 
others are taken into account. In these three separate 
ways an evaluation study can be responsive." 

Classroom research and school self-evaluation methods are 

usually based on educational action-research techniques 

developed by those working within this paradigm. It is argued 

that the teacher-evaluator role where the teacher is involved 

in LEA wide evaluation, complements present deve lopmer1 Ls 

within this paradigm. 
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Conclusions 

It is argued that the teacher-evaluator approach fills a gap 

in the development of evaluative practice within the social 

anthropological paradigm. This idea Will be further 

developed in the next section. 

Although the teacher-evaluator approach shares a common 

methodology and philosophical perspective to the action 

research work described above, it expands the role of teachers 

in evaluation - the scope is wide - across the LEA; and the 

issues are broad - a project implemented across a number of 

schools. It hands over the power of evaluation to the teachers 

to use in the development of the curriculum. These issues 

Will be further discussed in the next section which examines 

the role of the teacher in evaluation and research. 
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C) THE ROLE OF THE TEACHER IN EVALUATION AND RESEARCH 

"People rarely pass harsh judgements on friends." 

Fitzgibbon, 1985, p.20 

"evaluation ..... initiated by insiders, owned by 
insiders, and carried out by insiders and outsiders 
working co-operatively Cisl an ideal arrangement for 
'meaningful and effective evaluation' of a school 
programme." 

Lovegrove in Davis, 1981, p.43 

These quotes illustrate the diversity of viewpoint over the 

involvement of teachers in evaluation. Some writers hold the 

view that only 'outsider' evaluations are independent and thus 

have any credibility while others state that the independence 

of an outsider evaluator is illusory. Furthermore, a number of 

authors go on to say that most 'professional evaluations' are 

irrelevant, having no effect on educational practice and that 

the involvement of teachers is essential if evaluation is to 

be used to improve educational practices at all (Holly, 1986a; 

Simons, 1971). 

Since Simons (1971) wrote of the need for involving teachers 

in evaluation, the action-research movement has become 

established with teachers researching their work in the 

classroom and institutional self-evaluation techniques being 

developed and used. However, in the wider context of project 

evaluations, the 'professional evaluators' have dominated. 

While many professional evaluators recognise the need for the 

involvement of teachers, this involvement often takes the form 
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of using teachers just to collect data (Elliott, 1985b; Lewy. 

18T7l . Th e e va l uat i on des i g n • t he an a 1y s i s o f data an d t he 

reporting of results remains in the domain of the professional. 

In this section of the literature review the arguments for and 

against the involvement of teachers in research and evaluation 

wil 1 be considered. Firstly, the potential role of the 

teacher-evaluator wil 1 be compared with that of the 

professional evaluator and secondly it will be contrasted with 

that of the teacher as action-researcher. 

Definitions 

Educational research and educational evaluation share many 

techniques and thus problems, in common. Unless it is stated 

otherwise, comments about one are assumed to also refer to the 

other. The term 'insider' is used to refer to anyone in the 

permanent employ of the local authority in which the 

evaluation is taking place. The term 'outsider' will be used 

to refer to a professional from higher education carrying out 

evaluation or research. Lewy (1985) and Lovegrove l in Davis, 

1981 l define insiders as those who work in the particular 

school in which the evaluation is taking place. 

As this research is taking place in the context of an 

author1tv-w1de project, the term has been extended to include 

those in the permanent employ of the authority. However as 

Biott 18811 points out, the terms 'insider' and 'outsider' 

ar,::; n,:it entirely 3clt1sfactorv as cl Tl 'insider' may 
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intimately involved with the project being evaluated or may be 

distanced from it - the common link being through involvement 

in the institution or LEA in which the evaluation takes place. 

11 Teacher-evaluators or professional evaluators 

The debate about the role which teachers (insiders) can play 

in evaluating educational activities centres on the perceived 

strengths and weaknesses of the professional eva.l ua tor.s 

(outsiders) approach to date rather than actual accounts of 

what teachers have achieved in evaluation. 

Issues occupying those who have written about these topics 

fall into four major categories 

the relevance of 'professional' evaluations to 

teachers, 

- the difficulties of gaining access and detailed 

knowledge of the object of the evaluation, 

the need for independence of an evaluation, 

- restrictions on the role of teachers in educational 

evaluations. 

i) Relevance 

"In this country the widely acknowledged failure of 
educational research to have impact on teaching practice 
has implications for a curriculum development movement 
which makes considerable use of educational research 
techniques and styles. 11 

Simons, 1971, p.119 
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Professional evaluators have been harsh critics of the effect 

of their evaluations in promoting change. Many evaluators 

expres~ dissatisfaction with the outcomes of evaluations and 

acknowledge the 'irrelevance' of much professional research 

(Burgess, 1980a; MacDonald, 1976; McNamara, 1980; House, 1986; 

Harlen, 1978; Weiss, 1986b; Simons, 1971; Wilcox, 1981). 

Evaluations may be well designed and carried out but it is 

felt there is little evidence of impact on educational 

practices. Reasons given for this situation include the views 

that the professionals have other aims than the improvement of 

educational practice. Weiss (1986b, p. 148) suggests that many 

have a 'primary commitment to the canons of social science' 

and are out of touch with classroom and school situations. 

However those that see the remedy for this as involving 

teachers, suggest roles for the teacher which are restricted 

to classroom or school (Holly, 1986; Lovegrove in Davis, 1981; 

Stenhouse, 1980; Black and Geiser, 1971; Simons, 1971; Holly, 

1986b). Burgess (1984) and Cooper (1975) are among the few 

authors to write of the potential of a cross-institutional 

teacher-evaluator approach. 

Thus lack of relevance is a Widely acknowledged problem for 

educational evaluations and while theories are devised 

proposing solutions to the problem little evidence is produced 

of successful practices which have produced more relevant 

evaluations. 
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ii) Access to knowledge 

houtsiders can never completely penetrate the 
private knowledge of insiders." 

Elliott, 1984, p.23 

" .. will researchers recogrlise patterns in a society in 
which they are thoroughly acculturated? Are there 
problems in selecting what to study? Will researchers 
give full coverage to situations with which they are 
already familiar?" 

Burgess, 1984, p.22 

The debate over the relative merits of an insider or an 

outsider evaluation is carried through into the area of access 

to information. 

Detailed knowledge of the object of the evaluation is clearly 

essential before any report can be written (Munro, 1977; 

House, 1980) yet professional evaluators comment that it is 

far too easy for their access to information to be restricted 

<Eraut, 1984; Macdonald, 1982; Burgess, 1984; Adelman, 1984) 

Smetheram (1978, p.101) suggests that uinsider research may be 

expected to place the participant in an advantageous position 

from which to assess 'what kind of truth' is being told." 

and Harlen ( 1978) argues that an outsider is automatically 

excluded from acquiring this knowledge. Others acknowledge the 

advantage of the insider but argue that an insider has an 

unacceptably narrow perspective (Burgess, 1984 on the work of 

M.N.Srinivasl. A joint approach involving both a_nd 

outsiders in an evaluation is seen by some tu be one way of 

overcoming these problems and drawing on strengths possessed 
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by both insiders and outsiders (Lewy, 1985; Davis, 1981; 

Rudduck, 1981). 

The issue of access to information and the success of any 

evaluation is also linked with issues of ethics and the 

establishing of trust. Pring (1984al acknowledges that the 

establishment of an atmosphere of trust is essential to the 

work of an external evaluator and this must apply equally to 

an internal evaluator. Internal evaluation could have a very 

long term effect skills and experiences, both positive and 

negative affect working relationships in the LEA or 

institution. Thus issues concerning the maintenance of trust 

and confidentiality are of prime importance to the internal 

evaluator. 

The effect on the style of an evaluation of the different 

problems of the insider and the outsider will be explored in 

later chapters. 

( i i i ) Independence 

"Too often, evaluators do merely what sponsors want them 
to do. " 

House, 1980, p. 15 

An independent stance is often assumed to be an integral part 

of the outsider's approach to evaluation but in reality 

maintaining independence from the sponsors of the evaluation 

is difficult (Stenhouse, 1984). House ( 1980) and McCabe 

(1985) talk of evaluators being 'co-opted' into the project 
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being evaluated and Simons (1884a) mentions that 'pressure' is 

brought to bear on external evaluators. Walker (1877a, p.22) 

identifies another pressure that concerns an outsider: 

"The academic researcher ... worries about his reputation" 

Insiders involved in evaluation might be expected to face 

pressures to reveal information, only to investigate certain 

issues or to perform in such a way as to enhance their own 

career prospects however little has been written about their 

experience or work (Holly, 1984; Holly in Biott and Storey, 

1986; Summing, 1986). Their objectivity is also considered 

suspect (Stufflebeam, 1971). Loucks (1982, p. ll takes the view 

that it's "difficult for people too close and committed to a 

new programme .... to be objective" and Davis (1981, p.57) says 

there is a likelihood that the perceived lack of independence 

of an insider evaluation could lead to it being 'discounted by 

an audience'. Yet Cousins and Leithwood (1986, p.353) in a 

review of a number of evaluation projects over fifteen years 

found this was not the case: 

"All relationships that were reported suggested that 
internal evaluations were more useful than external 
evaluations." 

Adelman (1984a, p.52) develops this point. He identifies 

three types of evaluation procedures, only one of which is an 

'internal evaluation'. He expresses the view that "In this 

type of evaluation, the evaluators are considered as 'bought' 
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by those in power". However, little real evidence is presented 

Which is actually based in the practice of 'insiders'. The 

question of independence and objectivity in insider 

evaluations is one focus of the research. 

The notion of freedom from value judgement is often linked 

With the idea of the inherent independence and detached 

viewpoint of the outsider. Burgess ( 1980a, p. 165) describes a 

school of thought which holds that ideal educational 

researchers are 'outsiders to schools and to the teaching 

profession' the implication being that these people are 

somehow more objective and value-free. MacDonald ( 1976), 

Harlen (1978), Hamilton (1976), and House ( 19801 are emphatic 

in their Views that no evaluation is value free. 

If all evaluations are seen as arising from value judgements, 

then the outside evaluator can hardly claim to be more value 

free than the insiders. Moreover, there is the possibility 

that an insider's values will be known to the audience 

whereas the outsider may remain unknown at the personal level 

and his/her value judgements less easy to identify. 

(iv) Restricting the role of the teacher 

Stenhouse ( 1876a, p. 1) fully supports the involvement of 

teachers in research and is confident of their skills 'no 

theoretically disposed teacher can be regarded as a 1ayma.n'. 

However, he identifies a deliberate belittling of the 

t ea c: b e r s ' r o 1 e by s o me a cad e m i c ;:; : 
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"In the lucrative area of education, the contributing 
disciplines (which have few outlets to applied fields) 
exercise a protection racket. You can see their 
theoretical muscles ripple beneath their jackets. They 
want educational data to make theories in which teachers 
are laymen." 

Stenhouse, 1976a, p. 3 

Stufflebeam (1985) writing in the US context, does not appear 

to be in sympathy with this approach. He lists a formidable 

list of skills needed by evaluators and supports the view that 

they should be trained professionals. Yet Lyons ( 1981) 

exposes the minimal training which appears to have been 

necessary for Schools Council evaluators in this country. 

Teachers could be just as easily trained. Harlen ( 1978) is 

supportive of Stenhouse's views on the potential for teacher 

involvement but both are vague on the training which would be 

appropriate. The issue of appropriate training for teacher-

evaluators is discussed in the research findings. 

The gap between academics and teachers has still to be 

successfully bridged (Carr and Kemmis, 1986). Holly ( 1986bl 

can claim some success with his notion of a •professional 

evaluation' but he, as does Stenhouse, still sees the role of 

the teacher as confined to classroom or institution. Nixon 

(1981a, p.33l talks of those outside the classroom making only 

'a token gesture' towards recognising the potential of 

teachers in research situations. Harlen (1978) puts the 

difficulties down to the tradition that has grown up for the 

outsider approach. Ho1,.rever Hamilton ( 1976, p. 1:30) puts the 

resistance down Lo a more basic cause a fear of loss of 

employment on the part of professional evaluators: 
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"If these trends become widespread then 
professional evaluators may cease to exist i 11 their 
present form. " 

Restriction of the teachers' role in evaluation and research 

places restrictions on professional development which is seen 

as an important outcome of teacher involvement in evaluation 

(McCormick and James, 1983; Eraut, 1976, 1977; Sten house, 1975, 

1980; Day, 1985). Shostak ( 1980) takes this one step further 

in suggesting that it is the duty of the professional teacher 

to evaluate their work according to established criteria. 

Conclusions 

A recognition of the strengths of both insiders and outsiders 

and the development of a combined approach is possibly a way 

forward for educational evaluation which could overcome the 

problems of relevance, difficulties With access and 

credibility which have just been outlined. 

Stenhouse (1975, p. 162) had a clear vision of what was needed. 

"I believe that fruitful development in the field of 
curriculum and teaching depends on evolving styles of co
operative research by teachers and using full-time 
researchers to support the teachers' work." 

Action-research and school self-evaluation were two methods of 

evaluation and research which developed from the ideas of the 
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early seventies. It is argued in this thesis that the 

teacher-evaluator approach is another logical, if later, 

development. The ways in which action-research and the 

teacher-evaluator approach differ are traced in the next 

section. 

21 Action-research and the teacher-evaluator approach 

The purpose of this section is to establish the differences 

between the teacher-evaluator approach and the practices which 

have developed under the heading •action-research'. 

"Evaluation serves decisions about educational provision. 
It does so by observing and describing educational 
programmes. Evaluators make known. to those who have 
legitimate claims upon their services. something of the 
circumstances, values, processes and effects of 
educational programmes." 

MacDonald, 1977, p.50 

"Action-research is concerned with everyday practical 
problems experienced by practitioners ...... The aim of 
action-research is to deepen the practitioners' 
understanding (diagnosis) of his problem." 

E 11 i o t t • 1978a, p . 1 

These two quotes illustrate some of the basic differences 

betueen educational action-research and evaluation, namely 

differences of focus, scope and audience. Other important 

differences between the two approaches are in the areas of 

accountability, political implications, methodology and 

outcomes. 
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The phrase •educational' action-research is used because, as 

David Hopkins (1986c, p.5) points out, the practice of action

research in education today differs from Lewin's original 

ideas of action research: 

" .... Lewin's conception of action research is very 
different from what is currently going on in the name of 
educational action research. Lewin's concept of action 
research was Ci) as an externally initiated intervention 
designed to assist a client system, Cii) functionalist in 
orientation , and (iiil prescriptive in practice. None 
of these features apply to what I assume to be the 
contemporary nature of action research by teachers which 
is characterised by its practitioner, problem solving and 
eclectic orientation." 

Action-research has a narrower focus than evaluation - that of 

'problematic aspects of practice' which arise in either the 

classroom or in the school (Elliott, 1985b, p.243). Holly 

C1986c, p.1) describes this as a 'short-term focus' a 

comment he makes not to denigrate action-research but in 

recognition of the strengths of action-research. The focus of 

an evaluation is necessarily wider. 

Evaluation has an informative and descriptive function as well 

as problem-solving role CHarlen, 1978). The teacher-

evaluations forming the subject of the research have embraced 

this wider purview and have tended to be 'issue focused' 

covering areas of interest to sponsors and audience as well as 

problem focused. 
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The teacher-evaluators are responsible to a different audience 

from that of action researchers. The audience for action-

research findings can be as small a.s to be limited to one 

other person ( Ke111nli s and Mc Taggart, 1982 J or to the whole 

school staff whereas teacher-evaluators, as With outside 

evaluators, report to staff at all levels in the LEA (Simons, 

1971). This affects the reporting style and procedures for the 

dissemination of findings which are more formalised than iS 

necessary for action-research work (McCormick and James, 

1983 J. 

Although some action-researchers publish their work for 

academic purposes, this is not an essential feature of action-

research whereas the teacher-evaluator reports although 

confidential to the LEA are widely distributed to participants 

and non-participants of the project. 

This wide distribution means that political implications of 

the teacher-evaluators' work are potentially more serious than 

for that of action researchers. While it is recognised that 

a c t i o n -- r e sea r c h can be damaging and divisive within schools 

(Cumming, 138G; Simons, 1971; Ho 11 y, 1984) the teacher 

evaluator~· work is more publicly exposed and thus potentially 

more damaging for pupils, staff, schools and LEAs. This 
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damage could be to pupils who might be identified, the 

careers of individua.l teachers, for the schools wh ic1, are 

brought to LEA rlttcntiOll, ;:i_nd for the LEA 1,Jher. tho.:;e not in 

the education service, newspapers for example, obtain reports 

which were intended to be formative and confidential within 

the d tJ t h u r t y . Teacher evaluators are publicly 0.ccuuntc.1Lle1 

whereas action-research can be 'private' and contained within 

the institution (Holly, 1886c). 

The methodology adopted by both approaches is simila~ being of 

the naturalistic, eclectic variety. However, the teacher--

evaluator approach relies on co-operative team work across 

institutions. This approach imposes checks and balances on 

the work of any individual whereas in action-re:::;earch 'the 

individual teacher practitioner lies at the heart of the 

action-research process .... The process is highly personal and 

b1ghly per:::;onalised.' (Holly, 1986c p. U. 

The outcomes of the two procF:sses vary. 'Action" is an 

integral part of action-research. The aim is that something 

w i l 1 be changed as a result of the research; whereas any 

cha.r1 6 e resulting; from the teacher-eva.luators' work depends 0:1 

the audience taking up the challenge of the report findings. 

This could be a flaw in this approach and the in;pl icat ions 

will be discussed in chapter eight. 
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Conclusions 

Although action-research and the teacher-evaluator approach 

use a similar methodology, there are significant differences 

in the focus, scope and audience for the two activities. In 

addition, the teacher-evaluators do not choose or control the 

areas they research whereas action-researchers are usually 

working on issues of interest to themselves. 

Teacher-evaluators are far more accountable for their work 

than action-researchers and the political consequences 

stemming from their work are also potentially more serious 

because of this increased scope and audience. The reporting 

style, dissemination procedures and structures are also more 

formal than is necessary with educational action-research. In 

the section which follows, views on standards in evaluative 

practice will be examined. 
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D) CRITERIA FOR GOOD PRACTICE IN EDUCATIONAL EVALUATION 

"There is no ideal strategy of evaluation, many factors 
need to be considered when planning an evaluation, and 
the position of the evaluator and the distribution of 
evaluation roles need to be negotiated in each case. " 

Tawney, 1978, p. 12 

Tawney sums up the complexity of the problem of judging 

evaluative practice. There is no established formula to apply 

in order to recognise 'good practice' in evaluation although 

there have been attempts particularly in the USA to establish 

one (Madaus, Scriven, Stufflebeam, 1983). Many authors have 

considered this problematic area and their conclusions are as 

varied as their evaluation backgrounds. 

The purpose of this section is to establish an understanding 

of factors which contribute to the strengths or weaknessess in 

evaluation approaches in order to identify criteria for good 

evaluation practice with which the teacher-evaluator approach 

can be compared. 

Four principal areas dominate the literature covering 

evaluative practice: 

1) Establishing the credibility of an evaluation 

2) Factors affecting the validity of an evaluation 

3) The effectiveness 
evaluation 

and degree of utilization of the 

11 Establishing standards for evaluative practice 
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1) Establishing credibility 

"Credibility is almost always questionable. So long as 
different values can come into play, doubt and mistrust 
may be rampant. The use of a limited methodology which 
practitioners doubt has much utility for them also 
produces a lack of confidence. Users of evaluative 
information at one level will not accept at face value 
information developed at another level. Indeed, people 
rarely have any confidence in data developed by anyone 
but outside, independent agents." 

Stufflebeam, 1971, p.31 

Stufflebeam pinpoints some of the key issues concerning the 

credibility of evaluations. Though his views on the use of 

outside evaluators would be contested by many of the writers 

quoted in the previous sections his concerns with values and 

methodology are still current. House (1980, p.78) argues that 

many of the problems can be overcome with careful planning. 

"Perhaps the most important agreements peculiar to a 
particular evaluation are those derived from the 
negotiation that often precedes the evaluation 
agreements between sponsors, program personnel, and 
evaluators. In this exceedingly important negotiation, 
agreement can be reached on criteria, methods and 
procedures, access, dissemination of results and so on. 
Disagreement on these points can destroy the entire 
credibility of the evaluation. " 

Many writers agree With House that the credibility of an 

evaluation is dependent on the design worked out in the 

initial negotiations with the sponsors of the evaluation 

(Stake, 1976b; Fitzgibbon, 1985; Adelman, 1984a; Simons, 

1984a). Aspects of an evaluation plan which are considered to 

be crucial for credibility with sponsors and audiences are: 
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- i) Basing the evaluation design on clearly stated principles 

and taking into account 'preconditions' which will affect the 

evaluation. 

iil Establishing clear procedures for field work i.e. data 

collection and release. which will create trust by confirming 

independence and impartiality. 

i i i ) Clarification of methods for dissemination of the 

findings. 

A fourth issue concerns the evaluators' views on ensuring 

their independence and the credibility of their work. 

i V ) Contract versus conscience the po 1 it iCS of 

dissemination. 

il Design 

Adelman (1984c, p.33) stresses that an evaluator ignores the 

management style and method of functioning of the 

commissioning organisation 'at his peril'. It is recognised by 

many of those involved in evaluation that the politics of both 

the evaluator and the institution will affect the conduct of 

the evaluation (Adelman, 1884c; House, 1980; MacDonald, 1976; 

Stenhouse, 1976b; among others). 

Although Adelman (1984c, p.33) sees credibility as less of a 

problem With 'ot,Jectivi::,t' approaches than With 

'subjectivist• approaches where 'the evaluator depends on 

e~~ta.bli3hing z, role and identity which would foster and 
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SUStcl.1fl cul l c1. bur c1. t ion w1tl1 the evalui.:l.ted', the credibility 

issue 1s one common tu ail methodologies. 

There i .S some con~ensus th~t two of basic principles 

behind a good evaluation design are a built-in element of 

negotiability and flexibility throughout the period of the 

evaiuation and responsivity to a wide range of audiences 

(Stufflebeam, l!::l71; House, 1980, 1986; MacDonald 1973; Simons, 

1984a l. However, writers acknowledge that even with a clear 

design, difficulties are to be expected often to do with 

access to information or dissemination of findings. Stake 

(1976b, pp.35-37) stresses the essential nature of 'good lines 

of communication' and recommends the setting up of a 'court of 

appeals'. Simons ( 1984c, p.r37l establishes four principles 

those of 'independence, impartiality, confidentiality and 

consultation' which she feels apply to any evaluations 

aspiring to 'independent conduct and reporting' Her paper 

C 1984c l "Guidelines for the Conduct of an Independent 

Evaluation" is a clear Jtatement of principles and procedures 

not r;iatched for its concisent_!SS and clarity by any other UK 

publications in this area. 

The 'non-credibility' of many evaluations was raised hy 

Stufflebeam sixteen ye2rs ago. Stufflebeam ( 1971, pp.320 -321) 

saw the necessity deve1op1t1g new methodologies and 

to enhauc the crt:dibility of evaluations and 

;c:;uggested that insider evalu~t1ons had enhdnced credibility 

With some who make up the audience: 'credibility is almost 

automatic in this situation for the decision maker' He 

proposes that outside critics can be silenced by making public 
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and explicit 'criteria, audience, dissemination policies' 

though he acknowledges that 'sensitive issues' might need some 

sort of 'outside audit'. This outside audit is to be 

different to an outside evaluation 

"The concept of an outside evaluation audit (not an 
outside evaluation) is an extremely critical one." 

Lewy's (1985) 'Evaluation Unit' embodies some of Stufflebeam's 

ideas. Tawney C1976, p. 12) appears to hold contradictory 

ideas: 'information from an independent source is more 

credible' yet he goes on to say 'there is little doubt that an 

evaluator who turns his hand for a short time to developmental 

work gains credibility'. It can be argued that an evaluator 

who works on a project becomes an insider. These two 

statements are only contradictory if one subscribes to the 

view that an inside evaluation cannot be independent. This 

issue will be further explored later in the thesis. 

iil Procedures for field work 

"The politics of evaluating are those of making and 
sustaining interpersonal relationships with people who 
differ in their knowledge and in their power to influence 
events that are pertinent to the topics of the 
evaluation." 

Adelman, 1984c, p. 32 

Trust between informants and evaluator is essential to any 

credible and valid evaluation (MacDonald, 1982; House, 1980). 

l!elen S1rnons' insi~tence ( 1984al on the need to clearly 
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establish the principles and procedures of the evaluation at 

the beginning reflects a recognised need for an evaluation to 

be seen to be independent of any of the power groups within 

the institution being evaluated so that the confidence of all 

involved can be gained. Ethical procedures dealing with the 

collection, use and release of data are dealt with in detail 

in her paper - the aim of this clarity in the early stages 

being to establish the credibility and autonomy of the 

evaluation. 

