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PREFACE

In September 1995, the NFER embarked on a 15-month research
study called “The Impact of Inspection and Action Plans’. The
project was part of the NFER’s 1995/6 Membership Programme
of research, which is funded mainly through local authority
contributions. The research was in two phases: a national
questionnaire survey; and detailed case-studies of ten schools.
Two reports have arisen from the research, each focusing on one
of these phases.

The report from the first phase: Planning for Action, Part 1. a
Survey of Schools’ Post-inspection Action Planning was published
in April 1997 (NFER, £5). It is based on the questionnaire
responses of more than 200 primary, middle and secondary schools
nationwide, and provides quantitative evidence of the process and
outcomes of post-inspection action planning. Itis anticipated that
the report will be of wide general interest, particularly to those
working in education at the strategic and policy level, and to
OFSTED inspectors.

This report is based on the findings from the second phase of
the research. It has been written for schools as a practical guide
to action planning and the issues surrounding it. It is based on
detailed case studies of the inspection and action-planning
experiences of five primary and five secondary schools. Drawing
on the different perspectives of headteachers, teachers, chairs of
governors and parent governors, it focuses in detail on the practical
aspects and issues relating to each of the stages of action planning.
The report also contains a documentary analysis of 178 schools’
action plans, sent in by schools responding to the questionnaire
survey during the first phase of the research (see above).




ACKNOWLEDGEMENTS

We would like to express our sincere thanks to the headteachers,
teachers and governors in the ten case-study schools, without
whose cooperation this report would not have been possible. Their
generosity in giving us so much of their time and in sharing openly
with us their experiences of inspection and action planning is
greatly appreciated.

We would also like to thank each member of the project’s advisory
group (Appendix 1) for their help in shaping the research and
commenting on draft versions of this report. Their experience,
guidance and painstaking attention to detail have been invaluable.

Within the NFER, we would especially like to thank Dr Wendy
Keys, the Project Director, for her continued guidance and support
during the second phase of the research. Our thanks also go to
David Harris and John Kimber for their help in carrying out the
case-study interviews, and to Peter Dickson for his valued comments
on draft versions of this report.

Karen Maychell
Shalini Pathak

Once again, in this second report, my personal thanks go to my
friend and colleague Shalini Pathak for her major contribution in
guiding the project through its formative stages and data collection
phases while I was on maternity leave, and for her unfailing
teamwork since my return. Ithas beena great pleasure to work with
her.

Karen Maychell




RESEARCH CUTLINE

1. RESEARCH OUTLINE

- After an OFSTED inspection, schools have a maximum of 40
days to draw up an action plan. How do schools set about this
task? What is their reaction to the inspection findings? Who
draws up the action plan? Is it a collaborative process? What
role do school governors play in action planning? Moreover,
what happens to the action plan once it has been written and a
copy sent to OFSTED? What factors affect whether it is
implemented? How closely do school staff or governors monitor
the implementation? Finally, how positive do schools feel
about the outcomes of inspection and action planning?

In order to answer these questions, the NFER undertook a 15-
month research project to investigate schools’ perceptions and
experiences of action planning., The study was carried out in
two phases: a national questionnaire survey; and detailed case
studies. These are outlined below.

Phase 1: questionnaire survey

In February 1996, a questionnaire was sent to headteachers in
394 schools (199 primary and 195 secondary) that had been
inspectedin spring or summer 1995. The schools were identified
using the OFSTED database of inspected schools, from which
arandom sample of schools were drawn. The findings from
this survey were published in May 1997 in the report: Planning
for Action, Part 1: a Survey of Schools’ Post-inspection Action
Planning.

Phase 2: case studies

The second stage of the research, on which rkis report is based,
took place between May and July 1996. Itinvolved case studies
in five primary and five secondary schools. These were chosen
to reflect a wide range of approaches to action planning, with
the emphasis on schools that had been successful in producing a
good action plan, and had made good progress inimplementing
the plan. The case-study locations also incorporated variations
in school size, age-range of pupils, metropslitan/non-
metropolitan LEAs, socio-economic background of pupils,
grant-maintained status and denominational status.

Across the ten case studies, a total of 67 interviews were carried
out. In each school, interviews were held with the headteacher,
a sample of teachers, some of whom had been closely involved
in the action planning process, as well as interviews with school
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governors — usually the chair of governors and a parent
governor. Through detailed one-to-one interviews, a profile of
how each school had conducted its post-inspection action
planning was built up. This included what working groups had
been set up, what tasks were included, which members of staff
had been involved, the extent of individuals’ involvement, the
degree to which the plan had been implemented, factors helping
and hindering this, and, finally, the impact the whole inspection
and action-planning process was perceived to have had on
school development. Chapters 3 to 9 provide details of the
substantive findings from this case-study phase of the research.
Each chapter concludes with a checklist that schools might find
useful when tackling the different phases of action planning.
For ease of use, these summaries have been drawn together in
Appendix 3 as a checklist guide to successful action planning
for school staff and governors.