Impartiality is an aim to which an evaluation should aspire 

although the effect of an evaluator's politics and values 

should not be ignored (MacDonald, 1976; House, 1980; Adelman, 

1984c; Bynner, 1978). House (1980, p.219) defines impartiality 

and this definition will be used in the thesis when 

considering the work of the teacher-evaluators; 

"To deliberate impartially is to deliberate without 
excessive attention to one's own interests, to consider 
only universal solutions." 

iii) Methods of dissemination 

"If the readers find the report credible, they are more 
likely to assume a corresponding valuing position vis-a
vis the object being evaluated. Furthermore, the readers 
may be led to action, depending on their disposition and 
other circumstances. The action may or may not be 
recommended by the evaluato~" 

House, 1980, p. 102 

House (ibid, p.255) develops his criteria for a credible 

report stating that it should be 'coherent', 'readable' and 
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perceived as 'true' by the audience. Some feel that the report 

need not be writ ten CStake. 1978; Bynner. 1978) a 1 though Lewy 

(1985) suggests that credibility is enhanced by a written 

report. Bynner (1978} notes that length of the report will 

affect its readers adversely - long reports are often not 

read. 

The academic language of some reports is seen as affecting 

their credibility as they may be incomprehensible to a non

academic audience CStake, 1976b i Munro, 1977). There is some 

fee ling that different reports should be produced for 

different audiences (Adelman, 1984c). 

Whilst it is generally accepted that at least one aim of 

evaluation is to inform decision making (Tawney, 1976 amongst 

others) there is controversy over the degree of judgement 

which an evaluator exercises in writing up a report. Tawney 

(1976), and Fiddy and Stronach (1986a) agree with Simons 

(1984c, p.89) about the use of a non-recommendatory style as 

it assures •participants that their decisions will not be pre

empted'. House (1980) takes a neutral position on the issue 

whilst Scriven (1977) suggests that an evaluator who doesn't 

make recommendations and judgements isn't performing an 

adequate evaluation. 

Simons (1984a) and Fiddy and Stronach (1986a) are among the 

few writers who deal With the necessary next stage of 

dissemination which proceeds from the circulation of the 

report that of discussing the findings with the groups 

involved. Fiddy and Stronach (1986a, p. 11) comment that 
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"The formative process ruay be seen to begin with the 
report. " 

Saunders ( 1985) and Bynner (1978) also mention the need for 

'debriefing' sessions with audiences. It would seem that this 

stage is particularly Vital in evaluations which claim to be 

formative in intent. 

In this section. no distinction has been made between forms of 

reporting suitable for formative evaluation and those more 

suited to a summative evaluation. This is because these 

distinctions have not usually been made in the literature. In 

any case, similar constraints probably apply to both forms. 

iv) Contract versus conscience the politics of dissemination 

Evaluators are often faced with the fact that although they 

may have followed the proper procedures for producing an 

evaluation report the sponsors do not want the report 

circulated or the findings discussed. An evaluator in this 

situation is faced with a difficult moral decision loyalty 

to a sponsor or loyalty to those perceived to have the 'right 

to know' (Madaus, Scriven, Stufflebeam, 1983; among others). 

Simons ( 1984a, p.56l reports that: 

"Conflicts have arisen to a point where participants 
whether they be teachers, managers, sponsors, or 
evaluators have threatened or sought legal action." 
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For all her established and firmly held principles about 

agreeing release of data, Simons (1984cl says that the 

evaluator ought to publish if it is in the wider public 

interest. This view is supported by Stake I 18'76bl and House 

( 1980). This apparent preparedness of some eminent 

professional evaluators to follow their conscience may be one 

lead which the teacher-evaluators would have difficulty in 

following. 

Conclusions 

Credibility of an evaluation appears to depend significantly 

on the level of communication and clarification of purpose 

between the sponsor and the evaluator. Procedures for the 

dissemination of findings is clearly an an area which can 

cause difficulty between sponsor and evaluator and one in 

which procedures should be established before difficulties 

arise. Levels of communication and established procedures 

governing the teacher-evaluator approach will be examined in 

chapter six, seven and eight in order to establish strengths 

and weaknesses of the approach. 

It is recognised that establishing the credibility of an 

evaluation approach is not enough to secure recognition of its 

significance for evaluative practice. An approach may have 

credibility with the sponsors and audience but use invalid 

methods and procedures. The next section is concerned with 

establishing criteria for analysing the validity of an 

evaluation. 
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2) Factors affecting the validitv of an evaluation 

"No evaluation approach, no method, will guarantee 
validity in advance. One must step back and examine a 
particular evaluation in its situation to see whether it 
is valid. In most cases, several evaluation approaches 
will be appropriate, and the evaluator can choose an 
approach on the basis of his and his client's 
preferences. Many evaluations will be mixes of different 
approaches. Ideally, the evaluator should be trained in 
several approaches and should not mechanically apply 
whatever he has learned. He should know the weaknesses 
of his favorite approaches so that he might guard against 
threats to their validity." 

House, 1980, p.256 

The validity of the teacher-evaluator approach will be 

examined in retrospect as House suggests, in later chapters 

based on current notions of validity as established in this 

section and through the research. 

There are two parts to this section. The first deals 

particularly with notions of valid evaluative practices, the 

second with criteria for judging evaluation reports. 

il Validity in educational evaluation 

First of all the notion of validity needs to be defined. 

Hopkins (1986c, p. 1) offers the following definition: 

"I take a catholic view of the word 'valid'. My 
dictionary defines it as •sounds defensible, well 
grounded .... executed with proper formalities'. " 
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House C1880, p.2491 has written extensively on the notion of 

validity in evaluation and he establishes three criteria for 

the validity of an evaluation 

- it must be true, 

- it must be credible to the audience ('trustworthy'), 

it must be 'normatively correct'. 

He goes on to define validity in case study 

"In the case study approach validity depends on the match 
between the evaluation and the experiences of the 
participants and the audience." 

ibid, p.253 

As part of this research, those receiving the teacher-

evaluators' reports were asked whether they felt the reports 

satisfied these criteria. The results are reported in chapter 

eight. 

The i mport.ance of audience acceptance of an evaluation is 

stressed by House. House (1980, pp.89-911 points out that an 

evaluation can be valid but useless because it doesn't 

'enhance the understanding of that audience', irrelevant 

because it misses 'the main issues' or incorrect because 'the 

argument. forms could be wrong'. Miles and Huberman (1984bl 

make similar points. House also suggests that if values are 

not held in common between the evaluator and the audience, 
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then the audience may well not perceive the evaluation as 

valid. This point has particular relevance to the perceived 

validity of the work of the teacher-evaluators. 

Another perspective on the question of validity is provided in 

the work published in 1963 by Campbell and Stanley. Their work 

on validity has been drawn on by many writers on evaluation 

( Cohen and Mani on, 1980; McCormick and James, 1983; Nisbet and 

Entwhistle, 1970; Hopkins, 1986c). Hopkins (1986, p.2) draws 

on the above work in proposing six types of validity: 

"Face validity - requires that a measure looks as if it 
measures what it purports to measure. 

Content validity - requires that data produced covers all 
relevant subject matter. 

Criterion related validity agreement between (for 
example) scores on a test and 
teachers' estimates ..... 

Construct validity measurement must reflect the 
construct in which researchers are 
interested. 

Internal validity - the soundness of an explanation; 
whether what is interpreted as cause 
produces the effect. 

External validity - the generalisability of results to 
whole population ...... " 

Hopkins recognises that these concepts of validity are more 

relevant to the academic researcher than to the audience of an 

evaluation. He suggested, in a lecture on the eighteenth of 
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March 1987, that an audience of administrators and 

practitioners would be more likely to Judge the validity of an 

evaluation using three criteria: 

Face validity: an evaluation document must have an acceptable 
format and style. 

Respondent validity: the findings of the report must resonate 
with the readership. 

Content validity: The report must cover the relevant subject 
matter. 

As the teacher-evaluators' reports are received by that type 

of audience these particular criteria will be applied to their 

work and the results discussed in the relevant chapter. The 

similarities of context between the action-researchers' work 

and the teacher-evaluators' work mean that similar problems in 

ensuring validity of the work apply. 

This issue of ensuring validity in the work of action

researchers has been addressed by only a handful of authors. 

James and Ebbutt (in Nixon 1981b) express their concern over 

the lack of guidelines for establishing the validity of their 

work as action-researchers and the work of Hopkins ( 1986c, 

1985c) goes some way to addressing the problem. Hopkins 

(1986c, p. 111 also suggests eight ways 1n which action-

research in particular can be made more valid: 

uBe alert to threats of validity. 
Be clear about analysis. 
Call things by their right name. 
Know what you are looking for. 
Trictngulate. 
Be catholic in use of data sources. 
Reduce and display data. 
Use case study systematically" 
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In his book "A Teacher's Guide to Classroom Research" 

(1985cl, Hopkins ll985c, p. 1151 suggests two techniques which 

teachers could use in validating their work triangulation 

and saturation, and illustrates their use. In this way, 

hypotheses emerging from data can be confirmed: 

"By utilizing this methodology we can have confidence in 
our subsequent actions.» 

McCabe (1987b, p.2) in recognising the increasing role that 

teachers are playing in evaluation in the UK stresses that 

there is a need for •some sort of quality control procedure'. 

He suggests that the evaluation structures and processes play 

an important part in ensuring the standards of evaluation work 

in which teachers might become involved: 

" In this possible pattern of evaluation written into an 
in-service programme the characteristics of what could be 
practicable evaluations are seen: 

1. An attempt to obtain evidence which Will be both 
objective and subjective. Professional opinion is 
evidence in this case but not just that of the person 
leading or teaching the course. 

2. The involving of at least one more person in the 
evaluation but it need not be someone disinterested. 

3. The collection and summarising of the evidence should 
be essentially in the hands of teachers although 
probably teachers known to and working with advisers, and 
teachers with special interests in evaluative work. 

4. The evaluation is the responsibility of the course 
leader or organiser - who will encourage and discuss it 
with the 'other person'. 

5. To see that it is done and its ultimate 
interpretation and correlation with others are the 
ta::;ks of the 1n:3ervice u1·ganiser. '' 

ibid, p.6 
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The guidelines provided by these authors are not only 

applicable to the work of action researchers, many of these 

problems have long been recognised as problems for 

professional evaluation and research. For example, Becker 

(1958) raises the 'problem of evidence• and the difficulties 

of convincing others of conclusions. Stufflebeam ( 1971) and 

Miles and Huberman (1984al among others. raise the problems of 

reliable interpretation of qualitative data. 

iil Criteria for judging evaluation reports 

Burgess (19841 notes the paucity of literature in this area 

and contributes to the resolving of this problem by suggesting 

that five areas in particular be considered when evaluating 

research reports: 

- How did the research begin? 

- What theoretical perspective is employed? 

What principles of selection are involved? 

- What methods of investigation are used? 

What is the impact of the study? 

He also suggests that useful information could be gleaned by 

finding out who the funding bodies were and wl1at the 

background is of those who have been acknowledged as helping 

with the research. 
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Stufflebeam and House comment that the style of the report is 

an important factor in affecting its reception with the 

audience: 

"No matter what form the report takes it should be 
readable, brief and full of interest." 

Stufflebeam, 1985, p.298 

"I would like to argue, explicitly not tacitly, that 
greater coherence makes the evaluation report more 
credible, more worthy of belief and confidence. An 
incoherent report is not credible at all, and the more 
coherent the (up to a point), the more credible it will 
appear to be - all other things being equal." 

House, 1980, ~105 

The issue of whether a report should be recommendatory or not 

has been touched on previously. However, it is as well to 

reiterate here that a non judgemental style, such as that 

adopted by the teacher-evaluators does not affect the validity 

of the findings. As Adelman (1976, p. 143} suggests, members of 

the audience are capable of making their own judgements: 

"The truths contained in the successful case study 
report, like those in literature are guaranteed by the 
'shock of recognition'." 

Conclusions 

Methods for judging the validity of evaluations are issues of 

concern and debate among professional evaluators. As Miles 

and Huberman (1984a, p.20J point out: 

" .. we continue to need working canons and procedures to 
judge the validity and usefulness of research in 
progress. " 
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In establishing the validity of the teacher-evaluator approach 

there are a number of questions which clearly must be 

answered. Audience reaction to the evaluation needs to be 

established does the audience regard the evaluation as 

relevant, true, credible and correct? In addition, reports 

should be examined using the criteria suggested by Hopkins 

(1985c) and Burgess (1984). The methodology should also be 

examined in particular the methods for selecting and 

collecting data. The question 'What has been left out?' is a 

particularly appropriate one to consider when judging insider 

evaluations. 

However, ensuring the validity of an evaluation is not 

sufficient guarantee of a successful evaluation. An 

evaluation which is valid but which remains disregarded is of 

little use. For this reason, factors ensuring the utilization 

of evaluations will be examined in the next section. 

3) Factors enhancing utilization of an evaluation 

Many factors which affect validity as outlined in the last 

section also affect the utilization and thus the effectiveness 

of an evaluation. Establishing criteria for measuring the 

degree of utilization of an evaluation is felt to be a 

legitimate area for this research because the principal 

justification for the teacher-evaluator approach is that it 

informs practice and aids decision maki~g. If these functions 

are not fulfilled, then the usefulness and effectiveness of 

the approach must be in question (Stuffiebeam, 1971). 
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There is growing debate about whether the issue of utilization 

should actually be the concern of the evaluator or the sponsor 

of the evaluation (Fullan, 1981; Munro, 1977; Macdonald, 

1976 l. This debate is fueled by the view held by some 

evaluators that their reports are too readily put aside 

(Cronbach, 1863; Eraut, 1984a; Bynner, 1978). Munro ( 1977, 

p.50J carried out research into evaluation studies in the U.K. 

and reported that: 

" .. most evaluators are pessimistic about the fate of 
their reports. They feel that few people are aware of 
their work and that in some instances their reports have 
been filed without consideration by their sponsors." 

Stake (1976b) considers that few sponsors make plans for the 

use of evaluation reports and suggests that it is therefore 

essential that this issue be raised in the initial 

negotiations. 

The problems of use arise principally from a lack of 

experience with evaluation on the part of the sponsors and the 

audience (Cronbach, 1963; Munro, 1977) and a • lack of 

understanding of the decision-making process' (Tawney, 1976, 

p. 13; Miles, 1987). House ( 1980, p.29) quotes Patton as saying 

that at the present time, utilization of evaluation findings 

depends on the existence within the programme being evaluated, 

of an individual who 'takes direct, personal responsibility 

for getting the information to the right people'. 
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For at least twenty years, the problem of timing of reports 

has been frequently cited as affecting the usefulness of an 

evaluation (Wilcox, 1981; Stufflebeam, 1971; Steadman, 1976; 

Cumming, 1986; Biott, 1981; Plowden Report, 1967). Eraut's 

comment C1976, p. 124) is typical: 

"The teacher decision maker may have committed himself 
long before the in format ion reaches him." 

Stufflebeam (1871) also cites a case where the evaluation 

report was handed in after decisions had been made. 

Tofte { 1981, p.400) quotes from the work of Weiss and 

Bucuvalar in establishing criteria for utilization of an 

evaluation: 

" ... an evaluation may have value to a decision-maker even 
if it is not used to make a dramatic change in the 
operation of the programme under review. Weiss and 
Bucuvalar argued that evaluation information was often 
used in a conceptual sense and that a report can be 
considered to have been utilized if it caused a decision 
maker to: 

- Clarify his/her own thinking 
- Reorder priorities 
- Make sense of what one has been doing 
- Develop ideas for future direction 
- Experience a reduction in one's level of uncertainty 
- Justify an action 
- Support a position 
- Persuade others 
- Develop a sense of how the world looks." 
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These criteria will be used to help establish the usefulness 

of the teacher-evaluator approach as will the twelve factors 

influencing use of an evaluation which Cousins and Leithwood 

( 1986) have identified. They review the research into 

evaluation utilization carried out during the past fifteen 

years. Sixty-five studies into evaluation use in education, 

mental health and social services were examined. 

As a result of this work they identified six factors 

concerning the style of an evaluation which affected 

utilization. These are set out in detail here, as they will 

be used in later chapters in the analysis of the teacher 

evaluators' work: 

u Evaluation quality: Characteristics of the evaluation 
process including sophistication of methods, r i gor, type 
of evaluation model. 

Credibility: Of the evaluator and/or the evaluation 
process, defined in terms of objectivity, believability, 
appropriateness of evaluation criteria, and so forth. 

Relevance: Of the evaluation to the information needs 
of the decision makers in terms of the purposes of the 
evaluation and the organizational location of the 
evaluator. 

Communication Quality: Clarity of reporting results to 
the evaluation audiences in terms of style, evaluator 
advocacy of the results, and breadth of dissemination. 

Findings: Positive, ne ive, consistent With 
evaluation audience expectations, value for 
decisionmaking, and so forth. 

Timeliness: In the dissemination of evaluation results 
to decision makers." 

ibid, p.347 
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They also identified six factors related to the context of the 

evaluation which affected utilization: 

" Information Needs: Of the evaluation audiences, 
including type of information sought, number of 
evaluation audiences, with differing information needs, 
time pressure, and perceived need for evaluation. 

Decision Characteristics: Impact area, type of 
decision, program novelty, and the significance of the 
decision or evaluation problem, and so forth. 

Political Climate: Political orientation of 
commissioners of the evaluation, dependence of the 
decisionmakers on external sponsors, inter and 
intraorganizational rivalries, budget fights, power 
struggles, and so forth. 

Competing Information: From sources beyond the 
evaluation (personal observations, staff, peers, etc.) 
bearing on the problem and competing with evaluation 
data. 

Personal Characteristics: Defined in terms of the 
decisionmakers' organizational roles, information 
processing style, organizational experience, social 
characteristics, and so forth. 

Commitment and/or Receptiveness to Evaluation: 
Attitudes of the decisionmakers toward evaluation, 
organizational resistance, open-mindedness, and so 
forth. " 

ibid, p.347 

This work of Cousins and Leithwood and that of Hiles (1987) 

fills what has been identified as a gap in the understanding 

of the links between evaluation and the improvement of 

educational programmes (Munro, 1977; Fullan, 1981) . 
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Miles ( 1:J8?, p.3) identifies five key conditions which must be 

e v ..=t 1 u ._,. 1. i on .i .s t c, be 

translated into action: 

"CLARITY: The 
not 

knowle 
be fuzzy, 

must be understood clearly 
vague, or confusing. 

RELEVANCE: The knowle 
connected to 
concerns not 
impractical. 

is seen as meaningful, as 
one's normal life and 

irrelevant, inapplicable, 

ACTION IMAGES: The knowledge is or can become exemplified 
in specific actions, clearly visualised. 
Without such images, knowledge based 
action is unlikely. 

WILL: There must be motivation, 
orientation a will to 
the knowledge. 

interest, 
something 

action 
with 

SKILL: There must be actual behavioral ability to 
do the action envisioned. Without skill, 
the action will either be aborted or done 
incongruently With the knowledge 
undergirding it." 

He emphasises particularly the need for the will and the skill 

to be present if change is to actually occur. 

Conclusions 

The work of Tofte ( 19811, Cousins and Leithwood ( 1886) and 

Miles ( 1987) provides a useful framework for examining the 

work of the teacher-evaluators and will form part of the work 

in eh ers six, seven and eight where the advantages and 

disadvantages of the approach are discussed. 
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The work of MacDonald ( 1976), Munro (1977), and Fullan (1981) 

among others, supports the conclusion that utilization is 

enhanced if the evaluator's role is viewed as continuing after 

the production of the report. Fiddy and Stronach (1986a} argue 

that the report should be seen as just one of the stages in an 

evaluation - particularly in formative evaluation. 

If this extended view of evaluation and the role of the 

evaluator is accepted, then it is essential that a mechanism 

for ensuring utilization of the findings be set up at the 

beginning of an evaluation. This committee or group would have 

the specific responsibility for overseeing the implementation 

of the results of the evaluation. Without the inclusion of 

this mechanism the evaluation will be underutilized if not 

unutilized and change or serious consideration of the findings 

is unlikely to happen. 

Issues relating to the credibility and validity of different 

approaches to educational evaluation concern evaluators of all 

persuasions and nationalities. In the USA a national committee 

was set up to establish standards applicable to educational 

evaluation. Their recommendations form the subject of the next 

section. 
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4 l Establishing standards for evaluative practice: a 

contribution from the USA 

Differing approaches to educational evaluation have long 

provided subjects for debate in evaluation journals and at 

conferences in the UK as has been detailed in previous 

sections. In the US, a similar divergence of views and 

approaches led to the establishment of a joint committee 

representing major interest groups with the responsibility of 

establishing standards in educational evaluation. It was 

recognised that there were disadvantages in this formalisation 

of evaluation practices 

"The committee was also mindful of risks associated with 
any standard-setting effort, including: promoting a field 
that possibly is not needed; legitimizing practices that 
may prove harmful; concentrating attention on matters of 
relatively little importance, while diverting attention 
from major issues; encouraging bad practices because they 
are not explicitly prohibited in the standards; and 
impeding innovation in evaluation." 

Madaus et. al., 1983, p.386 

However, the benefits were felt to outweigh these 

disadvantages 

"The perceived benefits to be derived from setting 
standards included: a common language to facilitate 
communication and collaboration in evaluation, a set of 
general principles for dealing with a variety of 
evaluation problems, a conceptual framework by which to 
study evaluation, a set of working definitions to guide 
research and development on the evaluation process, a 
public description of the state of the art in education 
evaluation, a basis for accountability by evaluators, and 
an aid to developing public credibility for the 
educational evaluation field." 

ibid, p.396 

75 



Chapter 3D 

Although these standards have been published, the joint 

committee has the ongoing responsibility for 'judging the 

soundness' and 'guiding the conduct' of education evaluations 

in the US (Madaus et.al., 1983, p.395). No such comparable 

committee or unanimity appears to exist at the moment in the 

UK nor does there appear to have been significant debate on 

the usefulness or need to take such a step - yet there is 

much in the standards which addresses the problems voiced by 

evaluators in the UK. In the following sections, the 

standards are summarised and their relevance to the teacher-

evaluator approach to evaluation is examined. Some reference 

is made to the research findings, these are outlined in detail 

in chapters six to eight. 

The USA standards cover four main areas 

Al Utility Standards : which ensure the evaluation provides 

information relevant to the audience. 

B) Practical Procedures : which ensure that procedures are 

used which obtain the needed information with the minimum 

disruption. 

Cl Propriety Standards which establish the ethical framework 

of an evaluation 

D) Accuracy Standards : which ensure that information provided 

is collected and reported using explicit procedures 
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A: Utility standard.~ 

"Al: Audience identification: Audiences involved in or 
affected by the evaluation should be identified, so that 
their needs can be addressed. 

A2: Evaluator credibility: The persons conducting the 
evaluation should be both trustworthy and competent to 
perform the evaluation, so that their findings achieve 
maximum credibility and acceptance. 

A3: Information scope and selection: Information 
collected should be of such scope and selected in such 
ways as to address pertinent questions about the object 
of the evaluation and be responsive to the needs and 
interests of specified audiences. 

A4: Valuational Interpretation: The perspectives, 
procedures, and rationale used to interpret the findings 
should be carefully described, so that the bases for 
value judgments are clear. 

A5: Report clarity: The evaluation report should 
describe the object being evaluated and its context, and 
the purposes, procedures, and findings of the evaluation, 
so that the audiences will readily understand what was 
done, why it was done, what information was obtained, 
what conclusions were drawn, and what recommendations 
were made. 

AS: Report dissemination: Evaluation findings should be 
disseminated to clients and other right-to know audiences 
so that they can assess and use the findings. 

A7: Report timeliness: Release of reports should be 
timely, so that audiences can best use the reported 
information. 

A8: Evaluation impact: Evaluations should be planned and 
conducted in ways that encourage follow through by 
members of the audiences." 

Madaus et.al., 1983, p.399 

Although as overall aims, these standards match the 

theoretical aims of the teacher-evaluator approach the reality 

of the practice as shown by the research findings has been 

that in a number of these areas, the practice has fallen short 

of the idea 1. Problems of timeliness, impact, and 

dissemination were reported further details are included in 
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the chapters reporting the research findings. There was 

little adverse comment relating to the other utility 

standards: teacher evaluators and their work were generally 

felt to be credible although the reports so far produced were 

of limited scope due to limited resources. 

B: Feasibility standards 

"Bl: Prdctical procedures : The evaluation procedures 
should be practical, so that disruption is kept to a 
minimum and that needed information can be obtained. 

B2: Political viability: The evaluation should be 
planned and conducted with anticipation of the different 
positions of various interest groups, so that their 
cooperation may be obtained and so that possible attempts 
by any of these groups to curtail evaluation operations 
or to bias or misapply the results can be averted or 
counteracted. 

B3: Cost effectiveness : The evaluation should produce 
information of sufficient value to justify the resources 
extended." 

ibid, p.400 

No comments were made during the research which indicated that 

participants were unhappy with the conduct of the teacher-

evaluations ( B 1 l . Regarding 'political viability' <B2l 

participants and teacher-evaluators appeared satisfied With 

the stance of the teacher-evaluators. 

On the issue of cost effectiveness (B3l, this issue has not 

been systematically explored by the research. However, some 

interviewees did mention the relative inexpensiveness of the 

approach and the potential this offered for the conduct of a 

far reaching evaluation. 
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C: Proprietv standards 

"Cl: Formal Obligation: Obligations of the formal 
parties to an evaluation (what is to be done, how, by 
whom, when) should be agreed to in writing, so that these 
parties are obligated to adhere to all conditions of the 
agreement or formally to renegotiate it. 

C2: Conflict of Interest: Conflict of interest, 
frequently unavoidable, should be dealt with openly and 
honestly, so that it does not compromise the evaluation 
processes and results. 

C3: Full and Frank disclosure Oral and written 
evaluation reports should be open, direct, and honest in 
~heir disclosure of pertinent findings, including the 
limitations of the evaluation. 

C4: Public's right to know: The formal parties to an 
evaluation should respect and assure the public's right 
to know, within the limits of other related principles 
and statutes, such as those dealing with public safety 
and the right to privacy. 

CS: Rights of human subjects: Evaluations should be 
designed and conducted so that the rights and welfare of 
the human subjects are respected and protected. 

CB: Human interactions: Evaluators should respect human 
dignity and worth in their interactions with other 
persons associated with an evaluation. 

C7: Balanced reporting: The evaluation should be 
complete and fair in its presentation of strengths and 
weaknessess of the object under investi ion, so that 
strengths can be built upon and problem areas addressed. 

CS: Fiscal responsibility: The evaluator's allocation and 
expenditure of resources should reflect sound 
accountability procedures and otherwise be prudent and 
ethically responsible." 

ibid, p.400 

The practice of the teacher-evaluators while conforming with 

most of these standards is at variance with the standard 

relating to the 'Public's right to know'. The reason for this 

difference could relate to difference in intent between 

formative and summative evaluations. It was considered by 
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some interviewees that the teacher evaluators' reports were 

essentially formative and public involvement was not 

appropriate at this stage. 

D: Accuracy standards 

"Dl: Object identification: The object of the evaluation 
(program, project, material) should be sufficiently 
examined, so that the form(s) of the object being 
considered in the evaluation can be clearly identified. 

D2: Context analysis : The context in which the program, 
project, or material exists should be examined in enough 
detail so that its likely influences on the object can be 
identified. 

D3: Described purposes and procedures: The purposes and 
procedures of the evaluation should be monitored and 
described in enough detail so that its likely influences 
on the object can be identified. 

D4: Defensible information source: The sources of 
information should be described in enough detail so that 
the adequacy of the information can be assessed. 

D5: Valid measurement: The information-gathering 
instruments and procedures should be chosen or developed 
and then implemented in ways that will assure that the 
interpretation arrived at is valid for the given use. 

D6: Reliable measurement; The information-gathering 
instruments and procedures should be chosen or developed 
and then implemented in ways that will assure that the 
information obtained is sufficiently reliable for the 
intended use. 

D7: Systematic data control: The data collected, 
processed and reported in an evaluation should be 
reviewed and corrected, so that the results of the 
evaluation will not be flawed. 

D8: Analysis of quantitative information: Quantitative 
information in an evaluation should be appropriately and 
systematically analysed to ensure supportable 
interpretations. 

D9: Analysis of qualitative information: Qualitative 
information in an evaluation should be appropriately and 
systematically analyzed to ensure supportable 
interpretations. 
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DlO: Justified conclusions: The conclusions reached in 
an evaluation should be explicitly justified, so that the 
audiences can assess them. 

Dll: Objective reporting: The evaluation procedures 
should provide safeguards to protect the evaluation 
findings and reports against distortion by the personal 
feelings and biases of any party to the evaluation." 

Mada us et. a 1 . , 1983, p. 40 1 

Few evaluators would probably disagree with these broad 

guidelines for accuracy. Certainly those working as teacher 

evaluators aimed to produce accurate evaluations. Inevitably, 

with the benefit of hindsight it was possible to suggest 

changes in methodology in some investigations which would have 

improved the final report. Conformance to these accuracy 

standards would be enhanced by inservice training and 

with the accumulation of experience by teachers. 

Conclusions 

The teacher-evaluator approach to evaluation appears to 

conform generally with these standards and it may be that 

these standards could be applied, with little modification, to 

other evaluations carried out in the UK context. However, the 

desire to have such standards and for evaluations to be 

scrutinised by such a body may be culturally alien to the UK 

context. As was indicated earlier (chapter 3 part Al there 

has to date been more emphasis on accountability in the USA 

than perhaps in the UK although the UK situation is rapidly 

changing with new legislation before Parliament. 

In the following chapters, the research methodology is 

outlined and the results of the research presented and 

discussed. 

81 



CHAPTER FOUR 

RESEARCH METHODOLOGY 

Data Collection 



Chapter 4 

CHAPTEk 4 

f;ESEAF:C: ll METHODULOG Y DI\ T J\ COLLECT 1CJN 

l NT.l:WDUCT I ON 

The intention in this chapter is to provide a detailed account 

of the data collection methods used in this research and of 

the allowances made for possible sonrccs of erro1 so that the 

validity of the findings may be established. 

The research spans a three year period during which time the 

researcher held various positions in the project and the 

internal evaluation - school project co-ordinator, teacher-

evaluator and seconded teacher with the responsibility of co 

ordinating and developing the teacher-evaluators' work. 

Over the three year period, field notes were madu and 

documents were collected relating to the evaluation and to the 

project. During the academic year 1986-87 when the researcher 

was seconded to co-ordinate and develop the teacher-

evaluators' work, anonymous questionnaires were administered 

with some of the teacher-evaluators' reports and thirty-one 

semi structured interviews were held With individu,.ds 

representing a variety of interests and with differing degrees 

of involvement in the internal evaluation. In addition, 

another Sixteen professional evaluators wore intorviowc:d by 

telephone in order to clarify practices used in TVEI local 

evaluations nationwide. Evaluators involved in over half the 
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education authorities in Scotland, England and Wales were 

contacted. The purpose of the interviews and the 

questionnaires was to establish the views held about the 

potential and practice of the teacher-evaluator approach. 

A wide variety of methods were used during the research. The 

most useful data collection methods were: 

A) interviews 
B) questionnaires 
Cl archive search 
DJ report analysis 
El observation (field notes) 

and less successful were, 

FI diaries 
GJ use of electronic mail networks. 

Details of the ways in which each of these methods were used 

are included later in this chapter. 

The close contact between the researcher and the object of the 

research can be seen as both an advantage and a disadvantage. 

It could be argued that this research is in the 'classic case 

study tradition' of which 'a particular characteristic is the 

use of participant observation as a research strategy' 

(Stenhouse, 1882, p. 263). Sten house is referring to 

ethnographers who lived in societies while studying them. 

Conversely it could be argued that bias is inherent in the 

research because the researcher is so closely connected with 

the area being researched and may overlook problems because of 

familiarity or find it difficult to question accepted concepts 

(Burgess, 1984). 
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Burgess 11980aJ in drawing on the work of Becker and Junker 

distinguishes between different degrees of involvement that 

participant observers experience and suggests several ways in 

which the problems which arise which he considers relate 

principally to the validity and reliability of the data - can 

be resolved: 

the use of a variety of methods 

cross-checking data with other sources 

using triangulation methods 

These problems relating to possible bias on the part of this 

researcher have been considered in planning and conducting the 

research. The methodology for the research is eclectic in the 

ethnographic case study tradition described by Simons 11971), 

Stenhouse (1982), Adelman et. al. (1976) and MacDonald and 

Walker (1977). 

One particular strength of an eclectic approach to the 

research is that it is considered to enhance validity through 

the cross-checking of data gathered from a range of sources 

(Patton, 1980; Burgess, 1884; Steadman, 1982; Becker, 1958) . 

This is particularly important given the 'inside' position and 

role of the researcher. Stake ( 1985, p.282) considers that 

validity in case study is also enhanced by the provision of a 

detailed account of how the study was carried out: 

84 



Chapter 4 

"The case researcher indicates the validity of the report 
by giving an elaborate account of how he/she carried out 
the study." 

Such an elaborate account will be provided in this chapter and 

in chapter five in which the methods used to analyse and 

organise the data are explained in detail. 

Publications which include the 'correct' methods of using 

particular research techniques abound. The research 

methodology outlined here has been based principally on the 

work of Parlett and Hamilton (1977), Hopkins ( 1985), Davis 

( 1981) , Kemmis and McTaggart (1981), Burgess ( 1984) and the 

Open University (1979l. 

Al INTERVIEWS 

Semi-structured interviews were used as the principal method 

of obtaining information from individuals and were chosen for 

this purpose rather than questionnaires in order to obtain the 

individual perspectives of the interviewees. It was felt that 

an interview could provide scope for clarification of views 

and reveal unexpected information not easily afforded by a 

questionnaire. 

However, the danger of bias in interview is recognised. 

McCormick and James (1983, p.210) note that: 
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"Both interviewers and respondents are sources of bias: 
the former through the questions they ask or their 
perceived role and presence. The latter through their 
conception of the interview, their memory of the event, 
their ability to answer and their motivation in taking 
part in the interview." 

For these reasons, the interview was not the only source of 

data. A number of interviews with different people of similar 

status were carried out in order to give an overall picture of 

perceptions and to lessen the impact of any one viewpoint. 

In planning the use of the semi-structured interview as a 

research method a number of issues were considered so that the 

quality and usefulness of the data obtained could be 

maximised: 

i ) clarity of purpose 
i i ) choice of interviewee 
i i i ) Interview arrangements 
i V ) ethical procedures 
V) style of interview 
V i ) interviewing skills 
V i i ) method of recording the interview 

il Clarity of purpose 

The interviews were held With the aim of obtaining information 

on a number of areas which would inform the research. Namely 

establishing: 

the conditions in the LEA which led to the teacher-evaluator 
approach being developed and which have affected its 
development.. 

- the effect on schools and teachers of being involved in this 
type of evaluation. 
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- procedures and other factors governing the operation of the 
teacher-evaluator approach. 

- criteria which people apply in judging both evaluation 
documents and evaluation. 

- views on the role of an external consultant. 

- views on the validity, effectiveness and replicability of 
the approach. 

Interviewees were forewarned of the general areas which the 

interviewer wished to cover. 

iil Choice of interviewee 

Twelve schools were involved in the project being evaluated 

and with the exception of two schools, one or two staff were 

interviewed from each institution. These two schools were 

omitted because of staff changeover and it was felt in any 

case, that the selected group was sufficiently representative. 

Two colleges of further education were also omitted because 

they were significantly less involved than the schools. 

Eight groups were identified as being in a position to 

usefully comment on the teacher-evaluator approach and the 

numbers after the group indicate the number of individuals 

interviewed. 

professional evaluators (9) 
advisers and officers of the LEA involved (6) 
head teachers (4) 

- the project central support team (3) 
school project co-ordinators (4) 
teacher-evaluators (4) 
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the nucleus group =those involved in establishing the 
teacher- evaluator appro,:ich (f3 : '::, of whom are included in 
the above groups! 
the 'C<1mbr1dge group' 14 teachers from <3 ,: ifferent LEA:::; on 
an evalua.tion cour:~e.; 

A number of those interviewed had changed group during the 

period of the research. Their views are identified with the 

group in which they were most involved. 

Care was taken in choosing individuals for interview. Walker 

(1981) suggests that 'reliable informants' might be identified 

through the interviewer's experience With people. Burgess 

(1984, p.55) puts a similar point when he talks about 

'judgement sampling' rather than 'opportunistic sampling' . A 

number of writers pinpoint the problem of the reliability and 

representativeness of informants (Hiles and Huberman, 1884b; 

Burgess, 1985b; Becker, 1958). In any case the alternative of 

random sampling does not necessarily guarantee satisfactory 

results (Burgess, 1984). 

Where there was a choice in whom to select for interview - for 

instance in the case of head teachers and school project co-

ordinators, two particular criteria for selection were used: 

- involvement and knowledge about the teacher--evaluator 
approach 

a reputation for critical outspokenness 

It was felt that interviews with those who were known to be 

reluctant to openly criticise LEA policy, would yield little 

critical data. Professional evaluators were chosen for their 
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known involvement in educational evaluation and to some 

extent., their accessibility to the researcher. Those 

interviewed came from six different universities in the UK and 

two institutes of higher education in Australia. 

A separate group of teachers, from eight different local 

authorities was asked to comment on the replicability of the 

approach by drawing on their experiences in their local 

authorities. All had completed an evaluation course and were 

involved in evaluation and research themselves (the Cambridge 

group). 

iiil Interview arrangements 

Professional evaluators were contacted by letter which 

outlined the researcher's field of interest and requested an 

interview lasting about an hour. A selection of documents 

produced by the teacher-evaluators was sent on before the 

interview. The other interviewees were all known to the 

researcher and were contacted personally usually by telephone. 

No one who was asked, refused an interview although one 

professional evaluator suggested a colleague who they felt was 

more knowledgeable in the area. 

The interviews were arranged at a time and place to suit the 

interviewee and lasted from three quarters of an hour to an 

hour and a half. The longer times being by choice of the 

interviewees. 
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ivl Ethical procedures 

At the beginning of each interview, confidentiality and 

interviewee control over release of data was assured. 

Professional evaluators were offered transcripts or copies of 

tape recordings while other interviewees were offered notes 

made from the tape recordings for checking. In some instances 

it wa.s not possible to tape record the interview. These 

interviewees were offered the notes for checking at the end of 

the interview. 

There were .some in.stances where interviewees did not want .some 

of their data released but this ha.snot had any significant 

impact on the research findings. The establishing of trust in 

the interview was felt to be a priority so that there could be 

a free dialogue between the participants. There were two 

instances where this was felt to have not been wholly 

achieved. 

v) Style of interview 

The researcher trialled the interview with colleagues and an 

unstructured approach was found to be most fruitful in 

al lowing individual perspectives to emerge. All interviews 

began however with an explanation about the researcher's role 

and with discussion about confidentiality and the way in which 

the data would be used. 
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The unstructured interview was sometimes followed by a more 

structured part at the end of the interview when the 

researcher asked for comments on areas that had not been 

covered. Note was taken of the work Cohen and Manion ( 1980), 

and Simons ( 1977a) where they suggest the adoption of a 

conversational style in interview. A useful description of 

the style of interview used is provided by Hopkins ( 1980, 

p. 101) when he draws on the work of Merton and Kendall in 

describing the 'focused interview': 

"The interviewer having made a content analysis of the 
situation focuses on the subjective experience of the 
interviewee in order a) to test the hypotheses derived 
from the content analysis and b) to ascertain the 
unanticipated responses and produce new hypotheses." 

The researcher supports the view that an interview should be a 

two-way process with the interviewee feeling that they have 

also gained from the meeting. During the interview, the 

researcher made notes of the information she possessed that 

might provide useful to the interviewee. This contribution 

was made to the 'conversation' when it was felt it would no 

longer affect the contribution of the interviewee to the 

research. 

vi) Interviewing skills 

As an important part of the interview was felt to be the 

establishing of a relationship of trust and a relaxed 

atmosphere, attention was paid to what Lafleur in Davis (1981, 

p. 138) labels as 'attending behaviour' and 'reflection of 
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feeling'. This concerns stance, body language, appropriate 

eye contact and listening skills. Care was also taken not to 

interrupt unnecessarily (Simons, 1977al or to ask guiding 

questions which would bias the interview. Paraphrasing and 

summarising were used to check meaning with the interviewee 

(Lafleur in Davis, 1981). 

After the interview, a number of interviewees spontaneously 

commented that they had found the experience enjoyable and 

others commented that they had found it intellectually 

demanding. 

Viil Methods of recording the interview 

The preferred method of recording the data was using a tape 

recorder with notes as an 'aide memoir' (Burgess, 1984, 

p. 108). It was felt that errors in memory, transcribing and 

in interpreting notes could be avoided by the use of a tape 

recorder. Davis ( 1981) supports this view and MacDonald ( 1981) 

identifies five advantages of using a tape recorder: 

- it is possible to observe continuously 
- nuances of meaning and non-verbal clues can be picked up 
- it is possible for the interviewer to respond facially 

rather than verbally 
- post editing and categorising of data is possible 
- a person to person dynamic can be established. 

In some cases, tape recording was not feasible and in two 

cases interviewees did not want to be recorded. Notes were 

made in these instances. 
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BJ QUESTIONNAIRES 

A questionnaire was distributed to all of those who received 

two of the teacher-evaluator documents. Two documents were 

selected to allow time for the return of the questionnaire so 

that responses could be used in this thesis. The purpose of 

the questionnaire was to elucidate views on the usefulness of 

the documents and to provide information on their utilization. 

As Oppenheim (1966, p.37) suggests, an anonymous questionnaire 

was felt the most appropriate method to use as it was expected 

that some of those responding would want to be extremely 

critical and that they would be more likely to give frank 

responses if they could not be identified: 

'' [Anon y mi t y J Ls often c r u c i a 1 i n o b ta i n i n g frank and 
revealing responses; indeed anonymous questionnaires 
often produce a greater proportion of socially 
unacceptable responses than face to face interviews" 

In fact this was not found to be the case. Almost all of 

those who were most critical deliberately wrote their names 

on the questionnaire no space had been left for this 

purpose. 

There are problems with the use of questionnaires. 

Questionnaires are considered time consuming and complicated 

to construct (Steadman, 1976; Lafleur in Davis, 1981; 
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McCormick and James, 19831. However, Nisbet and Entwhistle 

(1970, p.441 consider that simply constructed questionnaires 

can successfully be used for ' relatively simple factual 

inquiries'. This was the purpose of the questionnaire devised 

for this research. It was felt to have achieved its purpose 

although the important question which concerns all who send 

out questionnaires is of course unanswered who didn't 

respond and why. As a number of writers have noted, it is 

impossible to find this out (Ni3bet and Entwhistle, 1970; 

Stufflebeam, 1985) yet the non-respondents are a potentially 

important group (Parlett and Hamilton, 1977). It was 

difficult to give an accurate response rate as some copies 

went to libraries and staffrooms, and some people would have 

received multiple copies if they held a number of posts of 

responsibility e.g. INSET co-ordinator and Supported Self 

Study co-ordinator. 

The questionnaire was brief and an attempt was made to use 

clear language. Some closed and some open questions were used 

and space was provided for additional comments as suggested by 

Kemmis and McTaggart (1981). Those responding were asked to 

indicate their sex, position, teaching experience and whether 

they found the document useful or not. Space for additional 

comments was given to allow for responses to questions on what 

action they would take on the basis of the findings and what 

action they felt that their schools or the LEA should take. 
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Cl ARCHIVE SEARCH 

There was a two-fold purpose in examining the documents 

relating to the setting up and running of the TVEI evaluation. 

Firstly, to establish as Parlett and Hamilton ( 1977) suggest, 

the historical perspective. Adelman (1984) stresses the need 

to consider the existing 'preconditions' governing any 

evaluation and it was hoped to establish the local and 

national conditions which led to the adoption of the teacher-

evaluator approach. This data was also to be cross-checked 

with that obtained through interview and from field notes made 

at the time by the researcher. Secondly, on a local level, to 

establish the context in which the teacher-evaluator approach 

has been developing so that that could also be checked against 

the perceptions and experiences of the interviewees. 

Patton ( 1980, pp. 157-158) warns against placing too much 

reliance on documents. They 'may be incomplete, inaccurate, 

selective' and 'uneven in quality' and so the cross-checking 

of this data source against others (e.g. interview data) was 

considered an important part of the data analysis. 

Documents from as wide a variety of sources as possible, both 

internal and external to the LEA, were examined. They 

included: 

- minutes of meetings 
letters between the MSC and the LEA 
the MSC/LEA evaluation contract 
letters and memoranda to teachers, heads, and teacher 
evaluators and others 
MSC TVEI reports 
LEA annual TVEI reports 
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- unpublished theses of teachers previously on secondment from 
the LEA on aspects of the functioning of the LEA 

- documents relating to teacher-evaluator 
INSET 

- NFER TVEI evaluation reports 
- TVEI evaluations from other LEAs 

Access to the majority of these documents was not a problem 

because of the files kept by the researcher over the previous 

three years. Because of her position in the project and in 

the 'Internal Evaluation' many of these documents had been 

sent to her routinely. 

D) REPORT ANALYSIS 

Various aspects of the reports produced by teacher-evaluators 

were considered. McCormick and James ( 1883 l suggest the 

method of looking for the 'appearance and non-appearance' of 

particular categories of information in examining this sort of 

document. 

Firstly, reports from the early, middle and latest stages of 

the teacher-evaluators' work were compared in terms of 

quality, format, content, depth and style in order to 

establish ways in which they had developed over the three year 

period. Secondly, the criteria for judging evaluation reports 

established from the literature and from interviews were 

applied to these reports in order to establish their 

credibility and usefulness and to identify ways in which they 

should be improved. 
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E> OBSERVATION/ FIELD NOTES 

Notes of conversations are considered by some to be useful 

data sources (S.C.D.C.,1986). Notes were made at all 

evaluation report back meetings attended and of casual 

references made to the teacher-evaluators' work and about 

evaluation generally. 

These notes have been used to cross-check interviewee~ views 

of particular instances, to note down significant issues which 

emerged at report back meetings and as a useful reference for 

pinpointing change in attitudes by those involved and affected 

by the evaluation over time. 

However, note is taken of Patton•s warning (1980, p. 157) that 

'the evaluator may affect the situation being observed' and 

that observation tfocuses only on external behaviours'. 

Patton recommends the use of interviews as a balance to 

observation in revealing the 'internal behaviour• of an 

individual. Kemmis and MacTaggart (1981) also warn of the 

subjective nature of interpretations made from observation but 

as Parlett and Hamilton (1977) suggest, the difficulties are 

perhaps outweighed by the consideration that data is obtained 

which would not be obtained in more formal interviews. Becker 

(1958, p.251> gives considerable weight to 'volunteered 

statements' maintaining that respondents are more sure about 

issues which they mention of their own accord. 
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Certainly it was felt by the researcher that some useful 

insights were gained by the use of this method - particularly 

in the areas of attitude change to the evaluation over time 

and in the utilization of the evaluation findings. The 

usefulness of this data was bourne out by instances of factual 

changes in practice mentioned to the researcher by a member of 

staff's colleagues but unrealised, forgotten or ignored by 

some of those involved in their later interviews. 

F) DIARIES 

The usefulness of diaries in ethnographic research is well 

documented (Burgess. 1981. 1984; Kemmis in Davis, 1971; 

Steadman, 1976; among others). Consequently some of the more 

experienced teacher-evaluators were asked to keep diaries to 

include issues which arose during their involvement with the 

evaluation and of the time spent in doing the work. 

However not all of the teachers found the time to do this 

two diaries out of four being returned so this was 

considered one of the less successful methods of collecting 

data. Nevertheless, the diaries do cast some light on the 

commitment required by the teacher-evaluators. Norton ( 1986) 

carried out more detailed work in this area with the teacher 

evaluators and her findings from the previous year will be 

considered in later chapters. 
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GJ ELECTRONIC MAIL NETWORKS 

This method of data collection is relatively new and 

unexplored. However this researcher has found it particularly 

useful in obtaining quick responses in a number of 

areas. However it is probably necessary to explain how the 

method works for those who are unfamiliar with it. 

In the LEA in which the research has largely taken place all 

schools are linked through existing telephone lines to a 

central computer which stores messages from and for any 

institution linked to it. Any message or questionnaire once 

typed can be instantaneously sent to all institutions. This 

removes postal delays, reduces photocopying and labour costs 

and minimises the time needed to contact people. 

Acknowledgment of the message by each institution is 

automatically sent so the researcher is sure the message has 

been received and not lost in the post or delayed. This method 

is particularly useful for obtaining quick responses on any 

issue and was used by the researcher to obtain information 

relevant to the evaluation before her secondment. However, 

with a change of location to an institution which didn't have 

the facility, the researcher was unable to pursue this method 

of data collection and it was only used for a period of a few 

months. In a sense, it is a more modern version of 

Fitzgibbons' idea (1985) of telephone interviewing. 
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Conclusions 

The methods used for data collection are set out in detail so 

that the validity of the methodology can be assessed. The 

next chapter contains an account of the processes by which 

data was analysed and conclusions drawn. 

100 



CHAPTER FIVE 

RESEARCH METHODOLOGY 

Data Analysis 



CHAPTER 5 

RESEARCH METHODOLOGY DATA ANALYSIS 

INTRODUCTION 

The importance of making explicit the methodology used for 

data analysis in qualitative research is stressed by many 

writers in this area Becker ( 1958). Hopkins ( 1986c). 

Stenhouse (1977), and Miles and Huberman (1984a; among others. 

Thus the purpose of this chapter is to explain the methods 

used to process the raw data collected during the research. 

The several stages which marked the progress of the research 

are represented in the diagram below and are explained in 

detail in this chapter. 

initial hypotheses 

1 
research design 

t 
data collection ... modification of hypotheses 
~ /hypotheses emerge 

data reduction/categorisation 

t 
data organisation 

! 
data analysis 

J 
drawing of conclusions 

l.
verification of conclusions 
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Al INITIAL HYPOTHESIS 

The initial hypothesis was generated from field notes and 

observation of the project over a two year period as well as 

from concerns and apparent gaps in evaluation literature 

relating to teachers' involvement in evaluation. The 

research was designed to test this hypothesis. However, as 

data was collected new hypotheses were generated. This led to 

the modification of the original design and changes in focus 

for the data collection. 

The initial hypothesis was that the teacher-evaluator approach 

to evaluation might represent a fundamentally new direction 

for evaluation in the UK but that it might not fulfil that 

potential because of an inherently unsound foundation in that 

it relies on voluntary work by teachers who have minimal 

training and who undertake evaluation tasks of limited scope. 

It was hypothesised that this would lead to their evaluation 

reports being dismissed as incomplete and biased. However, 

during the process of data collection, it became clear the 

approach received positive support from all groups and that 

questions of bias and training, were less important than 

questions of timeliness, issue selection, relevance and 

utilization of findings. 
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BJ RESEARCH DESIGN 

The aim of the research was to examine "the incipient role of 

the teacher as evaluator" and six specific areas were 

initially identified as being relevant to the research. 

the specific conditions in the LEA which fostered the 
adoption of the approach 

the characteristics distinguishing the approach from other 
approaches to evaluation 

how the approach is working 

insider and outsider views on the theory behind the 
approach 

the role of the external evaluator in such an approach 

a critique of the practice: insiders and outsiders views 

The research was designed to ensure that data relating to 

these areas was obtained from at least three different sources 

thus making triangulation and cross-checking of data 

possible. Figure 1 (p. 104) illustrates the cross-referencing 

of these different data sources to provide data for the 

principal areas of the research e.g archives provided 

information on context, role, and practice; interview data was 

used to inform all sections of the thesis; whereas 

questionnaires provided particular information on practice. 

The detailed contributions of each data source were then 

identified for example interview data was obtained from 

individuals whose opinions were informed by their experience 

as members of one or m~re of eight distinct groups: 
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- professional evaluators 
- nucleus group (initial LEA evaluation planning group) 
- head teachers 
- LEA Officers 
- school project co-ordinators 
- teacher-evaluators 
- central support team 
- Cambridge group (teachers external to the particular LEAi 

Each of these sub-groups provided information particular to 

members of that group as well as providing information which 

overlapped with other sub-groups. 

For example. professional evaluators particularly contributed 

to the categories of : 

measuring validity and effectiveness of the approach 
methods of identifying and minimising bias 
possible ethical problems 
the level of training required for teacher-evaluators 
role of external evaluators 
replicability 

and the views of interviewees internal to the LEA contributed 

to additional categories as well as to categories in common 

With the professional evaluators: 

Additional categories -

- preconditions in the LEA leading to the approach 
- how the approach appears to be working 
- aims and purpose of the evaluation 

Categories in common -

- constraints on evaluation work by teachers 
- role of external evaluators 
- possible ethical problems 
- views on effectiveness/bias/utilization 
- opinions of documents/bias/resulting changes 

replicability 
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The data from different sources was assimilated into 

categories which had either been anticipated in the research 

design or had emerged from the data. Figures 2a, 2b, 2c (pp. 

107, 108, 109) illustrate the contributions to particular 

categories made by data from different sources. The 

categories which emerged through the research rather than from 

the initial research design are marked with an asterisk. Once 

these specific categories were defined, broader categories 

which could be used to organise data into chapters were 

established. Figures 2a,2b,2c illustrate the allocation of the 

specific categories to provide outlines for chapters six, 

seven and eight: 

The local context in which the teacher-evaluator approach 
has been developed (figure 2a: Chapter 6) 

The emerging role of the teacher-evaluator (figure 2b 
Chapter 7) 

Issues relating to practice (figure 2c Chapter 8) 

C) DATA COLLECTION 

The data collected was to a significant extent predetermined 

by the research design. Although interviews were relatively 

unstructured, there were specific issues about which the 

researcher sought responses. Appendix 1 shows the initial list 

of questions which it was felt would provide the required 

information for the research. 

These questions were devised prior to any interviews in order 

to clarify issues which needed to be discussed to provide the 
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Chapter 5 

maximum possible information in the areas being researched. 

They were modified as a result of trial interviews. The 

interview methods used are explained in chapter four. 

D) DATA REDUCTION, CATEGORISATION AND ORGANISATION 

The raw data was reduced to a form in which it could be 

searched for the categories which related to the issues 

identified as relevant to the research. At this stage new 

hypotheses emerged. Hopkins (1982, p. 18) describes his 

experience of this process: 

"Data was searched for categories, and when established 
they were tested against the data, and when there was 
sufficient evidence to saturate the category it became a 
working hypothesis." 

Methods used to reduce the data to a usable form varied 

according to the form in which the data was held. 

Interview data was held in either tape or note form. Tapes 

were transcribed and the data obtained was then summarised. 

Figures 1,2, and 3 in chapter seven (pp. 141, 143, 148/9) are 

examples of the notes obtained when the data was summarised. 

This reduced data was then ordered according to categories 

inherent in the initial research design or according to new 

categories which appeared relevant to the research. This 

process was continued until all individual responses relevant 

to the research were categorised. Data considered not relevant 

to the research was discarded at this point. 
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Questionnaires were used to elicit information about the 

specific categories of utilization and outcomes of the 

evaluation. Responses to particular questions were analysed to 

identify areas of consensus and unusual responses. A check 

was also made to see if responses were sex or experience 

dependent. 

A wide variety of documents (listed in chapter four) were 

scrutinised to provide a local and national perspective. In 

addition, they were used to cross-check other data sources and 

to provide information both on conditions in the LEA prior to 

the development of the approach and on issues concerning the 

implementation of the approach. This information was also used 

to identify recurrent concerns. Figure 2, chapter eight 

(p. 178, 179) presents an analysis of teacher-evaluator reports 

and illustrates the tabulation method used to reduce and 

collate data collected from different archive sources such as 

minutes of meetings and printed documents. 

E) MODIFICATION OF HYPOTHESES 

The initial hypothesis that the teacher-evaluator approach was 

inherently weak and ineffective had to be revised in the light 

of the evidence from all quarters that although there were 

weaknessess the approach represents a positive advance in 

methods of project evaluation. As part of this revision 

process, the six key areas identified in the research design 

(p. 103) were refined in the light of preoccupations and 

concerns emerging during the research. Three substantive areas 
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were the result and they form the basis of the following three 

chapters in which the research findings are reported. These 

three new key areas are: 

- The context in which the teacher-evaluator approach has 
developed. (Chapter 6l 

- The emerging role of the teacher-eva 1ua tor. ( Chapter 7 l 

- Issues relating to practice. (Chapter 8l 

Fl DATA ANALYSIS 

The precise method used to analyse the data depended on the 

form in which the data was held. Generally all data was then 

collated to provide a summary of the views of particular 

interest groups on particular issues. As explained in section 

D, figures 1,2,and 3 in chapter seven, and figure 2 in chapter 

eigh~ illustrate the methods of summarising data. Once the 

data was in this form, the range of views expressed could be 

clearly identified as could any commonly held views and 

emerging trends. This system for mapping data and discovering 

trends is similar to that suggested by Jones in Murphy and 

Torrance (1987). 

The data thus organised, categorised and reduced provides the 

basis for the description of research findings which follow in 

chapters six, seven and eight. 
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G) DRAWING AND VERIFICATION OF CONCLUSIONS 

The conclusions drawn from the data were verified principally 

by triangulation methods but also by considering guidelines 

established by Miles and Huberman ( 1884a, P.28l. They suggest 

a number of 'tactics' by which conclusions can be verified: 

"The first set [of tactics] deals with assuring the basic 
quality of the data at hand. 

- checking for representativeness ..... . 
- checking for researcher effects 
- triangulating 
- weighting the evidence (deciding which kinds of data is 

most trustworthy) 

Conclusions can also be verified by looking carefully at 
differences within the data set: 

- making contrasts and comparisons 
- checking the meaning of outliers 
- using extreme cases ..... . 
- ruling out spurious relations 

replicating a finding ..... 
- checking out rival explanations 
- looking for negative evidence ... . 
- getting feedback from informants ... " 

In reporting the research findings, checks for 

representativeness were carried out by establishing categories 

for data only when a number of data sources confirmed the 

importance of particular issues. Where concerns expressed 

solely by one group or one individual are included this is 

clearly stated and these views have only been included where 

it was felt they threw particular light on an issue. 

Alternative explanations have been sought particularly on key 

issues for instance what part lack of finance played in the 
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The researcher effects were carefully considered in the 

research design and data collection methods were selected to 

minimis~ and to allow for cross-checking o~ the effects of 

the researcher. This problem has been covered in detail in 

chapter four. Briefly, data obtained from interview (where 

the fact that the researcher was a colleague was most likely 

to have inhibited interviewees) was checked against data 

obtained through other methods anonymous questionnaire, 

documentation, observation and from other interviews and 

discrepancies identified. There are also undoubtedly gaps in 

the research due to the perspective of the researcher but all 

researchers start from a particular standpoint and this 

researcher has clearly stated her position so that this can be 

considered by those reviewing the evidence. 

Triangulation of data has also been covered earlier in this 

chapter. Figures 1, 2, and 3 (pp. 107-9) show the 

interrelationships between data sources and data categories 

and illustrate the fact that data for each category has been 

cross-checked with data from at least two other sources. 

It is recognised that the selection of interviewees has the 

effect of weighting the evidence. In this case, where 

possible. interviewees within the LEA were chosen for their 

openness and independently critical stance. The professional 

evaluators interviewed were chosen partly for their known 

interest in teacher research. 
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As a general rule, where there were discrepancies and wide 

variance of views, the views of an interviewee more in a 

position to know were given more weight than those of someone 

further removed although alternative perspectives were 

included where it was considered relevant. 

A.s Miles and Huberman (1984a) suggest, :feedback from 

informants is another method of verifying conclusions. For 

this purpose, a document summarising the research :findings was 

sent to key informants and their comments were sought. This 

document was favourably received. 

Thus particular care has been taken to ensure that high 

quality data was collected and that the conclusions can be 

substantiated. 

The :following chapters report the research findings and 

conclusions obtained using the methodology outlined in this 

and the previous chapter. As has been explained earlier, the 

research findings have been organised into three main 

sections. In chapter six, the importance of the local context 

and initial evaluation design are explored; in chapter seven, 

the emerging role of the teacher-evaluator is defined and in 

chapter eight, issues relating to the practice of teacher-

evaluators are covered. 
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CHAPTER 6 

THE CONTEXT IN WHICH THE TEACHER-EVALUATOR APPROACH HAS 

BEEN DEVELOPED 

INTRODUCTION 

Replicability of this approach is a key issue in developing 

theory from the practice. In this section, research findings 

relating to the local context fostering the approach are 

presented. 

Nine areas were identified from the data and the research 

design as providing information on the context supporting 

development of the teacher-evaluator approach. The data 

collected during the research which relates to these 

categories is presented in this chapter. 

A) Conditions in the LEA affecting the development of the 
approach 

B) Perceptions of the aims and purpose of the evaluation 

C) Supporting structures and accountability 

D) Perceived audience 

E) Procedures for selecting areas to investigate 

FJ Ethical concerns 

Gl Independence and autonomy of teacher-evaluators 

H) Replicability 

IJ Current views of the worth of evaluation 
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A) CONDITIONS IN THE LEA 

Those working for the LEA were asked what conditions had 

affected the development of the teacher-evaluator approach. 

The answers revealed two differing perspectives. Those 

involved in management head teachers, LEA officers) 

identified the contribution of management policies while those 

With classroom responsibilities had much more pragmatic views. 

Head teachers, the project central support team, LEA officers 

and the nucleus group identified similar aspects of the LEA 

management policy as contributing to the development of this 

approach to evaluation. Open mindedness and the development of 

new ideas were seen to be encouraged in the LEA through the 

establishment of working groups consisting of LEA officers and 

teachers of varied status. One interviewee described these 

changes in working relationships in the LEA as leading to the: 

d ••• graying of status and institutional boundaries. d 

Some put the establishment of this climate down to a 

recruitment policy carried out over a number of years of 

appointing people with 'the ability to make things happen'. 

This policy was particularly attributed to the tpersonal 

vision' of a senior officer. 

There was also some agreement that there is a shared sense of 

direction in the LEA and a working atmosphere which 'allows 
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people to take risks in a safe secure framework'. One head 

noted that these more open working relationships had developed 

over the past six to seven years. S/he commented that 

previously the sort of evaluation which was now developing 

would have met with a negative, fearful response. 

However, those with specific classroom responsibilities 

(teacher-evaluators. school co-ordinators). did not appear to 

share this vision. When asked about conditions in the LEA 

which had affected the development of the teacher-evaluator 

approach they mentioned negative features - problems with time 

and resources: 

"It's an attempt to do things on the cheap." 

"The LEA like to work teachers hard to show their 
commitment. n 

The TVEI philosophy was noted as reinforcing attitudes of 

self-criticism and performance analysis among staff as through 

TVEI. their pupils were being encouraged to become more self

critical. This ethos was considered to have contributed to the 

acceptance of evaluation by school co-ordinators that their 

work should be scrutinised through an ongoing programme of 

evaluation. 
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BJ PERCEPTIONS OF AIMS AND PURPOSE 

Those who set up the evaluation and were responsible for it in 

the early stages. the nucleus group. did not present a 

consensus of opinion when asked for their perceptions of the 

aims and purposes of the teacher-evaluation. While half 

mentioned that the process was meant to be formative, the 

remainder of their responses were very varied. Answers ranged 

from staff development, informing the MSC and the LEA, 

preparing the way for setting up an Evaluation Unit within the 

LEA and improving the quality of debate. 

In contrast, the LEA officers all mentioned that informing 

practice was the principal aim. The information was seen to 

be for the use of those in the field and for those making 

decisions about the future. One added four additional 

functions of the evaluation: •corrective, supportive, 

confirming good things, giving a sense of comfort.• Another 

mentioned particular professional gains for the teachers: 

" If we wish to move to a stage in which all teachers can 
appraise their own performance then we're on the road to 
moving to that stage by involving teachers." 

Co-ordinators and teacher-evaluators were also agreed that the 

main aim was to inform practice and decision making. Some 

mentioned that the evaluation benefited not only to those in 

TVEI but also non-TVEI staff who could gain from the lessons 

learned. 
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Cl SUPPORTING STRUCTURES AND ACCOUNTABILITY 

The structure of the Evaluation Advisory Group CEAGl was 

described in chapter two. This group oversees the work of the 

teacher-evaluators and clears their work for publication 

through the use of a reading panel. A second group, the 

Borough Evaluation Steering Group (BESGl was recently set up 

to oversee all evaluation work in the LEA. Both groups meet 

regularly. 

Some teacher-evaluators felt that the establishment of this 

Borough Evaluation Steering Group might hinder the production 

of reports. This does not appear to have happened. The EAG is 

accountable to the BESG and has kept the group informed of the 

progress of investigations. The BESG has supported the EAG by 

the production of ethical guidelines and procedures for good 

practice for use in LEA evaluations. They have also acted as a 

reference point on questions affecting the LEA - for example 

on the publication of articles about the evaluation. So the 

overall effect of the BESG would appear to have been to 

further legitimise and thus support the work of the teacher

evaluators. 

The TVEI Evaluation Advisory Group CEAGl has acted as a 

support for the teacher-evaluators' work particularly on 

questions of release in order to write reports, and in 

clearing and circulating reports. However, the group had 

difficulty 1n solving clerical support problems which hindered 

the evaluation over tlioi t:ntire period. A short,, 6 e uf fund;c; has 
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limited the contribution from external consultants as well as 

the provision of specialised equipment for teachers ltape 

recorders and tapes). Recognition of the work of these 

advisory and steering groups was not widespread amongst the 

interviewees. Both the EAG and the Borough Evaluation Steering 

Group would appear to have a low profile in the LEA. 

Industrial action by teachers has persisted ~hroughout almost 

the entire period of the development of the teacher

evaluations and seems to have hindered a number of aspects of 

the work: teacher release, teacher involvement, in-service 

training. More than one professional evaluator expressed 

suprise that teachers voluntarily carried out this work. 

Motivation will be examined in the following section. 

The team structure within which the teacher-evaluators work 

was considered important. Working with colleagues from other 

institutions in teams on particular issues, was cited as one 

of the very positive features of involvement in the 

evaluation. Although these teams generally worked well the 

team function was affected by the attributes and approach of 

the leader. 

121 



Chapter 6 

D) PERCEIVED AUDIENCE 

Almost all teacher-evaluators and co-ordinators mentioned 

pupils as the main audience for the evaluations if only 

second-hand through the changes in the practice of their 

teachers. The other principal audiences mentioned were 

colleagues and schools, both TVEI and non-TVEI and LEA 

officers. 

This breadth of audience raises questions relating to the 

format used for reporting of the evaluation findings and the 

level of feedback (which most groups considered inadequate). 

Noticeable is the absence of an outside audience parents, 

TVEI Steering Group and other LEA groups. The focus is 

clearly the practice of teachers and experiences of pupils 

involved in the project. 

E) PROCEDURES FOR SELECTING AREAS FOR INVESTIGATION 

The procedures for selecting areas for investigation have 

developed through three stages. Initially, the external 

evaluator advised the EAG of areas which s/he thought could be 

usefully investigated. For a second group of documents, the 

EAG decided that issues which were of particular current 

concern be investigated. In a third phase, all interested 

parties in the LEA were asked to submit ideas for the teacher-

evaluators' work. Those issues which seemed of most concern 

were then the subJeCt of an investigation (see figure 

pp. 178-179). 
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It was generally felt by interviewees that the foci of the 

teacher-evaluators• work would be different to those of an 

external evaluator. Some interviewees commented that this was 

borne out by the practice of the teacher-evaluations to date. 

This was one of a number of areas in which a joint approach 

was favoured between external and internal evaluators. 

With the advantage now of some experience of teacher-

evaluations, staff at different levels in the LEA claim to be 

more aware of the ways in which evaluation can inform their 

own practice and more specific requests for evaluation have 

been received by the EAG. However, problems have arisen when 

teacher-evaluators have had to deal with difficult personal 

and political issues. Some professional evaluators suggested 

that dealing with these very issues is an important 

contribution which they themselves, can make to an evaluation. 

However, other professional evaluators felt that they 

experienced similar problems to the teachers. One member of 

the nucleus group explained the problem: 

"A disadvantage is the difficulty a teacher-evaluator has 
in reporting on issues relating to the use of power. The 
insider may invite retaliation if too much honesty about 
the State of Denmark is allowed to emerge." 

One teacher-evaluator reported the stress s/he experienced 

when interviewing for one investigation: 

"All the stress and strain they'd gone through was off 
loaded onto me." 
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This person reported finding themselves caught between two 

groups with opposing perspectives on events. S/he felt that 

each group expected their perspective to dominate in any 

report. 

FJ ETHICAL CONCERNS 

Professional evaluators felt that teacher-evaluators faced no 

different ethical prablems to these nor~ally experienced by 

external evaluators. It was stressed that teachers ought to be 

aware of the 'highly sensitive political arena• into which 

they were venturing. One professional evaluator warned that 

there were particular problems at this point of time with 

industrial action by teachers and teacher appraisal looming. 

S/he emphasised the duty of the teacher-evaluators to fully 

inform interviewees of the 'full implications' of their co-

operation: 

" .. documents can very easily get beyond your own control 
in terms of you own release. Once you've released them 
beyond your own school .... They're published and you've 
had it." 

S/he cited the case of a teacher from another LEA whose career 

had been destroyed by the use of data s/he had voluntarily 

given but which had been used out of context after some time 

had elapsed. 

A member of the nucleus group felt that there were •greater 

ethical responsibilities' inherent in the teacher-evaluator 
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approach in comparison with other forms of teacher research 

because of the inter-institutional dimensions: 

" ... more sensitivity and discretion was required." 

School co-ordinators reported having no concern about ethical 

problems as long as procedures safeguarding confidentiality 

were adhered to. Teacher-evaluators too reported no serious 

ethical concerns. Head teachers have freely allowed access 

to school documents and staff although a small number of staff 

did not want to provide information for the evaluation. 

One teacher-evaluator was concerned about the truthfulness of 

the accounts s/he was given by some members of staff. Another 

reported that s/he had been approached by senior management 

and asked to divulge information which s/he felt was 

confidential to the evaluation. Some co-ordinators and 

teacher-evaluators felt that a higher profile within the LEA 

should be accorded to the teacher-evaluation with clear 

guidelines issued for staff information. 

Trust and openness between institutions within this LEA was 

reported by many to be a significant factor in contributing to 

the lack of ethical problems. 

Gl FREEDOM AND AUTONOMY IN TEACHER-EVALUATIONS 

Teacher-evaluators and professional evaluators were asked to 

comment on the issue of freedom and autonomy in the work of 

teacher-evaluators. 
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All of those interviewed who had done any work for the 

teacher-evaluations were asked who they felt they were working 

for and how much control they felt they had over the planning. 

methodology and release of data. 

Some teacher-evaluators, especially those who had been 

involved early on felt isolated and would have welcomed more 

guidance. This was rarely reported by those of more recent 

involvement although there ~ere instances where the team 

approach had not functioned properly for reasons of illness 

and accessibility. Lack of a shared vision of the importance 

of team work in terms of staff development and validation of 

data could also have been a contributory factor to poor team 

work. 

All teacher-evaluators interviewed reported feeling in control 

of decisions about methodology and scope and they did not feel 

influenced by anyone who might be considered to be to be more 

powerful within the LEA. They acknowledged that the areas for 

investigation were agreed by the EAG but that once that 

decision had been made, the choice of method and the planning 

of the investigation was the perogative of those involved. 

All except one felt that they were working for colleagues, for 

the pupils or for the benefit of educational practice within 

the LEA. The person who was the exception said they felt they 

were working for the seconded teacher and for the 'bureaucrats 

at the Civic Centre•. 
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However, one teacher-evaluator pointed out that the autonomy 

that teachers felt they had was, in fact, spurious: 

"[Autonomy is] a meaningless concept for members of a 
society. No one tried to put pressure on me but I was 
not autonomous. I was still a member of a hierarchy." 

S/he felt that the 'pressures from within the self' should not 

be underestimated and that teachers will feel torn between 

loyalty to colleagues and reporting critical data. 

Anxieties about autonomy surfaced particularly when data of a 

controversial nature was being collected. Three teachers had 

collected data which they felt should not be for public 

release. The leader of the investigation was concerned that 

s/he might not be allowed to abandon the investigation. The 

others, who were collecting data within their own schools, 

did not realise that they and those they had interviewed had 

the right to control the release of data. This issue was 

dealt with by the EAG by returning the data to those who had 

given it. Professional evaluators were divided over this 

methbd of dealing with the problem. The majority were in 

favour of the approach taken but a couple pointed out that 

valuable lessons about pupil perceptions could have been 

gained if the knowledge of relevant research work had existed 

within the EAG. This was a perspective, they said, which 

cuuld be offered by a professional evaluator. 
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While the professional evaluators did not rule out the idea 

that teacher-evaluators could be independent they did foresee 

problems. Teacher-evaluators might tend to 'play it safe': 

"Even independent evaluators have enough problems with 
local authorities manipulating them and controlling what 
they do .... most evaluators don't cope with the pressures 
.... so if independent evaluators find it difficult to 
maintain their independence there's no chance for the 
internal ones." 

Strength of personality was mentioned as a key attribute: 

"Evaluators should be knowledgeable people who can't be 
fobbed off." 

The framework within which the teacher-evaluators worked would 

it was felt, contribute to or detract from independence: 

"The evaluation should be independent so that the 
authority doesn't control the kind of data that one 
collects and what is publicly represented about the 
authority." 

Personal integrity was considered to have considerable affect 

on the independence of an evaluation whether the person was 

internal or external. 

H) REPLICABILITY 

All groups were asked whether from their experience, they 

thought the teacher-evaluator approach to evaluation would 

work in other LEAs. 

Responses were mixed. Attitudes in schools were considered to 

have changed over the past few years because of new 
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initiatives and there was some consensus that many teachers 

would be willing to co-operate although the problems of 

industrial action still had to be taken into account. 

Distance between schools was considered an inhibiting factor 

in large or rural LEAs but it was thought that the work could 

be done within LEA divisions or existing specialist groups 

which already met for other reasons. 

LEAs which had particularly centralised power structures with 

inspectorial staff rather than advisory staff were not felt to 

offer fertile ground for the development of this approach nor 

did LEAs where the schools still operated in isolation. 

Backup in terms of resources, good will and LEA commitment 

were considered essential, as was the appointment of someone 

with a full-time responsibility for supporting the development 

of the work. 

IJ CURRENT VIEWS OF THE WORTH OF EVALUATION 

Interviewees within the LEA were asked for their opinions 

about evaluation in general. The purpose of this question was 

to establish whether after their experience of teacher-

evaluation they held positive or ne ive perceptions. It was 

felt that if the teacher-evaluations had not been experienced 

as worthwhile that this question would reveal negative or 

neutral views from a majority of interviewees. 
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The opposite was found to be the case. Members of all groups 

with the exception of one individual agreed that evaluation 

was to be welcomed. 

"It gets people discussing things with their colleagues." 

"It's good that people stop and think rather than just 
ploughing on. 0 

"I think it's vital: all teachers are doing it. Training 
in techniques is very useful." 

The individual who did not express positive feelings about 

evaluation was concerned that illuminative evaluation was not 

•real' evaluation and s/he wanted to see the use of control 

groups and objectives measurement. 

A significant change was recorded in the views of two people 

in informal interviews held a year apart. Both were initially 

very concerned about evaluation and did not want to take part 

one in particular was scathing about the usefulness of 

evaluation. For his/her purposes it was 'too little, too 

late'. The other did not want his/her practice exposed. Both 

had changed their views in the course of the year and in the 

later interviews expressed positive feelings about particular 

aspects of the teacher-evaluators' work. 
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CONCLUSIONS 

Climate and Replicability 

The potential for evaluations which involve teachers playing a 

major part, is recognised by some academics (Holly, 1986a; 

Stenhouse, 1976a; among others), and is supported by the 

findings in this research many teachers want to be involved 

in the evaluation of educational programmes. Although a 

particular set of circumstances encouraged the development of 

this type of evaluation in one LEA, interviewees consider the 

approach to be replicable in other LEAs where there is a 

working atmosphere which supports curriculum development and 

initiatives. However, they expect that LEAs in which there is 

an inspectorial service rather than an advisory service would 

experience problems in establishing the trust and openness 

required. The pre-existence of cross-institutional working 

groups would, it is considered, aid introduction of the 

teacher-evaluator approach. Distance between institutions 

could be a problem in larger LEAs but in many cases, 

institutions are organised into consortia and the teacher

evaluator approach could be developed within these consortia. 

Teachers expressed the desire to acquire the skills necessary 

to evaluate their work and felt that this approach provided a 

framework within which they could develop evaluation skills. 

However the use of volunteer teachers to do this work does 

require good will. While this did not appear to be a serious 

problem in the case being researched, the add-on nature of the 

commitment had clearly limited the numbers of those involved. 
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Supporting Structures 

Flexibility and negotiability as the evaluation progresses are 

i de n t i f i e d by St. u f f 1 e beam , 197 1 ; House , 198 0 ; Mac Don a 1 d , 187 3 ; 

among others, as good practice. There appears to have been an 

attempt to build such flexibility and negotiability into the 

design of the teacher-evaluator approach through the structure 

and working of the EAG and the BESG (as described in detail in 

chapter two). These structures which involve representatives 

from al 1 levels of the LEA hierarchy provide a forum for 

discussion, planning and backup, and provide credibility for 

the work of the teachers. To some extent, these structures 

undertake a role similar to Stakes' 'court of appeals' 

(1976b, p.37) which he suggests would eliminate some of the 

problems commonly experienced in evaluation. 

Without this LEA support, teacher-evaluators could be placed 

in vulnerable positions particularly when dealing with 

difficult political issues. Difficulties in a number of areas 

(procedures, ethics) were reported and are to be expected 

whether internal or external evaluations are carried out, as 

Adelman, (1984c); MacDonald, (1976) and Stenhouse, (1976bl 

among others, point out. Systems for dealing with these issues 

must be an integral part of the work of the committees set up 

to support the evaluations. 

The team structure was viewed as a positive aspect of the 

approach by participants. It was seen to provide support and 

the sharing of the skills, knowledse, responsibilities and 

concerns of the teacher-evaluators. Within this framework, 
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different team members are able to develop their skills. The 

team approach was also thought to help to eliminate individual 

bias, as within the team, data is cross-checked and 

investigations are planned. Burgess (1984) and Cooper (1975) 

recognise the importance of team work and its usefulness is 

supported by these research findings. 

Audience 

Some professional evaluators (Stake, 1976b; House, 1980) argue 

for the public 'right to know' the findings of an evaluation. 

The teacher-evaluators' reports were viewed as 'internal 

working documents' and thus not for public circulation 

(chapter eight, section F l • However, Within the LEA the 

reports have been widely circulated. Documents have been 

circulated to teachers, LEA officers, advisers, inset co-

ordinators, school project co-ordinators and special interest 

groups. Outsiders wishing to use the documents must approach 

the EAG for permission. 

This breadth of audience within the LEA may account for some 

interviewees holding the view that some documents tell them 

what they already know while other interviewees, talking about 

the same document, say how much they have learnt from it. 

(Chapter eight, section C contains further data relating to 

this point. l Nevertheless, there does appear to be a consensus 

that the evaluation reports paint a recognisable picture of 

practice within the LEA. These findings support claims for the 

validity of the approach - Adelman (1976) makes the point that 

'recognition' of the case forming the subject of the 
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evaluation should occur if the evaluation is 'true', and 

Hopkins ( 18/3/87, as cited on p.64 of this thesis) defines 

'respondent validity' as occurring when the findings of the 

report 'resonate' With the audience. The validity of the 

approach is further discussed in chapter eight, section E. 

Issue selection 

Responsiveness to the needs of participants is considered a 

positive feature of an evaluation (Simons, 1984c; Stake, 

1974). However for the evaluation to be useful, the audience 

and those involved in the work being evaluated, need to be 

able to identify appropriate issues. The research findings 

indicate that insiders have different perceptions of what 

constitutes the important issues to outsiders. It may be that 

asking the audience for issues to evaluate - the attempt at 

responsive evaluation with the teacher-evaluator approach 

does not necessarily result in the most relevant or useful 

evaluation. Interviewees reported that the joint selection of 

issues involving discussion between the external evaluator and 

the internal evaluators would be beneficial. 

There was some feeling that the scope of the teacher

evaluators' work was too narrow. Certainly the teacher-

evaluators work to date appears to focus more on issues of 

practice rather than on procedures or management (see figure 

2, pp. 178- 179) . However, instances were also reported where 

the teacher-evaluators' work was particularly useful. 
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There appeared to be a lack of awareness on the part of the 

audience, of how to use the teach~r-evaluation as a tool 

aiding decision making and informing practice. However, 

problems relating to the use of evaluations are not limited to 

this approach. Ful lan ( 1981), Munro ( 1977) and MacDonald 

(1976) are among a number of evaluators who are concerned 

about the lack of use of professionally produced evaluations. 

The perspectives represented in the documents produced by the 

teacher-evaluators have often included those of the pupils. 

Thus the approach appears to give a voice to the concerns of 

pupils which previously may not have been heard. House (1980) 

identifies lack of representation of the least powerful as 

generally a deficiency in evaluation. This would appear to 

have been remedied in this case. 

Ethics 

Simons, 197li Holly, 1984i and Cumming, 1986 ar11ong others, 

warn of the potential damaging effect of evaluation. No 

instances of damage were reported· in the case being 

researched. Although some staff had been worried about 

particular evaluations. they were reassured when issues were 

dealt with by following the previously agreed ethical 

procedures. A positive feeling in the LEA towards the approach 

was noted. 

Pring (1984a, 1984b} stresses the importance of trust in 

evaluation. Trust was found to have been built up though the 

application of the ethical code, through the practice of the 

teacher-evaluators and through the sense of shared goals 
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across the LEA. However, this crucial building up of trust 

cannot be assumed with the teacher-evaluator approach. It is 

dependent on the personal characteristics of the teacher-

evaluat.ors. Data related to the characteristics required of 

evaluators are reported in chapter seven, section A. 

It was generally thought that teacher-evaluators and 

external/professional evaluators experience similar ethical 

problems although it was considered that an external evaluator 

is better able to deal with such difficulties. No major 

ethical problems were reporte~ possibly because the clear 

procedures for maintaining confidentiality as outlined by 

Simons (1984c) were accepted and practised. 

Freedom and autonomy 

The independence of the external evaluator is considered by 

many, both from the literature and the research to be mythical 

(House, 1980; McCabe, 1985; Stenhouse, 1984). However the 

independence of an insider is similarly considered by some to 

be negl i gi b 1 e (Fitzgibbon, 1985 l. Concern for the independence 

of teacher-evaluators formed one focus of the research and it 

was found that the teacher-evaluators felt that they were 

independent of overt LEA influence. They reported no pressure 

from those in positions of authority in the LEA in relation to 

the conduct and findings of the evaluation however some peer 

pressure was reported. Although no major problems were 

uncovered by the research, the establishing of independence is 

clearly an area 01 vulnerability in the teach~r evaluators' 

1..iork. 
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Stake (197Gbl, House ( 1980), and Simons ( 1984c} discuss the 

problems faced by professional evaluators in dealing with 

controversial and political issues and teacher-evaluators 

report similar problems. Personal integrity and strength of 

character were noted as attributes needed by teacher 

evaluators if they were not to 'play it safe' and avoid 

difficult issues. The findings relating to the characteristics 

required of teacher-evaluators are reported in chapter seven, 

section A. 

Resourcing 

A resourcing commitment from the LEA is considered essential. 

Many expressed the view that teachers should be timetabled for 

evaluation work and that the role should be given more status 

within the school. Clerical and printing costs should be 

budgeted for. The role of co-ordinating the work and 

organising in-service training was considered Vital to the 

functioning of the approach. 

The resourcing implications for teachers' involvement in 

evaluation do not appear to have been considered in any of the 

literature available to this researcher. This issue could 

usefully form the subject of further research. 

Summary 

From the dctta repurled in th1.~ chaptt::r, 1t 1s cou,_:luded tlictt 

given a climate of support and openness within an LEA, the 

teacher-evaluator approach could be replicated in other 
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education authorities - either on an LEA wide basis, interest 

group basis or consortia basis. However, an appropriate 

initial design allowing flexibility and negotiability is 

essential - both to support the independence of those involved 

and to develop evaluation work over a period of time. The 

'right to know' issue in particular should be addressed and 

procedures for selecting issues and constructively using 

evaluation findings, carefully considered. Ethical procedures 

need to be clear to all and scrupulously adhered to. 

Within the LEA studied, while there had been some 

difficulties, the teacher-evaluator approach appeared to be 

we 11 designed with the support structures working reasonably 

we 11. Teacher-evaluators considered themselves independent 

and ethical guidelines were being followed. 

In the following chapter, chapter seven, the research findings 

relating to the differing roles of the teacher-evaluator and 

the professional evaluator are reported in detail. 
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CHAPTER 7 

THE EMERGING ROLE OF THE TEACHER-EVALUATOR 

INTRODUCTION 

In this section, findings relating to the developing role of 

teacher-evaluator are reported. Six relevant areas were 

identified from the data and from the research design: 

A) Selection of teacher-evaluators 

BJ Training of teacher-evaluators 

Cl Commitment required 

DJ The role of an external evaluator 

El General views of the teacher-evaluator approach 

Fl Professional outcomes for teacher-evaluators 

A> SELECTION OF TEACHER-EVALUATORS 

There are two parts to this section. The first includes 

details of those who are or have been teacher-evaluators and 

covers their status, qualifications and motivation. The 

second reports the views of those interviewed as to the 

qualities required in a teacher-evaluator and includes 

responses to questions of status and personality type. The 

question of appropriate skills is included in the next section 

under training. 
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A survey was carried out covering the twenty teachers who had 

been most involved in the evaluation over the three year 

period. All but two were above scale one with more than half 

being heads of department. None were of higher status than 

deputy head (of which there were three). The group consisted 

of five males and fifteen females. They came from diverse 

backgrounds: geography, english, science. technology, TVEI, 

economics, history, physical education, business studies, pre

vocational studies, law, home economics. None were from maths, 

foreign language, music or art backgrounds. 

One professional evaluator expressed suprise that teachers 

would voluntarily become involved in such demanding work with 

no reward: 

"I can't understand why they are doing it. You offer 
them so few incentives.~ 

Another professional evaluator commented that when discussing 

this type of development with colleagues, s/he has been often 

told that teachers will not want to do this kind of work. 

Eleven of those most actively involved were asked for details 

about their teaching experience, academic qualifications, and 

reasons for becoming involved in the evaluation. These 

results are presented as figure 1 ( p. 141 l. The reasons tt1ey 

gave for their invc, 1vement were v e r \' v a r i e d . The most 

con1monly cited b,:ing ,:i.ri inter8.:t 1n find_;_ng out 1,ihat is re.c'tl l:; 
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Chapter 7 Figure i: DATA REDUCTION : 

TEACHER-EVP.LUATORS>VIEWS ON MOTIVATION 

feacher Gualifications 

Cert.Ed., B.Ed. 

B r, 'rls:,.c.u.' M.A. 

C i'!.A. 

D B.A., M.A. 

E Cert. Ed., B.A 

F B.A., P.6.C.E 

6 B.Ed. 

H Cert. Ed., B.Ed. 

I B.A., N.A 

J B.A.,P.6.C.E 

K B.Sc., l'!.A. 

Length of Service !vearsl 

11 

5 

10 

11 

15 

10 

20 

b 

8 

i'iot.ivation 

feels passionnately about education and enjoys fittding 
out Hhat's going on: seeing theory put into practice: 
evaluation cc~iponent in degree. 

interested in research and have had previous experience: 
welcOille the chance to work independently. 

liked action-research idea 

was shocked to realises/he hadn't evaluated courses 
sihe'd developed. 

head asked ifs/he ~as interested because of previous 
involvement in TVEI in another LEA. 

wanted to talk to pupils and find out what was going on: 
felt evaluation was important but was aware of being 
ignorant. 

part and parcel of the job. 

deputy head requested s/he went in their place. riay not 
have iliade the move if not approached: evaluation 
CGiiiponent in degree. 

finished M.A. degree and saw this as a challenge: like 
to be occupied. 

wanted to learn how to evaluate own practice. 

~-Ome one dropped wt: found it addictive. 
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going on in education and in being involved in work they 

thought would be stimulating. All had a first degree with over 

half having a second degree. The average length of service in 

the teaching profession was ten years. The possible effect of 

their involvement on their professional development is 

explored in the section of this chapter covering the 

professional outcomes for teacher-evaluators. 

~Factors to consider in choosing teacher-evaluators 

A wide range of attributes desirable in teacher-evaluators 

were reported and these are summarised in figure 2 (p.143). 

Four main categories emerged from the data: status; 

personality~ mental abilities and experience. 

Interviewees were divided over the importance of status. A 

number from different groups felt that a hi status teacher 

evaluator could, while being perfectly competent. have an 

inhibiting effect on interviewees. However, it was also felt 

that it was important to have high status personnel involved 

as results would be taken more seriously if this was the case. 

A strong. confident but empathetic personality was indicated 

as desirable. Strength of personality was considered 

necessary in order to resist pressures and in the handling of 

sensitive issues. Empathy with those being evaluated was 

considered important so that trust could be established. 

Discretion in handling data was essential in developing trust. 
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Chapt;,r 7 fu111re't: ~ REDllCTfON: HJTEF;•JIEWEES V!£1<6: 

Factors to consider ~ choosinQ teacher-evaluators 

Professional evaluatorc:.' v1ews: 

a vast difference in status will cause 
problems in interviews 

status is i rrel ev ant (hn ce i 
status mav nelp results being taken senous! y 

sensi ti vi tv 
e~pathy \twice! 
personality is illlllortant 
avoid 'hidden agenda' peoole: 
basic interoersonal skills 
secure personal i tyicootid1?nceiself esteein 
beyond 'eqo-centric'stage 
able to listen 
a view of the role as providing a ser'.t::e net 

serving the bureaucracy 
sl0tt to 1nake judge111ents about people or issues 
enquiring i:iind!e¼cited by the une:ipected not 

shattered or defensive 
discretion 
sound judgement about what to reveal 
open minded (twice} 
not a 'know it all' 
anle to handle sensitive politically charged 

materi ai 

competent 
-flexible 
able to work collabarativeiy 
nat open ta manipulation in terms of their 

career 

willing tc read widely and reflect 
having ti1D;2 to t:110k and reflect 
able to identify thematic cons1stericies in 

very comoie,{ and disparate infornation 

Teacher-evaluators' views 

not hiqh status 
not ool1cv makers 

experienced (twicei 
not e:,clusi·:ly T\'E! or non-Ti/EI 

coniioent 
pos: ti ve 

net with ~et ideas 

it et~,ic:; and procedures are foi lowea, status and 
personaiity wiii net ,natter 

hi qh statu·; could cause a problem (twice; 

evaluation i:l.r peers ,]ost ac:ceptailie 

e,:,pat!w 
per 5anal: tv , three ': 11:,e·; ! 
abilitv to e·;;taolisn trust 
1ntegr1ty matters more than status 

abie tc co11municate 
mn=• share views of ethics 

LEA Officers views: 

status not" oroblem (twice! 
status coulo be a problem 

~ teachers'fil!:!_i 

status riot a problem 
status enhances acceptanility of results (tnriceJ 

personality import.ant 
tnustn' t ha\'e n2c2t1 ve personality 

c;rgarn sec ild r:d 
ooen ,Tiind 

only 10-201 staff would te capaole 
exoerience importar.t 

Cer.tra! suoa:.rt 

hiqh stattE a prot12ci : these people could go into 
other SChOOlS \twice) 

Co-cn:iinators' v1 ews 

senior m..,.,,q~ment should be involved 
those who can affect career ::iro;pects sr.ou!dn't De 
invoivea 

e>:perience 

not tno':'ie s~t in their wa ,;s 
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An open mind was mentioned by members from most groups as 

vital while professional evaluators particularly mentioned the 

ability to reflect and analyse. Members of a maJority of 

groups felt that the teacher-evaluator should have 

considerable experience in education. One head teacher 

commented that only 10-20% of his/her staff would be able to 

fulfill his/her criteria and one professional evaluator 

commented that significant numbers of his/her M.A students 

were unable to analyse data satisfactorily. 

B) TRAINING OF TEACHER-EVALUATORS 

Three groups <professional evaluators, the nucleus group and 

the teacher-evaluators) were asked what training they 

considered was appropriate for teacher-evaluators. 

Basic research skills were cited by all groups. Teacher

evaluators need training in interviewing skills, listening 

skills, writing and analytical skills, observation skills. and 

documentary analysis skills. Teacher-evaluators also 

identified management techniques and skills for dealing With 

hostility as additional areas for inservice training. 

No one mentioned academic training as being the best way to 

become trained - in fact the opposite opinion was voiced by 

several professional evaluators: 
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" ... experience rather than any kind of formal 
learning ... " 

"Academic literature is no substitute for practice." 

Learning by the 'collaborative model' working With 

experienced evaluators was favoured, together with time to 

read the work of other evaluators and current research and 

evaluation trends in education. One professional evaluator 

described the training process as rather 'like a snowball' 

with skills accumulating and growing over time. It was felt by 

members of the nucleus group that training had been inadequate 

in the early days of the teacher-evaluations but that there 

was a noticeable build up in teachers• possession and use of 

evaluative skills within the LEA over the three years. Two 

professional evaluators mentioned that they found the idea of 

starting the process of developing evaluative skills within 

the teachers in an LEA, a daunting task. 

CJ COMMITMENT REQUIRED 

The heavy time commitment had caused some teachers to pull 

out of the evaluation. For those leading investigations and 

co-ordinating the writing-up of reports this time has been 

estimated to be somewhere in the region of two weeks full-time 

equivalent. This time is fitted into weekends, holiday times. 

lunch times and out-of-school times. Some, but not all of the 

teacher-evaluators, had been able to take two days out of 

school for the writing up of reports (the time is allowed at 
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the discretion of the school l. lt 1s estimated by aggregating 

the time spent by team members on an investigation, that each 

report has taken at least the equivalent of five weeks of one 

person's time to produce (plus typing time). 

Some members of the nucleus group and some of the teacher

evaluators objected to the work being seen as an 'add-on' to a 

full-time work load. They felt that the work was important 

enough for it to be given timetabled time - . 1 FTE or half a 

day a week was suggested. As one person commented; 

"Spare-time work is not high quality work." 

and a professional evaluator commented on the necessity of 

good support systems: 

"It needs underpinning if the LEA is to take it 
seriously." 

The original plan for the teacher-evaluators' work included 

provision for five or six days out of school per year to allow 

time for evaluation work. This was never put into effect. Part 

of the reason was that teacher industrial action began at the 

same time and permission was not easily obtained for time out 

of the classroom. 
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DJ THE ROLE OF AN EXTERNAL EVALUATOR 

All groups were asked to say what they thought were the 

advantages and disadvantages of having an external evaluator 

and these views are .summarised in figure 3 (pp. 148, 149). 

For the purpose of the research, an external evaluator is 

considered to be .someone not in the permanent employ of the 

local authority in which the evaluation is taking place. 

All groups were agreed that there is an important role for the 

external evaluator within the teacher-evaluator approach. 

There was also some agreement between those internal to the 

LEA and the professional evaluators about what that role 

should include. 

Both agreed that external evaluators bring a wider and 

different perspective to bear and so will identify different 

issues as important. It was considered that insiders might 

not be removed enough from the scene of the action to 

appreciate the significance of certain conditions. The 

external evaluators' work was expected to be of a higher 

quality both in terms of depth and in the research skills 

employed than that of the teacher-evaluators. 

A majority of interviewees agreed that in the evaluation 

of difficult and painful issues, the external evaluator 

was in a better position than the teacher-evaluator in 

that any hostility engendered would not affect working 

relationships beyond a short span of time. The external 

evaluator was felt to be more able to take an independent and 

impartial stance particularly on difficult political/emotional 
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Positive and negative features of external evaluation 

AGAINST 

Professional Evaluators' views 

can identity issues insiaers are blind to ifour t1mes1 

can act as a resource: can advise on difficulties ltwicei 
: training input 
: wide experience 1twicei 

best if internal and external work together (four times! 
fflOre independent: not subject to internal pressures itwice! 
'flak deflector': ea.~ pubiicize painful findings (twice/ 
110re leverage 

807. of professional evaluators' wort is 
teaicus ana boring. 

tiE is a problE!fll because of other 
responsioilities. 

fer aost purposes teachers are superior. 
can suffer career penalties. 

LEA Officers 

better aDie to cover certain issues 

degree of aetatchment implied 
don't share views of insiders 
lack of prior know!eage can give tresh view 
ignorance is useful: 'ir.~ocent questionner' 
'street' credibility is high 

takes consideraole time to absorb the 
cuiture. 
everyone 1s biased. 

provide richer data with more depth 
in-service training (thrice) 
wider perspective 
heip plan team work 
resource/sounding boara 
aore able to report di_fficul t issues ttwicei 
provide academic context 
c~bination of internal and external is best 
acre inoepenaent 
focus on different issues: institutional/administrative processes 
check validity and methodology of teacher-evaluators' work 

objectivity is only apparent 
teacher-evaluators have good contacts 
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Central Supoort Team 
wide e~perience: educational and research {thrice) many teachers have experience from 

degree HOrk 
overview {twice! 
in-service training (twice! 
support {biicei 
will see issues insiders miss will have own biases 
wili provide status 
wider perspective (twice) 
more ilft!)artial 
different prior1ties could eitiphasise irrelevant issues 
help avoid introspection 
usefui sound!ag boara 

Head teachers 
skilled educationalist 
goad analytical skilis 
wider perspective (thrice) 
people will take 110re notice of results (twice! perceived authority is spurious 
work with teachers {twice) 
offer directives 
experience will have reduced credibility becau~e 

unknown 

Teacher-evauators' views 
experience teacher-evaluators know what q-Jestions to 

ask 
in-service training 
could comment on bias in reports won't have the same values (biased) 
different persµecti ve out of to•Jch with classroom 
llOre iG1Partial {twice! staff are 11ere relaxed with known people 
more time 
can tackle.issues raising hcstiiit·,
l!Ore .,,.. ; 11 art (three) can't easily pull out the important a,-00 = 

to evaluate 
help validity/ better practice 
joint effort is best 
acre judgemental take a long time ta find out what is 

going on 
could tackle sensititve issues 

Co-ordinator;' view-:; 
iliO!"e astutei get at subtleties could be d1fficult to find out what 1s 

really going c,n 
couid nave bath internal and ei:ternal couldn't afford ta have one all the time 
totally detached/ no allegiancesi impartial (tnrice! out cri touch with schools 
sore skilled and experienced (twice, wil! !eave no expertise in LEA when they 

leave 
overview trust not easily establishe,j 
pick up bias 
lllll""e time 
better selection of issues 
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issues. One professional evaluator commented when explaining 

the contribution of the external evaluator: 

"If somebody can be blamed as a lunatic acadewic who 
doesn't know what he's talking about ..... I think that's 
as important [a role] as any .... " 

The external evaluator role was considered to provide a useful 

resource for in-service training and advice by both groups. It 

was felt that they added status and validity to the work. 

Although some interviewees considered this validity as 

'spurious', others mentioned that they thought 'other people' 

would find the results more acceptable if an external 

evaluator was involved. 

Some of the internal groups thought the external evaluator 

would be more judgemental. However one professional evaluator 

considered that s/he would be less judgemental. One 

misconception about what the external evaluator could offer, 

was in the area of time. Internal groups saw the external 

evaluator as having more time than they themselves did whereas 

the professional evaluators mentioned that shortage of time 

was a problem for all evaluators. This misconception may be 

due to the fact the only contact most people in the LEA have 

had with an external evaluator was with one who worked full-

time in the LEA. It may not have been appreciated that this 

is not the usual situation with external evaluators and that 

many external evaluators are academics With other 

responsibilities which make demands on their time. 

It was recognised by the internal groups that external 

evaluators do experience difficulties : difficulty in making 
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contacts and of building up trust and credibility were 

mentioned as well as the possibility that they may become co-

opted in the process. The view was expressed that they may 

choose irrelevant issues and be out of touch with what is 

happening in the classroom particularly because of the rapid 

nature of the changes occurring at the present time. 

That procedures should be adopted to limit the effect of 

personal, bias was agreed by both teacher-evaluators and 

professional evaluators who were interviewed. Neither group 

claimed, or was considered to be free of bias. A more 

detailed analysis of the research findings in relation to 

bias are reported in chapter eight, section D. 

The potential for a joint approach between external and 

internal evaluators was recognised. Teacher-evaluators and 

external evaluators were seen to possess complementary 

advantages. These will be further examined in the section 

following in which general opinions of the teacher-evaluator 

approach are recorded. 

E) GENERAL VIEWS OF THE TEACHER-EVALUATOR APPROACH 

Many comments reported in figure 3 lpp. 149, 1491 regarding the 

positive and negative aspects of external evaluation can also 

be applied in reverse to teacher-evaluation. However, 

additional general points emerged during the research and 

these are reported in this section. 
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4-f,£~[essional Evaluators 

The professional evaluators interviewed were known to favour 

some involvement of teachers in evaluation and research so 

their comments should be viewed with that perspective in mind. 

There were several issues which concerned them. It was felt 

by one that practice could be improved in three ways: by the 

involvement of lay people in the evaluation advisory and 

steering groups; the involvement of parents and pupils in the 

evaluation exercises; and the education committee having 

direct access to the evaluation. Problems of a lack of 

overview and knowledge of recent research were cited by two 

professional evaluators. One expressed concern about current 

trends in evaluation: 

"I feel that for a number of reasons, some of which are 
just crudely financial, the LEAs are opting for internal 
evaluation. Some of them of course are crudely 
political. That way you don't get a bloody nose from the 
evaluation." 

Lack of time, resources, overview and political problems were 

identified as problems to be considered in developing a 

teacher-evaluator approach. 

i)Nucleus group 

Not suprisingly members of the nucleus group, regardless of 

background were supportive of the teacher-evaluator approach. 

Opportunities for staff development and benefits in terms of a 
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more reflective staff for the LEA were mentioned as points in 

favour of the adoption of a teacher-evaluator approach as was 

the relevance of the data: 

"The success of this approach stems from the relevance 
of the data. Teachers know where to look, particularly 
if they are from the same project." 

Difficulties which were acknowledged included 'personal 

pressure', 'lack of reflection•, 'too close to the action' and 

the possibility that the teacher-evaluators may be supporters 

of one particular point of view within a programme. However, 

the difficulties were felt to be outweighed by the benefits 

particularly if the team approach was used and 'if an 

external presence is also maintained ' 

~LEA officers 

LEA officers noted that the teacher-evaluation offered 

opportunities for professional development and gains for the 

project: 

«It is a safe and legitiruate way of focusing people's 
attention ...... an acceptable way for people to receive 
feedback." 

The need for an outsider to 'look at things dispassionately' 

was mentioned as was the need to be realistic about the type 

of work that the teachers could do. 
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.tlJiead teachers 

Most head teachers were positive about the approach. Some 

wanted to organise teams of evaluators in their own schools. 

Another mentioned that notice would be taken of teacher-

evaluators' work because they were known and respected within 

the LEA. S/he added: 

11 At least you can't say they've written a book on the 
basis of a few interviews." 

However there was also some feeling that the teacher-evaluator 

work was too restricted in its aims and objectives and that 

better feedback was needed. 

$ Teacher-eva 1ua tors 

The teacher-evaluators were positive in their support of the 

approach particularly if training, resources and status were 

given. They too acknowle d the difficult political problems 

which had to be faced, the lack of time to do thorough work, 

the need for better feedback and the possible problems of 

isolation. 
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The 

'-) Central _Support __ Team_and __ School_Co ordinators 

co~ur(1inaturs fourid 

the cross-fertilization of ideas useful and the encouragement 

of discussion with co:leagues both inside and outside their 

o-.1n ;:;chuol J.c, be of pu;::;itiVE..! beuefit. Trust wa.;c; hig11 

the teacher-evaluators and those involved and it was felt that 

the teacher evaluators tackled real problems although their 

sympathy With those working on the project could be considered 

a positive or a negative feature of the approach. 

FI PROFESSIONAL OUTCOMES FOR TEACHER-EVALUATORS 

As professional development of teachers With consequent spin-

off for practice in the LEA had been cited as a reasun for the 

adoption of the approach an attempt was made to discover what 

the effects had been. It was found that the teacher-evaluators 

are not a static g1·oup. There has been a steady turnover for 

two main reasons the extent of the commitment and the 

promotion of those involved. 

A study was done of the career changes of twenty teachers who 

had been or who were becoming very involved in teacher-

l! valuation. Of this twent.y, all except four experienced a. 

criange in their career during their involvement With the 

evaluation - either through promotion or through secondment or 

through both. Of the four who have not experienced change, 

one took maternity leave, one withdrew at an early stage and 

the other two were new to the evaluation in 1987 ( as are two 
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of those who gained promotion or secondment). It is beyond 

the scope of this research to discover whether those attracted 

to teacher-evaluation are those who would normally be expected 

to seek and gain promotion or whether being involved as a 

~eacher-evaluator has precipitated and helped career change. 

Those teacher-evaluators who were aske~ about the effect of 

their involvement on their professional development reported 

that they felt their practice had been improved and that the 

Wider perspective they gained through working with people from 

other schools was particularly valuable. 

With the exception of two of the group, all were on scale two 

or above at the beginning of their involvement. After 

involvement: five had become advisory teachers; two head 

teachers; two deputies; two heads of department and five were 

on secondment. 

Of the twenty, only seven are likely to be active in the 

teacher-evaluations of the next academic year. - a number have 

moved to other LEAs while others are giving more time to their 

new responsibilities. Thus there is a constant turnover and 

consequent need for a continuing programme of in-service 

training. 

The professional development stimulated by the teacher

evaluation was not felt to be restricted to those directly 

involved in gathering data and writing reports. Some head 

teachers have indicated they now want more formal evaluation 

in their own schools and in some cases they have taken steps 
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to start this. One member of the nucleus group now liaising 

with schools across the LEA reported definite progress in the 

acceptance and expectation of evaluation of practice. 

LEA officers were not asked directly about the possible effect 

of involvement on a teachers' professional development but two 

opposing views were expressed in interview. One referred 

scathingly to the people involved as 'self-nominees' yet the 

other referred to the usefulness of such developments in 

identifying new talent within the LEA. 

CONCLUSIONS 

Selection 

The attributes identified as important for teacher-evaluators 

to possess were also thought to apply to evaluators in 

general. It was considered that those involved in the work 

should be secure, confident yet discrete, empathetic and able 

to establish trust. They need an open mind yet be able to 

reflect and analyse. Although it was considered that they 

should possess experience of education, their status ought to 

be such that an interviewee doesn't feel threatened for 

instance it would not be appropriate for the teacher-evaluator 

to interview a member of staff for whom s/he controls 

promotion prospects. The teacher-evaluator teams should have 

members of various status who might work in schools other than 

their own, to allow for this problem. The school of thought 

described by Burgess C1980al which holds that the ideal 
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educational researchers are complete outsiders to the 

profession, was not supported by the data collected from those 

interviewed for the purpose of this research. Motivation was 

high among those involved - most wanted to acquire the skills 

of evaluation to help them with their work. 

A heavy time commitment is required for periods up to four 

months at a time during which an investigation is planned, 

data collected, and the writing up is done. Most teacher-

evaluators used lunch hours, their own time and non-teaching 

time to collect data and to meet. There was some feeling that 

the quality of work would improve if time for evaluation work 

could be timetabled. 

Training of teacher-evaluators 

Professional evaluators who were interviewed thought that 

skills couJd adequately be learnt 'on the job'. It was 

suggested that basic research skills be taught early on, with 

higher level skills being acquired by working With more 

experienced people over a period of time. Teacher-evaluators 

in the LEA which is the subject of the research had days of 

training as and when it was considered necessary. This 

training was usually provided by a professional evaluator. 

Two schools of thought on evaluation training were found in 

the evaluation literature. Stufflebeam (1985) holds the view 

that training for evaluators is a long complicated process 

while others (Harlcn, 1:.-:f18; Lyuns, 1:Jull hold the opposing 

view that an academic training is less important than learning 

through experience. No papers suggesting 'good practice' for 
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such training were found in the evaluation literature studied. 

The teacher-evaluators themselves suggest that training is 

needed in basic research skills, management skills and 

techniques for dealing with hostility towards evaluation. 

Internal and External evaluators' roles 

A joint approach to evaluation using internal and external 

evaluators was thought to be best able to provide evaluations 

which could influence educational practice. 

The teacher-evaluator approach found favour with all groups 

interviewed. It was considered that teachers had advantages 

over external evaluators in a number of ways. 

For instance, teacher-evaluators are considered not to have 

difficulty in identifying relevant sources of information as 

that knowledge is at their fingertips. They know what the 

issues are and it is more difficult for information to be kept 

hidden from them than from an outsider. Eraut (1984) and 

Adelman (19841 are among a number of professional evaluators 

who have commented on the difficulties they have as outsiders, 

in gaining access to relevant information. 

Trust was thought to be more easily established by teacher-

evaluators as they are already known within the LEA. Pring 

(1984a) establishes the importance of trust if effective 

evaluation is to take place. It seems that the teacher-

evaluator approach has two advantages over external evaluators 
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at this point one being that trust is more easily 

established and the other being that a report can be produced 

in less time because time does not have to be spent 

establishing the credentials of the outsider. 

It is thought that the work of the teacher-evaluators is more 

likely to be relevant to those involved in the project 

tackling issues of immediate concern arising from practice. 

This goes some way to solving a problem raised in the 

evaluation literature - that of the 'irrelevance' of much 

educational research and evaluation (MacDonald, 1976; Simons, 

1971; Weiss, 1986b, among others l. Cousins and Leithwood 

(1986) found that internal evaluations were considered more 

useful that external evaluations. This potential for 

relevance of the teacher-evaluators' work must be considered a 

significant strength of this approach over more traditional 

approaches although the method of selecting areas for 

evaluation may affect relevance as discussed in chapter six. 

Teachers were seen to suffer disadvantages in that they lacked 

an overview and knowledge of recent research. However these 

problems could be remedied through the development of a joint 

approach between teachers and external/professional 

evaluators. 

Time to do the evaluation work was a problem noted by teacher-

evaluators both for reflectio11 and tc, do the research. 

These difficulties With time are shared with professional 

evaluators who report similar difficulties. The provision of 
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timely evaluation is one of the measures of good practice as 

outlined by Madaus, Scriven and Stufflebeam ( 1383 l . The 

teacher evaluators' reports are analysed with regard to 

timeliness in chapter eight: some reports were found to be 

produced in time to be of use whereas others were delayed for 

so long that they were of little use. (The lack of any 

mechanism for ensuring the use of the reports contributed 

significantly to the delay). 

Professional evaluators and teacher-evaluators reported 

sharing problems relating to bias. They agreed that procedures 

should be adopted to limit the effect of personal bias and 

neither group claimed, or was considered, to be free of bias. 

Research findings relating to bias are discussed in more 

detail in section D of chapter 8. 

It was acknowledged that teachers may have difficulty in 

reporting sensitive information and that political problems in 

the LEA could threaten their independence. However, this 

weakness of the teacher-evaluator approach is also shared with 

professional evaluators. Simons ( 1884) and House C1980) 

discuss similar threats to independence in professional 

evaluations. 

The terms insider and outsider as defined in the literature 

by, for instance, Elliott ( 1984) and Lewy l 1985), are not 

entirely satisfactory. Some of the teacher evaluators were 

from institutions with no involvement in the project being 

evaluated and considered themselves 'outsiders' although for 
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the purposes of this research they have been labelled 

'insiders'. These 'distanced insiders' provide checks and 

balances within the teacher-evaluator approach - they have the 

advantages of being inside the LEA yet have the detached 

viewpoint of the outsider. 

A key question in the debate about the advantages of insiders 

over outsiders was raised by two interviewees. They posed the 

question of finance and the approach: "If money was not 

limited, would the teacher-evaluator approach still be 

considered desirable?". As early as 1976, Hamilton predicted 

that changes in evaluation methods would occur because of 

economic pressures. However, a cost analysis of the teacher-

evaluator approach has yet to be done so these questions 

cannot be answered by this research. 

External evaluators were seen to have important advantages 

over teacher-evaluators. They were felt to be dispassionate, 

to have a wider perspective and were expected to produce 

higher quality work of more depth using more sophisticated 

research skills. They were seen to have a particular rol~ 

advising on in-service training, areas for evaluation and 

providing up-to-date information about areas being researched. 

There were unexpected gains for the teachers and for the LEA 

resulting from the adoption of the approach. Teachers reported 

that the work made them more reflective of their practice and 

they valued the cross-fertilization of ideas. Some 

interviewees considered that evaluation was the duty of the 
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professional, not an 'add-on' a point of view endorsed by 

Shostak (1980). 

The LEA gained in terms of building up expertise within 

teachers, creating a more reflective profession, the welding 

of a sense of common purpose across the LEA and a growth of 

evaluation in different areas as teacher-evaluators applied 

their skills in other areas. 

Summary 

A collaborative approach to evaluation between professional 

evaluators and teacher-evaluators was thought to offer a 

solution to many of the problems besetting evaluators those 

of timeliness, bias, access to information, relevance and 

trust. Professionals were considered to offer a different 

perspective and to have an important role in providing training. 

The teams of teacher-evaluators should include staff of 

differing status who are open minded and who are known and 

generally trusted within the LEA. 

The teacher-evaluator approach offers the advantage of 

building up evaluation expertise among teachers thus helping 

to create a more reflective profession, and of encouraging 

communication between institutions within an LEA. 

In the next chapter, issues relating to the practice of the 

teacher-evaluators are explored. These are considered in the 

light of concerns expressed in evaluation literature, views of 

those interviewed on aspects of the teacher-evaluators' 

practice and an analysis of the work done to date. 
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CHAPTER 8 

ISSUES RELATING TO PRACTICE 

INTRODUCTION 

In the previous chapters the perceptions of those involved 

regarding the context in which the teacher-evaluators have 

been working and the way in which their role has been 

developing have been reported. In this section, wider issues 

are explored issues which relate to the work which has 

actually been done - and they are reported under the following 

categories: 

A) Evaluative methods used. 

BJ Dissemination procedures. 

C> Effectiveness, utilization and change. 

D> Bias. 

EJ Validity. 

Fl Comments on and criteria for judging reports. 

G) Style and purpose of reports. 

H) Unintended outcomes. 

AJ EVALUATIVE METHODS USED 

Three principal methods were reported as being used for the 

collection of data for the evaluations (see figure 

pp. 178/9): 

interviews with pupils, staff and employers 

- questionnaires : used with pupils, parents and staff. 

- documentation: from outside organisations and publications 
from schools and from the LEA. 
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Diaries and observation were not used because they were not 

considered appropriate for the work that was done. Teacher 

evaluators were not restricted in their choice of methods 

except by constraints due to lack of time and insufficient 

skill (for instance in the design of questionnaires). There 

were some problems in maintaining uniformity of data 

collection methods in particular investigations - these can 

probably be attributed to poor communication between team 

members. 

Interviewees were asked to comment on methods used in the 

evaluation as set out in each report. Small sample size was an 

issue which concerned a number of the individuals interviewed 

although when pressed they were unable to define what they 

considered an adequate sample size - just 'more' data from 

pupils/schools/teachers. However, the sample sizes were not 

considered a problem by those external evaluators who were 

asked to comment. 

A small number of interviewees indicated a preference for the 

objectives model of evaluation citing the measurement of 

objectives and use of control groups as important aspects of 

evaluative method. Others preferred the illuminative approach 

and found 'soft data' about, for instance, 'feelings' 

particularly useful. 

Teacher-evaluators were asked to keep data for five years so 

that the validity of their findings could be checked if 

necessary. It was decided not to keep this centrally as 

agreements about clearance were made between the individuals 

and tl1e teacher-evaluator concerned. 
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No complaints were received about the release of confidential 

data in any of the reports so it is assumed that correct 

procedures for the clearance of data were carried out. A 

number of draft reports were amended before publication by 

those who gave the data. In all except one case the 

alterations were of a minor nature. 

Cross-checking of data occurred in several ways. People 

working in a team collecting data from different institutions 

were able to identify dissonance and examine data and 

methodology for explanations. The EAG reading panel examined 

draft documents and asked for and received justifications and 

explanations of areas in question. No major alterations were 

suggested in any case. 

Bl DISSEMINATION PROCEDURES 

Initially, there appeared to be no attempt to organise the 

dissemination of findings from the teachers' evaluations. 

There was also difficulty in finding anyone willing to do the 

extra work of distributing the reports to those who should 

receive them. This aspect of evaluation design - establishing 

procedures for the organisation of feedback and report 

distribution, had apparently been omitted in the original 

design of the internal evaluation. 

The newness of the situation is one possible explanation 

together with the fact that members of the EAG were pressed 

for time. The first two reports were not distributed until 
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seven months after the teachers involved submitted them to the 

EAG. Because one report was lengthy, discussion on it was put 

off month after month. There was also a problem in organising 

funding of the production of the reports. Early reports were 

typed by the teachers themselves or by school secretaries. 

Temporary solutions to the problem of funding the production 

of reports were found. However, the problem continually 

resurfaced causing delays in production. A serious problem 

delaying dissemination arose when teachers who could not type 

or who did not have acquiescent school secretaries, were team 

leaders for the production of teacher-evaluation reports. A 

significant amount of clerical assistance is required to 

support the teacher-evaluators work: typing, producing, 

addressing and distributing reports, assembling mailing lists, 

providing backup and information for inservice courses, and 

correspondence with those involved. 

Although EAG members recognise that rapid feedback is 

essential to the success of the evaluation the problems with a 

lack clerical supporting structures have severly hampered 

dissemination of results. 

Report back sessions with participants were not organised for 

the early reports so these reports were never discussed with 

interested groups. The EAG had not taken on the 

responsibility of seeing that the findings were taken 

seriously. With the secondment of a teacher to support the 

teacher-evaluators, the situation improved. Feedback and 
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discussion sessions were held with school co ordinators and 

special interest gioups. However, with a couple of notable 

exceptions, none of the staff with particular borough 

responsibilities for the areas researched, appear to have 

formally taken up the issues raised. Consequently feedback is 

still patchy. 

Cl EFFECTIVENESS, UTILIZATION AND CHANGE 

As the principal purpose of this approach to evaluation is to 

inform the practice of those involved in the programme, the 

questions of effectiveness and degree of utilization of the 

work were considered important areas to research. All those 

involved were asked if they had used the reports and to define 

criteria for judging the effectiveness of the evaluation. The 

answers were very varied with no marked differences between 

the different groups. 

The main criteria were : 

- whether the documents were read 
- raising the level of debate and awareness among participants 
- the level of feedback to participants at all levels 
- highlighting of issues which need attention, planning should 

follow 
- whether any changes in practice or perceptions could be 

directly related to the evaluation work. 

However it was acknowledged that effectiveness is difficult to 

measure and that changes in practice and policy are rarely the 

result of one influence but the result of a number f 

influences which come together to make the change or the 

taking of a particular decision a logical step. Evaluation 
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findings were likely to be only one of the influences. 

Members of all groups expressed the view that a measure of the 

success of the evaluation was that those affected found 

evaluation valuable: 

" ... the extent that people who are involved in it can 
value evaluation." 

~»o people feel they've benefited from the activity 
rather than been destroyed by it or diminished in some 
sense as human beings by it." 

The majority of those working in the LEA who were interviewed 

claimed to find the evaluation useful and to have discussed 

the findings with others. 

"It highlighted problem areas ... forced us to think about 
them." 

However two people at school level mentioned that the 

reports were not telling them anything new. This problem, that 

the evaluation may only confirm what people know or suspect 

already was mentioned by two professional evaluators. One 

commented that in many cases it is only once knowledge becomes 

public that action results even if the knowledge was 

instinctively known beforehand. The other commented on the 

usefulness of confirming what those involved may know already: 

" .... even if you're just confirming [old insights] you 
may still be being very effective .... because people who 
have those kind of insights with regard to say gender 
issues require such support at the moment. If you are 
only offering support in terms of insights they already 
have you're fulfilling a tremendously important function. 
But if you're actually changing people's perceptions .... 
that would be absolutely amazing." 
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That the evaluations had influenced their practice was 

mentioned by the the majority of school co-ordinators, 

teacher-evaluators and Central Support Team members who were 

in•terviet.1ed. 'Awareness of different perspectives' and ways 

of improving their own practice were mentioned as well as the 

usefulness of debate within and outside the school situation 

stimulated by the reports. At LEA officer level it was 

reported that insights were gained into how participants in 

project development felt information which was previously 

largely inaccessible to them. 

However, feedback sessions and the level of debate about 

documents and their findings were not considered to be 

adequate. A number of those involved in the project felt there 

was scope for more discussion in the schools as well as among 

participants. As one interviewee commented: 

"We need to know how to use and ask for information. 11 

D) BIAS 

Those interviewed were asked for their views on bias in 

procedures used and on bias in the documents produced. They 

were also asked to identify ways in which bias could be 

reduced when teachers were working with this approach. 

Bias was not felt to be a major issue by any of the groups 

interviewee:, Reasons given for this were that the teacher 

e\'aluator;s w0re known and Lhu.:.:; although they were clearly 

presenting a particular perspective in their reports this bias 
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was not hidden from the ctUd.ience. Group working both at 

p Jf!ll in 6 t, 11 '·· 

r e; <', d. i n g pa n P 1 publication were felt to reduce the 

e1fect of an individual's bias. TLe cornment outside 

0.le .Ju;-; t as l ikcly tu be 

evaluators 1.Jas tnade by a number of intervie1.Jees from all 

groups. Two interviewees commented that if the1e was any bias 

it would be that 'inside1~ suppGrt ctnd don't question the LEA 

framework' and that 'teachers shied away from controversial 

issues'. 

An analysts was done to try to illustrate the balance on teams 

between those very involved in the project and th0se almost 

Team members were given ratings according to their involvemen~ 

in the project. 1\ ra.t111 6 ul 1 mednt th<':!Y were not inv,.:ilved in 

the project at all and thus to a certain extent could be 

considered (and considered themselves! to have an 

viewpoint while a ratiug u1 :::, meant they were involved in the 

f u l l -· t i me . T h c, m e a. n r a t i n g f o r e a c h r e p o r t. was then 

ca.lcula.ted. A mean rating of 3 for a report indicates that 

was balance between teachers ir1volved full time in 

and thnse not involved at all. The re2;ults nf 

analysis are presented on the next page. 
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Chapter 8 Figure l 

Aualvsis of teacher-evaluation team members degree of 

involvement with !:_he project. 

RATING DIVISIONS 

Rating Degree of involvement 

1 team members who were not involved in the 
project at all. 

2 those working in an institution which offered 
TVEI but who were not otherwise involved. 

3 those with minor involvement in TVEI. 

4 those with half-time or more teaching involvement 
or very involved in the development. 

5 those with full-time responsibility in the 
scheme. 

MEAN RATINGS FOR REPORTS 

Re:eort date of publication Rating 

In-service training October 1985 3 

Profiling Spring 1985 3.6 

Recruitment March 1986 4 

Work Experience March 1986 5 

Recruitment (1986) July 1986 5 

Gender Issues October 1986 3.4 

Assignment Based Curriculum March 1987 5 

2.6 

The TVEI Residential May 1987 4 

Introducing TVEI June 1987 

TVEI - a wider curriculum March 1987 

5 

Tec/Voc options: some aspects June 1987 2.6 
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About half the reports were produced by those very involved in 

the project and about half by groups balanced by those less 

involved with no tendency for either pattern to dominate. 

E) VALlDlTY 

Professional evaluators, LEA officers and the nucleus group 

were asked to comment on the validity of the teacher-

evaluators• work. There was a considerable degree of 

consensus among members of the three groups that while the 

evaluative methods employed should satisfy academic criteria 

for validity, the style of the reports would be different to 

those produced by an academic researcher because their purpose 

and the audience are different. 

"If you're talking about strict research criteria whereby 
you're able to show by going through these procedures 
that these interpretations are valid from the data that's 
drawn and you can generate these propositions or these 
implications and you hand those on intact to the reader 
then I don't think that's what one's doing here .... If 
you were saying the purpose of these documents is to 
raise people's consciousness about the issues ...... to 
give them some sort of data base for thinking further 
about these issues ... and that one has cross-checked the 
data and have a sufficient basis for coming to the 
judgements that you've derived from the data .... then that 
should be valid at least that is one criteria for 
validity." 

" .... different purpose and agenda to research .... " 

" .. no less valid than using external evaluators. It's 
different. The two are quite different." 

«rf you're doing fairly immediate evaluations and you 
consider them as working documents then you don"t have to 
be so fussy about whether it's got flaws. If it actually 
gets the job done. What you want are documents which are 
approachable. " 
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An eclectic approach to methodology was considered to improve 

validity: 

"A broad and varied approach to data gathering is 
required ... they must meet the three criteria - accuracy, 
fairness, relevance." 

"It depends on the sources used and the way the sources 
have been checked." 

"If you go for description and analysis I'm not sure if 
the questions of validity and reliability are as 
important. They would be important if you were trying to 
establish and justify an hypothesis." 

Some interviewees suggested that documents gained validity if 

they were useful and used: 

"validity is sterile ..... reports gain validity when they 
become active documents." 

"It is more important that they are accepted and used.• 

The brevity of the documents was seen to have a negative 

effect on validity (but a positive effect on use - see section 

F, p. 175 J 

"Brevity of documents means trust is needed." 

•In any short documents like this there will obviously be 
gaps. " 
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The reaction of the audience was also mentioned as providing a 

validity check: 

"There's another kind of validity check and that's in 
terms of the people reading them and receiving them and 
recognising the issues." 

"Invalid work will be challenged by colleagues." 

There were differing opinions on the acceptability of reports 

prepared by insiders or outsiders: 

"One of the problems of the internal evaluations is that 
you can•t get external people to take them seriously." 

uThe external report was not as valid because it was not 
written in full knowledge of the circumstances." 

Fl COMMENTS ON AND CRITERIA FOR JUDGING REPORTS 

All groups agreed that the reports were readable and coherent 

and that their brevity and the fact they came in 'little 

waves' meant that they were able to be read in spite of busy 

schedules. Many interviewees commented that thick reports 'go 

on the library shelf' or are left in the intray until they are 

out of date. All interviewees with one exception claimed to 

have read the reports as they arrived. <The interviewee who 

was the exception had particular reasons for not giving these 

reports high priority). It was also reported that the fact 

that the reports were short meant that they were more likely 

to be discussed in meetings and thus made use of. Their 

immediacy was considered particularly helpful: 
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"Short evaluations catch the thing on the wing as opposed 
to waiting until the thing is dead and stuffing it." 

Clear language and lack of jargon were reported as positive 

features which influenced views about the reports, as was the 

appearance -'looks professional' and 'clarity of 

presentation' of the findings. A number of interviewees 

described the reports as 'an interesting read' and it was felt 

that the 'house style' had improved over time. 

There was general agreement that the reports were trusted and 

trustworthy because those producing them were known and their 

'judgement and professionalism as teachers' was respected. It 

was reported as a positive advantage that they were known 

because it was 'easier to detect bias when people are known'. 

A number of interviewees reported that the reports had 'struck 

a chord' with them. Others mentioned that it was important 

that the reports: 

" ... feel right in the light of one's own experience.• 

The use of quantitative data in reports Jarred with some and 

conversely the lack of quantitative data in other reports was 

felt to be a flaw by others. 

A nuruber of interviewees indicated that the reports should be 

seen as working documents, 'hot off the press', providing 

'snap shots' of the scheme and that they should be viewed in 

that light. 
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Others were concerned with sample size and With the 

limitations of scope of the reports. It was felt that the 

complexity of issues might be neglected and issues dealt with 

superficially because of self-imposed constraints of time and 

length. Most interviewees reported that they read the 

documents with the view of informing their own practice: 

"What has it got to say to me?" 

G> STYLE AND PURPOSE OF REPORTS 

The teacher-evaluators• reports were analysed for the purposes 

of this research, under several headings which it was thought, 

would throw light on issues relating to the the teacher

evaluator approach in action - including issues of relevance, 

timeliness, independence, methodology and use. These findings 

are reported in figure 2, pp. 178-179. 

There appear to have been three phases in the development of 

the responsiveness of the evaluation. Initially issues were 

selected by the external evaluator and the EAG, secondly by 

the EAG bu,t thirdly by wide consultation with LEA staff. A 

variety of methods have been employed in covering a wide range 

of issues. 

The sample size has varied from document to document. Staff 

and pupil perspectives have been principally represented 

although the views of parents, employers and LEA officers have 

also been considered. 
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Chapter 8 Figure 2: DATA F:EL1UCTION 

Analysis of teacher-evaluator reports 

With the e;{ception of the most recently produced report, all reports have been 

circuiated and and are available within the education authority. One hundred and fifty 

are usua!ly printed. 

widely 

copies 

DU!JJl'il:.N! . SELKfION 
and of 

DATE ISSUES 

INSET EAG/ext.ev. 
Oct.B5 

PROFIL- EA6/e;:t.ev. 
HiG 

Apr.85 

RECRUIT EAGie:{t. ev 
-l'IENT 

Mar.86 

Wi).wl( EA6/e},t.ev. 
EXP. 

l'lar .86 

RECRUIT EA6 
-NENT 
1986 
Jul.86 

GENUEH EA6 
ISSUES 
Oct.86 

ASS IGtiMEMT NEI CO-ORD. 
BASED 
CURRIC. 
l'lar.87 

AIM 

perceptions of 
INSET over 2yrs 

national trends 
local perce-j'.itions 

patterns of option 
choice 

e;:a11ine work exp. 
eleiuent of TVEI 

identify factars 
causing drop in 
recruitment 

identify factors 
affecting girls 
taking NEI/CDT 

identify problems 
provoke discussion 

. Mi:.1HOD 

interview 
doc.search 

intervieli 
doc.search 
4/12 schools 

intervieli 
doc.search 
quantitative 
data analysis 

inteniew 
doc.search 
4/12 schools 

interview 
quantitative 
data analysis 
'3/iO schools 

interview 
q/aire 
doc.search 
4/10 schools 

q/aire 
14/17 
institutions 

. PEF:S'PECTI\.!ES 
F:EPP.ESENTED 

providers 
COOSUlilefS 

staff 
pupils 

pupils 
(parentsi 

employers 
pupils/staff 
Proj. Trident 
staff 

pupils 
staff 

auu-;~ le
t'=t' .. ~ 

staff 

; 

I 

I 

T!MING :date circuiated/ 
production time/ 
cause of delay 

Jun.Sb /l8t1iths/ industrial 
action/staff change 

Jun.86/i811ths/ ad111in.-
lack of procedures 

Jun.86/9111thsiad111in.-
lack of procedures 

Jun.8b/9mths/ admin.-
lack of procedures 

Sep.86i4iiiths 

Oct.86 /Smths 

i1ar.87/2mths 

' FEEDBACK 
SESSIONS 

none 

none 

none 

nooe 

school 
co-ords. 

co-ords. 
CDT HODs 
speciai 
interest 
groups 

resident 
-ial 
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Chapter 8 Figure 2 continued 

TVEI: A 
WIDER 
CUF:RIC. 
Mar.87 

LEA staff 
consulted 

investigate TV~i interview staff 
integration case studyi 

one school 

Mar.87i6mthsiciericai 
deiay 21/2 mths 

none 

TVEI : 
RESID
IALS 
May 87 

LEA staff 
consulted 

investigate resid- qiaire pupils 
ential e:<perience parents 

7 schools staff 

Jun.87/9mths/clerical 
delay Smths 

none 
as yet 

INTROD
UCH~i:i 
TVEI 
Jun.87 

LEA staff 
consulted 

highlight setting interview staff 
up TVEI issues 2/2 new schools 

Jun.87/9mths/clerical 
delay 3mths, dat~ 
clearance 2mths 

none 
as yet 

TEC/VOC 
OPTIONS 
Jun.87 

LEA staff 
consulted 

consortia issues interview pupils 
staff 

not circul.as yet/ 
8mths/staff illness 

none 
as yet 

i the circulation list has not yet been agreed for this document. 
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Some reports have been produced reasonably quickly while 

others have taken much much longer problems with clerical 

help accounted for much of the delay. 

Feedback sessions were held in the second phase but had not 

yet been held in the third phase at the time of writing, 

because of changes in personnel. 

H) UNINTENDED OUTCOMES 

In the course of the interviews With those within the LEA 

various data was collected concerning unexpected effects of 

the teacher-evaluators• work. 

The effect on the teachers involved and on the LEA appears to 

be more profound than had been expected. For some teachers it 

is considered that their involvement has 'revitalised 

their work .. they are 'up and running'". Others have 

experienced unexpected career changes and 'practical problems 

have generated a renewed interest in different aspects of 

theory'. 

One member of the nucleus group commented on the significance 

of the gains for the LEA: 

"I didn't expect it to be so significant for the LEA as 
it is ... evaluation knowledge is now very widely dispersed 
in the LEA. In many schools up to a third of staff may 
have been interviewed or involved in some way." 
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It was felt that the 'fear of evaluation' had been removed in 

the LEA and many teachers expected that new work should be 

carefully evaluated as a matter of course. 'More questioning 

of their own performance' was noted. The skills which some 

teacher-evaluators have gained have been seen to be 

transferred to other aspects of their work as 'critical 

friends' of schools and in reports they have produced on 

aspects of their work. 

One LEA officer reported that s/he hadn't realised that 

evaluation could be a ttool for action' 

Unexpectedly, two major critics of evaluation within the LEA 

were found to have become more accepting and interested in 

evaluation over a fifteen month period. 

CONCLUSIONS 

Methodology 

The reports produced constitute a series of case studies 

limited in scope, but largely based on qualitative data 

collected from a variety of sources using a variety of 

methods. This methodology conforms with that identified by, 

for instance, Parlett and Hamilton (19771 and Patton (19801 as 

falling within the purview of 'illuminative evaluation' or the 

socio anthropological paradigm. Hopkins ( 1986cl identifies an 

eclectic methodology in case study as aiding the validity of 

ar1 evaluation and thus the methodology adopted for the work of 
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the teacher-evaluators appears to support claims for the 

validity of the approach. 

Selection of interviewees and sampling techniques are issues 

in qualitative evaluation about which little was found in the 

literature studied. This could be usefully pursued in further 

work as it was raised by interviewees who asked for 

clarification about what constitutes an acceptable sample 

size. 

Ethical and data clearance procedures appear to have worked 

well with no complaints from those involved. Triangulation and 

cross-checking of data is ensured through the structures set 

up including checking data from various sources, cross-

checking work within the team. the work of the reading panel, 

and the referral of data back to participants for clearance. 

McCabe (1987b) identifies such collaborative work as enhancing 

the validity of teachers• evaluative work. The storage of data 

as suggested by Fitzgibbon (1985) and carried out by the 

teacher-evaluators supports the development of an evaluation 

accountable to participants. 

Although the approach shares a common methodology with action-

research, the teacher-evaluator works to a wider, more public 

brief and is accountable at a different level. The audience, 

political implications. dissemination and outcomes are 

different for teacher-evaluations. The differences between 

these two approaches are discussed with reference to the 

literature in chapter three section C. Evaluation is seen to 
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serve a decision making audience, action-research is used to 

deepen practical understanding - MacDonald ( 19Tn a.nd Elliott 

(1978) further define differences between evaluation and 

research. The teacher-evaluator approach clear·ly falls Within 

the category of 'evaluation' rather than 'action-research' 

because the reports are produced primarily to inform those 

with the responsibility for making decisions about the 

curriculum. The approach hands over the power of evaluation to 

the teachers to use in the development of the curriculum. 

Dissemination procedures 

Although reports are widely disseminated, unless follow up 

debate was organised, utilization was found to be limited. 

This is not a problem restricted to the teacher-evaluator 

approach alone many professional evaluators Stake, 

( 1878bl; Cronbach, 1963; Eraut, 1984a; among others; express 

concern about the non-utilization of reports. Committees with 

evaluative responsibilities within an LEA, clearly need to 

develop procedures for ensuring that reports are used. 

The issue relating to the distribution of controversial 

reports needs to be clarified if the credibility of teacher

evaluation is not to be called into question. Again, it is a 

problem which is not confined to the teacher-evaluator 

approach. Helen Simons C1984cl discusses the dilemma of 

putlicci.t1on of controversial reports and House ( 1880) 

comments that many professional evaluators choose not to 

confront thi;:; i:c,:::.,ue. 
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There is the potential for the production of timely and 

relevant reports using teacher-evaluators but this potential 

may not be realised if clerical support is not available or if 

there is no allowance Within a teacher's work load for the 

time to do the work. 

Effectiveness, utilization and change 

Those interviewed identified criteria for the effectiveness of 

an evaluation which can be used to judge the approach. The 

main criteria were : 

- whether the documents were read 
- raising the level of debate and awareness among participants 

the level of feedback to participants at all levels 
- highlighting of issues which need attention, planning should 

follow 
whether any changes in practice or perceptions could be 
directly related to the evaluation work. 

Judged according to these criteria, the teacher-evaluator 

approach can claim to be effective. Interviewees claimed to 

have read the documents and for the majority this led to 

discussion and debate With colleagues. Many interviewees 

noted changes which had been encouraged by findings of the 

evaluations but felt a higher level of debate should be 

organised formally. In any case it was noted that changes are 

rarely the result of one influence. It was considered that 

greater effectiveness could be achieved if feedback procedures 

were more organised. That the evaluations have had a formative 

effect has been recognised Within the LEA lLBE 1987, p. 19 l 

but there is room for improve nten t. Madaus, Scriven and 
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Stufflebeam I 19831 include the ensuring that the evaluation 

has impact as an example of good practice. The data collected 

indicates that the teacher evaluators' work has had varying 

impact because of poor dissemination procedures. The 

potential for sound evaluation exists but it is not always 

realised. 

Utilization of the teacher-evaluators' reports largely 

depended on individuals taking up the issues, not just on the 

evaluator giving reportback sessions. Response to the 

teacher-evaluators' work in this way has been patchy. 

Utility also depended on the selection of relevant areas for 

investigation in the in it i a 1 stages ensuring that the 

evaluation is of particular use to the proposed audience. 

Utilization of an evaluation did not happen automatically with 

the distribution of a report. The research findings support 

House's view (1980, p.501 that unless a mechanism exists which 

ensures that the issues are debated seriously then the reports 

may be 'filed without consideration'. 

Bias and Credibility 

Teacher-evaluators reported being on guard against the 

influence of their own biases and felt group work helped to 

eliminate the influence of an individual's bias. McCabe 

(1887b) identifies team work as helping to ensure a good 

standard in teacher-evaluations and House's definition ( 1980, 

p.219) of impartial deliberation does not exclude the notion 
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of insiders athieving a similar degree of impartiality to 

outsiders. Stufflebeam (1971) considers that insiders may have 

enhanced credibility with some sections of the audience. The 

fact that the credibility of the teacher-evaluators' work was 

not called into question by interviewees, supports 

Stufflebeams' view. 

Those receiving the reports reported that bias had not been 

apparent, nor was it an issue that concerned the majority of 

interviewees. It was reported that there were advantages in 

knowing the people involved as their biases were likely to be 

known whereas the biases of of outsiders would not necessarily 

be known to the recipients of reports. 

A number of interviewees noted that if there was bias in the 

teacher-evaluators' work it was likely to be in the area of 

preferring to report on positive issues and shying away from 

difficult areas. 

The reports were considered • reada b 1e' , •coherent' and 'true' 

by the majority of those interviewed thus satisfying Hous~s 

definition ( 1980) of a credible report. Stufflebeam C1971, 

p. 31 > points out that the credibility of any evaluation, 

whether carried out by insiders or outsiders, is 'almost 

always questionable'. 
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Validity 

"'They' won't take the work of insiders seriously." 

This attitude was met in interview yet no one interviewed 

considered themselves part of the group encompassed by the 

word 'they'. This phenomenon was not apparent until the data 

was analysed but follow up research in this area would be 

useful. A study of the literature reveals a significant body 

of opinion supporting insider evaluation With writers 

including McCabe (1987b) and Hopkins (1986cl suggesting ways 

to ensure the maintenance of standards. 

There was general agreement among interviewees that evaluation 

reports produced by teacher-evaluations would be different in 

format and style to those reports carried out primarily for 

academic research because the purpose and audience were 

different. However, it was considered that the methodology 

should conform to academic standards of validity. As one 

interviewee explained, one reason for the development of the 

approach was that evaluations produced solely by outsiders 

were often irrelevant and/or unused: 

"You're not doing formal technical research in order to 
fill shelves, you're doing it to change schools and the 
rules are therefore different." 

A summary of the criteria for establishing the validity of the 

teacher evaluator documents as suggested by the interviewees 

is as follows: 
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data must be cross-checked 
arguments must be supported from the data 
the documents should be approachable and be useful working 
documents 
varied data sources should be used 

- documents should be accepted and used by the audience 

The analysis of the reports and a study of other data 

collected for this research indicates that the teacher-

evaluator approach is valid when judged against these 

criteria. 

Comments were made that the brevity of the documents meant 

that the validity of the findings had to a certain extent to 

be taken on trust by the audience but that this brevity also 

ensured that they were read. Stufflebeam ( 1985) comments that 

brief reports are essential. The teacher-evaluators' findings 

did appear to •match' the 'experiences of participants and the 

audience' something that House ( 1980, p.253) considers 

essential for a valid evaluation and which Hopkins (p.84 of 

this thesis) said establishes 'respondent validity'. 

Appropriate initial design of the evaluation framework was 

identified from the literature as crucial to maintaining a 

high standard in evaluation CMadaus et.al., 1983; Adelman, 

1984a, 1984c; Simons 1984a, 1984c). In the case being 

researched, the initial design of the evaluation by outsiders 

and insiders working together (as described in chapter two) 

appears to have provided a sound foundation for the internal 

evaluation. Lovegrove (in Davis, 19811 suggests this is an 

'ideal arrangement'. The early establishment of an ethical 
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code and supporting structures as suggested by Simons I 1884cl. 

helped establish the independence of the teacher-evaluators. 

The 'feasibility standards' identified by Madaus and his 

associates relating to 'Practical procedure · and 'Po 1 it i ea 1 

Viability' appear to be satisfied by the evaluation design 

adopted ci. large number of interviews were carried out 

involving many institutions but no adverse comments were made 

about disruptive effects and the interests of various groups 

were considered with no one group dominating. The third 

'feasibility standard' - 'cost effectiveness• has not been 

investigated as part of this research. 

The teacher-evaluator reports were described as having a 

professional appearance, using clear language and lacking in 

Jargon. Stufflebeam ( 1985 l and House ( 1980) stress the 

importance of reports being readable and coherent and Hopkins 

(as quoted on p.64 of this thesis) identifies acceptable 

'format' and 'style' as contributing to the 'face validity' of 

an evaluation. Interviewees appeared to be generally satisfied 

with these aspects of the teacher-evaluators' reports. It was 

mentioned that the reports should be viewed as working 

documents rather than as sumrnative evaluation reports 

reporting 'instances in time' rather than the 'complete 

picture'. 
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Other criteria for judging the reports 

Views were divided about whether the reports should present 

judgements about practice or not. However it was felt that 

analysis of data was required not just the presentation of 

data for the audience to use in forming their own opinions. As 

the reports were intended to immediate local use, 

generalisability of the findings is an issue which was 

considered within the design for this research. 

The scope of some reports was felt by a number of 

interviewees, to be too limited there is clearly a tension 

between timeliness of reports, the time available to the 

teacher-evaluators and the scope of the reports. Timeliness of 

reporting is important if an evaluation is to be effective and 

Madaus, Scriven and Stufflebeam (19831 include timeliness as 

one measure of good practice in evaluation as do Cousins and 

Leithwood ( 1986). 

The reports served the interest of a wide range of groups 

within the LEA. They were generally well received by the 

audience and views about evaluation were positive. 

Unintended outcomes 

The impact on the teachers involved cannot be discounted in an 

assessment of the teacher-evaluator approach. Professional 

development had been felt to be significant by those involved 

in the work - often revitalising their interests in the theory 

of learning and in curriculum matters. 
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The expertise developed by these teachers was seen to be used 

in other areas of their work and the value of e v a. l u.a. t ion 

appreciated by some heads who as a result wanted to introduce 

regular evaluations within their own schools. 

Sun:mary 

From the data presented in this chapter, it is clear that the 

teacher-evaluator approach to evaluation appears to offer 

enormous potential for the professional development of 

teachers and for the supply of timely, relevant, valid and 

useful, formative evaluation. Potential problems can be 

limited by careful design of the evaluation and by the 

provision of the support both clerical and in the allowance of 

time for teachers to do the work. 

The final chapter which follows contains a summary of 

development and implementation issues relating to the teacher

evaluator approach and an analysis of the significance of this 

research for educational evaluation in the UK. 
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CONCLUSIONS 

INTRODUCTION 

The principal aim of the research was to examine the potential 

of an approach to the evaluation of curriculum innovation 

which relies on teachers planning, directing, controlling and 

carrying out such an evaluation. The focus of this 'teacher 

evaluator' approach is the improvement of the curriculum 

through formative evaluation. As such, it can be seen as a 

natural extension of the developing research tradition in the 

UK which was stimulated by Stenhouse. In his seminal work 

( 1975, p. 1651, he wrote: 

"A research tradition which is accessible to teachers and 
which feeds teaching must be created if education is to 
be significantly improved." 

In the UK since 1975 there have been a number of developments 

in educational evaluation practices particularly in the area 

of qualitative evaluation through action research and school 

self-evaluation. The work of MacDonald, Simons, Rudduck, 

Nixon, Ho 11 y, Hopkins, Jenkins and Eiliott among others, 

documents this process and the good practices which have been 

established for teachers evaluating and researching within 

their own classrooms and institutions. 

The teacher-evaluator approach fills a gap in this developing 

teacher-researcher tradition that of LEA-wide project 
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evaluation. For this research, the evaluation work done by 

teachers in one LEA has been monitored over a three year 

period. 

Through the examination of the evidence co 11 ected 

particularly through documentation, field notes and 

interviews, the significance of this development the 

teacher-based research tradition has been confirmed. It is 

considered to have the potential of providing timely, 

relevant, effective and valid project evaluation. It provoked 

particular interest from professional evaluators who were 

involved in evaluation of the same national project in other 

LEAs but who did not have this teacher involvement. 

Collaboration with teachers was seen as a way of overcoming 

the common problems of non-utilization (and thus non 

effectiveness) of evaluation carried out by professional 

'outside' evaluators. However, there was concern at the 

enormity of the task of training teachers in evaluation skills 

and clearly firm LEA commitment is needed if the approach is 

to be developed and succeed. 

In evaluation literature, concerns have been expressed over a 

period of time about the problems of effective formative 

project evaluation. Peter Holly (1986b, p.72J in his article 

"Developing a Professional Evaluation" discusses the need to 

develop an essentially formative teacher based evaluation 

tradition 'within the anthropological paradigm' using teach rs 

'who become the subjects not the objects of the evaluation'. 

193 



Chapter 9 

The findings presented in this thesis offer the opportunity to 

ground new theories of evaluation in reality as revealed 

through an empirical study. Lewy's work ( 1885, p.205) 

concerning problems relating to relevance, effectiveness and 

utilization of educational evaluation indicates the important 

contribution to be made by the publication of detailed case 

studies such as this work: 

"A sound theory of curriculum evaluation can be developed 
only on the basis of the critical analysis of well
written published empirical studies. The lack of 
empirical studies in this field may create a situation in 
which theory and practice are not related to one another 
at al L" 

Lessons learnt from this case study should help to establish 

criteria for good practice for those attempting to follow a 

similar path as well as to prepare them for the pitfalls in 

adopting borough-wide, inter institutional, formative 

evaluation. The particular case is TVEI evaluation within one 

LEA, nevertheless the practice could be applied to evaluation 

in the wider educational context. The remainder of this 

chapter is divided into two sections. In the first, practical 

issues relating to the development and implementation of the 

teacher-evaluator approach are discussed and in the second, 

theoretical issues relating to the significance of this 

research for educational evaluation in the UK are examined. 

194 



Chapter 9 

A) TEACHEF:S AS PROJECT EVALUATORS 

- DEVELOPMENT AND IMPLEMENTATION ISSUES 

The potential of the teacher-evaluator approach has been 

explored through the presentation and analysis of the research 

findings in the previous chapters of this thesis. The need 

for the development of such an approach is noted by many 

professional evaluators including Holly, (1986b, 1986d); 

McCabe, { 1987b) ; and Harlen, ( 1978}. 

The success and effectiveness of the teacher-evaluator 

approach was found to be affected by a variety of issues 

which relate to three key areas: 

1) The impact of the local context on the evaluation framework. 

2) Perceptions of the role and responsibilities of the teacher
evaluators. 

3) The methodology and practices adopted. 

These findings relating to these issues are set out in the 

remainder of this chapter as a major purpose of this research 

is to provide information for those wishing to establish 

successful teacher-evaluator networks. Strengths and 

weaknesses, and pitfalls and gains, are identified in order to 

provide a foundation on which further work can build. 
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Successful replicability of the teacher evaluator approach in 

other education authorities would appear to depend on a number 

of factors. Where the LEA has a tradition of cross-

institutional 1,Jorking parties, the approach would be 

relatively easy to establish. However, where no atmosphere of 

co-c,peration or trust exists between institutions, 

implementation would proceed more slowly. The existence of an 

lnspectorial service rather than an advisory service within 

the LEA is also considered to hinder the development of a 

constructively critical atmosphere. The management policies 

practised within the LEA are crucial in that they can promote 

a shared sense of purpose within the LEA and the trust which 

is essential to effective evaluation. 

The initial planning and design of the evaluation plays a 

vital role in success and must be carefully considered. 

Issues such as appropriate ethical guidelines and the 

committee structures necessary to support and oversee but not 

censor the work must be resolved, and decisions and roles made 

clear to all who become involved in the evaluation. Simons 

( 1984cl and Leask ( 1987) offer detailed guidelines useful for 

developing the teacher-evaluator approach. 

It is considered good practice to establish procedures for the 

debate and utilization of findings (Madaus, Scriven and 

:3tufflebeam, 1883). In addition, issues such as resourcing, 
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the role of teachers, the status of the evaluation, report 

circulation and publication, and appropriate audience must be 

resolved at this stage. At the same time, an element of 

flexibility and negotiability in these procedures is necessary 

to allow for changing circumstances over the period of the 

evaluation (House, 1880; MacDonald, 1873; Simons, 1984a; among 

others). 

The selection of relevant issues or areas for evaluation is a 

crucial one for credibility of the work and yet is one of the 

most difficult as perceptions of what constitutes an 

appropriate area of work vary according to an individual's 

perspective. The external evaluator is considered to have a 

valuable input at this point. 

It was found that the validity and credibility of the 

teachers' work is enhanced by the establishment of a clear, 

publicly recognised framework which supports freedom. and 

independence while ensuring adherence to strict ethical 

guidelines. 

2) Teacher-evaluators the role and the responsibilities 

A Joint approach to evaluation with teachers and professional 

evaluators working as equals was favoured by most interviewees 

as each group was considered to possess complementary 

advantages. 
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Professional evaluators were thought to provide a wider 

per;:;i:-,ective, possess more sophisticated evaluatior1 skills and 

to be more aware of broader educational issues and recent 

educational research. The time to evaluate issues in depth i3 

a problem mentioned by both professional evaluators and 

teacher-evaluators. A joint approach with teachers drawing on 

the strengths of each group would improve the quality of 

evaluation particularly in the area of timel1ness of 

evaluation reports. 

An outside evaluator was thought to face particular 

disadvantages in the length of time required to establish 

trust and credibility and in terms of access to information. 

Whereas teacher-evaluators with their inside knowledge were 

able to collect relevant data more quickly. 

However, pressure of time is a very real problem for 

evaluation. Teacher-evaluators gave lack of time to do a 

thorough job as a major reason for dissatisfaction with their 

work and professional evaluators commented that teacher-

evaluators need time not just to collect data and plan 

investigations but also to read and think about evaluation 

work. 

This problem requires a resource commitment from any LEA 

interested in developing work in the area as does the question 

of suitable equipment and clerical backup. 
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Wl1ile it was accepted that insider evaluation could be subject 

to accusations of bias it was considered that with the 

establishment of suitable supporting structures, bias would be 

no more of a problem than for external evaluators. The 

objectivity of outside evaluators was questioned. There was a 

general consensus that both external and internal evaluators 

had to cope with problems of personal bias but that teacher-

evaluators working within a team structure, do not suffer any 

more severe problems than outsiders particularly as their 

personal points of view were more likely to be known within 

the LEA and thus taken account of, than those of external 

evaluators. In addition, group planning of investigations and 

production of reports limits the effect of individual bias as 

does the clearance of reports through the reading panel. It 

was found that the teacher-evaluators' reports were generally 

considered to be credible and unbiased though limited in 

scope. 

Many interviewees felt that the involvement of an external 

evaluator added status and validity to the work although 

equally a number commented that this status and validity was 

illusory. 

Outsiders have advantages in dealing with the hostility which 

is often engendered by evaluations. Although this could 

potentially damage their reputation, on the whole they leave 

any hostility behind when they finish working for the LEA 

whereas teacher-evaluators have to live with the problem. One 

problem to be considered is that being involved in the 
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political and ethical problems which are encountered regularly 

in evaluation could affect a teacher's career prospects. This 

was thought to apply not only to teacher-evaluators but also 

to teachers providing information for the evaluation. 

Professional evaluators acknowledged that evaluations by those 

outside the LEA. while offering advantages in the area of 

expertise, breadth of knowledge and remoteness from an LEAs 

political problems. were often slow or felt to be irrelevant 

by those involved and thus were not used. However, the 

external evaluator has a particular contribution to make as 

trainer, anonymiser and catalyst. 

Teacher-evaluators share many of the problems faced by all 

evaluators :- main~aining confidentiality, avoiding co-option, 

preserving anonymity of sources and ensuring publication of 

controversial findings. However, they should have the added 

advantage of support from colleagues and the LEA if .good 

supporting structures have been established. 

Teachers reported experiencing divided loyalties when involved 

in certain issues. That teacher-evaluators will experience 

stress in their role when confronted with difficult issues 

must be recognised. Without proper team structures they will 

also experience isolation and uncertainty about their work. 

They are potentially vulnerable to pressures from colleagues, 

the LEA, the school and from within themselves. However 

although these problems were encountered by some teacher

evaluators they were not considered severe enough by those 
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involved to negate the positive advantages of the approach. If 

the;:;e pr,::iblems are anticipated then suppc.ntive and protective 

structur s can be developed through the evaluation advisory 

grc,up. 

The role of the teacher evaluators does need to be carefully 

considered if teachers a1·e not to be exploited. Effective 

evaluation is very often dependent on good will - reports can 

all too easily be filed or 'lost' if good will towards the 

evaluation is not established. This good will is particularly 

important when teachers are performing work additional to 

their normal duties. The teacher-evaluators indicated they 

would like to see the role given a higher profile within 

school, with time specifically timetabled for evaluation work. 

The teacher-evaluator teams are not self-maintaining. A 11 

involved have other commitments and if several investigations 

are to proceed across the LEA simultaneously one person must 

be given the time take on the responsibility of coordinating 

and supporting the work of the teacher-evaluators as well as 

sustaining the network. In the case researched this is done by 

a seconded teacher who is also studying for a higher degree. 

Responsibilities of this 'evaluation co-ordinator' include: 

- recr iting teacher-evaluators 
liai 1ng with professional evaluator 
training teacher-evaluators 
supfcrting the teacher-evaluators' work and dealing with 
problems as they arise. 

- collecting data where this is difficult for tearu members 
- liai..::ing with head te,achers about access and ethics 
- keeping the EAG informed 
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- drawing reports to the attention of those With 
responsibility for the areas evaluated 

- arranging INSET and conferences 
- organising the typing and production of reports 
- updating mailing lists 
- packaging and distributing reports 
- organising feedback sessions and stimulating debate 

A tutelage model for learning evaluation skills was 

universally suggested as the best way to develop expertise in 

evaluation - less experienced staff work with more experienced 

staff with the support of a professional evaluator. Specific 

training sessions are then given as and when required. These 

sessions should include : hostility management, management 

skills, data collection techniques, report writing, and ethics 

of evaluation. The involvement of teachers can encompass any 

or all of four roles: planning the investigation; collecting 

data; writing the report (preferably a group effort) and 

running feedback sessions. 

In spite of pressures of time, teachers expressed support. for 

the approach giving as major reasons, the chance to develop 

skills which would help them in assessing their own practice 

and the exchanging of ideas with colleagues from other 

institutions. The teacher evaluator within school could play a 

wider role in promoting discussion of evaluation findings, in 

staff training, and in developing evaluation skills within the 

institution. The gains for the LEA were also fe 1 t to be 

considerable. A more reflective profession was being 

developed and trained in the skills needed to critically 

,1nalysc tht•i.r pr2t.clice. A corn rn on s e n 2. ,; u f p u r po s 1:: 

developed ~cross the LEA as teachers wo1·k together with others 
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from other institutions. The possible volume of evaluative 

work with fair·ly rapid feedback is considerable and of course, 

as evaluation expertise remains within the LEA, continuity is 

possible over a period of years. 

The personal qualities of a teacher-evaluator as for all 

evaluators play an important role in establishing the right 

conditions for evaluation. Attributes considered essential are 

an open mind together with the ability to withstand pressures, 

be discrete, preserve confidences and to create an atmosphere 

of trust. Teacher-evaluators should be experienced, able to 

work in teams. show sensitivity and empathy, be able to 

reflect and analyse. and be able to work to deadlines. Teams 

should contain staff of high status to lend credibility to 

reports as well as staff of differing status to aid in the 

collection of data. It was thought that staff whose work was 

being evaluated would probably be more open with and less 

threatened by peers. Careful selection of teacher-evaluators 

should take place as some staff were not considered to possess 

the suitable qualities. 

The aim of this approach is to aid professional development 

and curriculum evaluation not the provision of evaluation on 

the cheap. A vital question was posed by a professional 

evaluator - 'If money was available for full-time professional 

evaluators would there be any merit in pursuing the teacher-

evaluator approach?' unless those interested in this approach 

cau a.n:swer 'ye:::' tii,.:11 the approach is not lJeing pursued :·or 

the right reasons. 
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It is tLe cuntent1on c,f this ti1es1s that the approach offer.:::: 

ad 0.- ,-, n t age s 1n providing timely, re1evant evaluation reports 

which w i l l curriculum d,:::ve ~opwent, 

deve l,)pment and establish improved communications 

relationsnips within the LEA - not that it inexper.sive 

e v ,c1. l u c1. t i o n . I n f a c t , lnl h e n c o s t s r e l a. t i n g ~ o t b e pro d uc t i o n o f 

a steady stream of reports, secretarial help and seconded 

teacher expenses are taken into account there may be little 

difference between the costs of supporting teacher-evaluators 

over a long period and the cost of commissioning occasional 

evaluation reports produced solely by professional evaluators. 

Al Jowance m11st also be made for the costs of a professional 

evaluator who might provide training and consultancy for 

teacher-evaluators. A clear formal agreement between the LEA 

and the professional evaluator is required so that the 

expectations of the role are clear. 

'.3) Methodology an~ practice 

The rigorous ad~ercncc to an established and accepted code of 

p r 2: c t i c- e 11 ,:i.;:; a l re 21. d y 1:, e e n no t e d a. ::: a n e s s c n t 1 a 1 f e a t u r E· o : t h c 

teacher cva:uators' wc:irk r:':ll::uring fair and accurate reports 

tca.Chlir c-v,:i 1uatur:..;. f' l' i li C i p 1 C ;~ ::i.nd procedures relating to 

,::c, r1 f i J e rt t i al it y a.nd control of d:"l. ta, i rn par- t i ~ i t y, 

negotiation, collaboration and accountability were worked out 

in discussions between the professional evaluator overseeing 

the first eighteen months of the project evaluation and the 
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'nucleus group' a working party established to develop 

E:va.luation in t.hE:: LEA. These have been found to work well in 

practice and the LEA is on the verge of publishing evaluation 

guidelines for advisers, working parties. schools and colleges 

an attempt to promote even wider understanding of 

evaluative procedures and the use of evaluation reports. 

The teacher-evaluation has followed in the tradition of the 

social-anthropological paradigm and an eclectic approach to 

methodology has been adopted. Teams are free to choose 

appropriate methods which then must be reported in detail in 

their reports. These reports are usually non-judgemental 

although there has been some demand for more detailed analysis 

of the findings and a more judgemental approach . Interviews, 

documentary search and simple questionnaires have been most 

often used and data is kept available so that the findings can 

be verified by those for whom access is agreed. The scope of 

the reports has inevitably been restricted - at some point 

investigation must stop and a report made. Rapid production of 

reports so that the evaluation can be formative is one of the 

positive features of the teacher-evaluator approach. 

The brevity of the reports (four to five thousand words) was 

found to enhance use in that they were read tma.ny 

interviewees admitted not having the time to read the many 

long documents which came their wayJ. However a minority view 

was that brevity was considered to limit validity as a lack 

of detail meant findings were taken on trust. While there was 

some fealing that complex issues could not be covered in 
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enougl1 depth if reports were brief. there was a consensus that 

they need to be seen as working documents performing a 

different function to academic research reports. 

Several criteria for establishing the effectiveness of 

evaluation emerged from the data. An evaluation could be 

considered effective if: 

reports are read 

the issues raised are debated 

relevant issues are highlighted 

- there is feedback to all participants 

changes in practice and perceptions follow 

those involved feel that the evaluation is valuable 

Interviewees within the LEA claimed to have read the reports 

and most had discussed the findings with at least one other 

member of staff. However the lack of a clearly defined 

procedure for dealing with the reports e.g. fqrmal 

discussion at staff meetings, meant that the level of debate 

and dissemination of findings varied and were often dependent 

on individuals taking up issues. This lack of use also 

applied to committees who were sent copies of the reports. 

Procedures for use should be established and responsibility 

for follow-up perhaps given to particular individuals. 

Relevance of any report depends on correct issue selection in 

the first place and although issue selection might appear to 

be straightforward because the project has certain aims, in 

practice it was found that perceptions varied as to what 
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constituted relevant issues. This problem is perhaps inherent 

in an approach which aims to be responsive to an audience 

which represents a broad range of interests. Inevitably 

particular issues will be less relevant to some members of the 

audience than others. 

There was some consensus that although the research methods 

used should be rigorous and thus able to be judged using 

academic notions of validity, the reports themselves would be 

of a different format and style to those produced for academic 

research as their purpose and audience are quite different. 

The teacher-evaluator work aims for quick feedback so that the 

evaluation can be formative: the documents are working 

documents - 'catching the thing on the wing'. 

The methodology and practice of the teacher-evaluators has 

been governed by the principles and procedures established in 

the initial negotiations setting up the evaluation. .This 

initial stage must be seen as crucial to the establishment of 

a sound foundation for the work of teacher-evaluators. 
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BI SIGNIFICANCE OF THE RESEARCH 

The significance of this research is five fold: 

It advances theory of educational 
particular reference to the UK. 

evaluative practices with 

- It identifies an approach to 
professionalism of teachers. 

evaluation which enhances the 

Tl1rough the 
theory from 

publication 
the reality 

of 
of 

a detailed 
practice. 

case study it develops 

- It provides the ground 
between professional 
teaching profession. 

work for the 
educational 

forging of 
evaluators 

new 
and 

links 
the 

It 
to 

defines 
provide 

an approach to evaluation 
timely, relevant, useful, 

which has 
formative 

the potential 
evaluation. 

The teacher-evaluator approach to evaluation is a natural 

development from the work on action-research and school self-

evaluation which has developed from the work of Stenhouse, 

MacDonald, Holly, Hopkins, Simons, Adelman and Elliott among 

others since the early nineteen seventies. It provides a 

framework for a new model of educational evaluation which 

combines the strengths of professional external evaluation 

with the knowledge and expertise of teachers. Publication of 

this research should further stimulate work in this area and 

thus fill a gap in the development of evaluative practices in 

the UK. 

To be involved or not in evaluation is no longer a choice for 

many teachers, advisers and educational administrators. 

Changing funding arrangements for education mean that those 

involv~d in courses funded for instance through the Manpower 

Services Commission or through the Education Support Grant, 
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must provide evaluation reports as a matter of course. The 

Department of Education and Science is in the process of 

producing a document on evaluation in education for 

distribution to Local Education Authorities. 

The teacher-evaluator approach to evaluation not only 

provides a pool of evaluation expertise within an LEA for 

dealing With these demands, it also enhances the 

professionalism of teachers by giving them the tools of 

evaluation to use in the development of the curriculum and in 

assessing changing teaching styles. The LEA also gains through 

increased communication and the development of a clear sense 

of purpose through the analysis of practice across 

institutions. 

That the teacher-evaluator approach has the potential to 

provide valid, effective, relevant and formative evaluation 

has been proven through this research. For those interested 

in the development of a reflective profession which possesses 

the ski 11 s for its own self monitoring this approach 

represents a major step forward. It has the potential for 

providing teachers with the skills they need in order to face 

the new climate for accountability and appraisal from a 

position of stren hand knowledge about their own practice. 

It is the contention of this thesis that this approach 

provides the foundation for a new partnership between academic 

institutions, LEAs and schools new opportunities for 
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collaboration for the improvement of education, the sharing of 

research findings, and for providing real and useful 

information about curriculum development through 

relevant, formative evaluation. It extends the boundaries of 

what is possible in evaluation through the utilization of the 

potential of teachers as professionals. 

Thus this case study is presented as a contribution to the 

advancement of evaluation theory relating to teacher-led 

evaluation and to the further development of a research 

tradition accessible to teachers. 
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Appendix 1 

APPENDIX 1 

DRAFT OF QUESTIONS TO BE COVERED IN INTERVIE~ 

Interview notes: 

Interviewees: 6 groups: 
Hl Head Teachers 
Cl School Co-ordinators 
TJ Teacher-Evaluators 
Ll LEA officials 
El External Evaluators 
N) Nucleus Group 

NB 1) Tape record interviews and send transcript for 
checking. 

2l Explain how data will be used - not attributed. 

Note on questions: Unless otherwise indicated, the questions 
are to be put to all groups. X before an initial indicates 
that that group is not to be asked this question. 

Open ended questions are 
obtain responses which 
questions. 

to be asked first 
are not directed 

... in an attempt 
or limited by 

to 
the 

Before Interview; 

11 
of 

Mark key questions 
time. 

so they get asked if there is a shortage 

2) Cross out questions not relevant to the 
\ 

interviewee to 
avoid interrupting the flow of the interview. 

3) Take detailed notes in case the tape is ruined. 

4) Show notes to interviewee before leaving and ask for 
comments. 

5) Take question sheet, tape recorder and extension lead. 

Section A: Conditions which led to the gevel~..£~.n.t of.~ 
teacher-evaluator approach. 

1) (N,Ll How and by whom was it decided that the evaluation 
was worth proposing and funding? 

2J (xEl What conditions in the LEA affected the ~3tablishment 
of the evaluation? 
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3) CN, L l Who were considered to be the audiences of the 
evaluation? 

41 IN,Ll Why was the teacher-evaluator approach adopted? 
(professional outcomes considered?) 

5) IN,Ll Was cost a major factor influencing the approach 
adopted? !Has ending of pooling affected views of the future 
of the evaluation?) 

6) IN,Ll Who did you see as the sponsor of the evaluation? 

Section B: Characteristics of the approach 

1) CL, N l What were the original aims of the internal 
evaluation? 

2) (L,Nl What supporting structures were seen to be necessary? 

3) (L,N) What methodology was it envisaged the teachers would 
use? 

41 (L,N) What procedures for accountability were considered 
necessary? 

51 (L,Nl What safeguards were considered necessary to ensure 
validity of the work? 

61 (L,Nl What was the teacher-evaluators role vis-a-vis the 
external consultant? 

7) CL,Nl Whose interests was the evaluation to serve? 

Section C :Theory into practice : How the approach is working 
(Contrast the views of those who set it up with those involved 
in it now. l 

1) (xEJ What conditions in the LEA have affected the conduct 
of the evaluation? 

2) I A 11 l What do you see as the aims of this type of 
evaluation? 

3al ( H l What has been the effect on the school of having a 
teacher-evaluator? 
3bl (Alli What are the implications for those involved? 
Time/commitment/professional development/ input required. 
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Questions for teacher-evaluators 

4 J D i d y u u g e t t i m e o u t t h a t y o u n e e d e d t ,-, w r i t e u p / i rI t e 1 v i e w~· 
Were there any problems? 

':) •1 l.,J h y d i d you do 1 t ·~· Wo u 1 d y u u get , n v o 1 ·v· e d a get i tl :• 

6! Did you keep a diary? Can we go through it? 

7> What are your qualifications? For how long have you taught? 

H) What is your ti:.:aching ,:,>:pi:.:ricnce/statil::S> 

91 Who do you feel you are working for? 

10) What INSET have you had? By whom? Content? Opinions on 
what Ls needed? 

11) Role vs status quo. Do you feel constrained/controlled? 
What decides the approach to an investigation/ style of 
report/ content of report? 

121 Have you felt autonomous? To what extent could you 
specify conditions on the release and use of evaluation 
reports? Do you feel you had control over the release of data 
collected from you? 

Section D: Critigue of the theory - insider and outsider 
views. 

ll (All) Could you comment on the role of teacher evaluator. 
What safeguards could be employed to limit partiality? 

2 J ( A 1 l J Who would be unacceptable as a teacher evaluaton? 

3) ( A 1 1 ) Whose interests are served by this style of 
evaluation? Any comments? 

4a} (xE,N) What do you understand the procedures for 
accountability to be? 
4bl CE,Nl What procedures for accountability would you 
expect? 

5J CH.TI What are your views of the ethics of this evaluatio~ 
approach? 

GJ (Alll How would you establish whether the evaluation was 
biased 7 

7al (xE,Nl Do you think the evaluation is being effective'? 
7b) CE,Nl How would you judge the effectiveness of the 
evaluation? 

8) (Alll What criteria do you consider should be used in 
judging the validity of this approach to evaluation? 
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9) (xEJ Do you consider the evaluation to be 'credible, 
trusted, true' (House, 1980 J 

10 l ( A 1 1 l What do you see as the successes and failures of 
this model? 

lll (El How would you establish whether the success or failure 
was a function of a) the model, bi the individual, cl the LEA 
support, d) procedures? 

12> CxE,N,TJ Is the evaluation relevant to your interests? 

131 lxE,NJ What do you feel about the evaluation of 
educational courses? (Do you welcome it? Have mixed feelings? 
Find it a waste of time?) 

Section E Externa 1 Consultant'~ role 

1) CAll) What should be the role of an external consultant? 

2) (All) What would you expect an external evaluator to 
discover/include which the teacher-evaluators would not? How 
would their approach be different? 

3) CE,NJ How could one recognise a 'trained' evaluator? Does 
one undergo an apprenticeship? Have a particular 
qualification? What would be the criteria for a teacher to 
act as an evaluator and for the work to be valid? (?qualities, 
attributes, qualifications, under supervision of an academic?) 

4) (All) How does the teacher-evaluator role differ from that 
of external evaluator? What do you see as the 
advantages/disadvantages of being an insider? ' 
5a) lH,T,C,LJ Do you see external evaluators as more impartial? 
5bl (E,NJ Do you feel the external evaluator becomes 'part' of 
what is being evaluated? 

Section F Critigue of the prastice -.~Q~ider and outsider 
views 

Documents 

1) (Alll Names of documents read? 

2) (Alli What was your opinion of the documents? ('readable, 
coherent' House, 1980, p104l 

1J ( 1\ 1 1 l \J ha. t c 1' i t e r 1 ct do yo u u ..st: f u 1 J u d i; i n g t h e do l~ u rn en t s ; 

4) (All) Do you note any evidence of bias? 



Appendix 1 

51 (Alli What changes would you expect from the documents? 

61 txE,N,TJ What changes have resulted? 

7) (Alli What has been left out in the reports? 

Feedback sessions 

1) (C,Hl Have you attended any? 

2) (C,HJ What use were they? Comments? 

Informal feedback 

1) (C,H,L) Have you had any? 

2) (C,H,L) What was its nature? 

3) (C,H,L> What impact/use was it? 

Changes 

1) (H,C,T,L) How could the evaluation be of more use? What 
would you change? 

Section G: Discussion of findings 

1) (Alli Do you consider that this approach could be used 
elsewhere? What do you see as the constraints? 

21 (Alll What do you think of this approach to evaluation? How 
could it be improved? 

3) (xE) Can you identify any unintended outcomes? 

Any other comments? 
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APPENDIX 2 

ABBREVIATIONS USED IN_THE TEXT 

BESG 

CARN 

CPVE 

EAG 

ESG 

FTE 

GRIST 

INSET 

LEA 

MSC 

NFER 

ROSLA 

SCDC 

TEC/VOC 

TRIST 

TVEI 

Borough Evaluation Steering Group 

Classroom Action-research Network 

Certificate of Pre-vocational Education 

TVEI evaluation advisory group 

Education Support Grant 

full-time equivalent 

Grant-related Inservice Training 

inservice training 

Local Education Authority 

Manpower Services Commission 

National Foundation for Educational Research 

Raising of the School Leaving Age 

School Curriculum Development Committee 

: technical vocational options within TVEI 

TVEI related Inservice Training 

Technical Vocational Education Initiative 
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