Phase 2 also included a documentary analysis of 177 schools’
action plans. These action plans had been sent in by schools that
participated in the questionnaire survey (see details of Phase 1).
The findings from the analysis of these action plans are presented
in this report (Chapter 2).
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2. ANALYSIS OF ACTION PLANS

Schools responding to the NFER questionnaire survey in Phase
1 of the research (see Chapter 1) were asked to enclose a copy
of their action plan with their completed questionnaire. From
the 207 schools that responded to the survey, 177 sent in action
plans. These were analysed, with the emphasis on finding out
how schools had responded to the key issues for action in their
action plans, as well as identifying useful formats and common
headings. The main findings are outlined in this chapter;
Appendix 2 presents tables summarising the main aspects
found.

Unravelling and analysing key issues for action

e  Of the 177 schools, almost three-quarters (72 per cent) did
not identify aims or objectives in their action plan for each
of the key issues for action, i.e. those identified by the
inspectors (Appendix 2, Table 1).

e Of the schools that did include aims and objectives for key
issues (27 per cent), most did so for all key issues. (Example
I illustrates how this was done in one school.)

e Circular 7/93 (GB. DFE, 1993) recommended that schools
break down their key issues into smaller or more specific
targets in their action plan. All but two of the 177 schools
had done this: three-quarters of them for each of their key

issues; the remainder for some of their key issues
(Appendix 2, Table 1).

e These specific action points under a key issue were often
related to other categories, such as personnel, timescale,
monitoring orresources. More than half the schools (56 per
cent) used this strategy for all of their key issues for action
(though not necessarily for each aspect within a key issue).
However, a small minority of schools (17 per cent) did not
approach any of their key issues in this way (Appendix 2,
Table 1}.

Identifying personnel involved in implementation

e Circular 7/93 recommends that schools identify personnel
in their action plans who will be responsible for specific
actions. The vast majority of schools (92 per cent) did so,
although this included schools that simply said responsibility
was allocated to ‘the whole staff’, rather than identifying
individual teachers or governors (Appendix 2, Table 2).
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Example 1:

Showing how aims, objectives and

specified in an action plan

specific action points were

Secure the full and consistent implementation of the homework
policy and continue to stress to pupils and parents the importance
which the school attaches to homework

3

To remind ail
parties of its
importance
To remind ail
parties of

expectations and |

requirements

To be aware of

its relationship to

independent
learning —
issae 4

To be prepared

to eventually
inteprate issues

Plan of action

Action
by whom

. Completion
i dates

Financial
¢ implications

Criteria
- for success

1. Reiterate
requirements of
policy to staff
and publish rew
timetables

| 2. Assemblies 0

all yr. groups
re homework
and homework

club

3. Homework
TiTsinall
subject/form
00ms

Head + RAN and
HOFs '

8.9.95
159935

L 22995

NIl

Centeal printing

20

22695

4, Follow-up
letter f0
parents 1o
check
homework

 October hatftesm

Printing £20

5. Weekly

checks of
home-hnk
books by tutor
and subject
Blies

A, Tutors

B. Subsect staff

6, Random

checking of
students and
staft to see
poiicy fulfilied

7. Random

review of
parents as o
how much
homework
done

8. Review of

policy in light of |

Key Issue 4 and
above measure

9. Develop

policy

© A HOFs>

sabject staff

- B.HOYs > tors:

C.DirfKS >

HOFs /HOYs |

From mmid
October weekly

Dirks

D/H leamning +
DirKS§

Nil except ime

D/H learsing +
DirKS

Any

Printing (£20) +
: postage (£75)

Publication of
- new tmetable

Completion of
task in
assemblies

- Poblication of
ietter

Evidence of dates

Written evidenc
in dates of
checks.

- Lists of staff/
- students steadily
shrinking

Increasing

. growth in
- statistics showin,
. policy working

- Emergence of
. new ideas and

integration

: New policy er
; recormendations:

amendments
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~Some schools went further than this by appointing someone
to take the lead on specific key issues. This applied to two-
thirds of schools: just over a third allocated named people
for each of their key issues; the remainder did so for some
of their key issues (Appendix 2, Table I).

Eighty per cent of action plans showed school governors
having a role in implementing parts of the plan.’ This was
separate from governors with a purely monitoring role.

Further analysis of governor involvement in implementing
action plans was carried out (Appendix 2, Table 3). One in
three action plans indicated that they would be involved in
key issues concerned with school development planning.
One in four action plans identified a role for governors in
implementing changes associated with meeting statutory
requirements. This was mainly in relation to a daily act of
collective worship, but also included such aspects as
ensuring that National Curriculum requirements were being
met. One in five action plans linked governors with whole
schools issues, such as reviewing the length of the school
day, or examining issues associated with class size or
grouping of pupils. A similar proportion linked governors
with plans associated with pastoral issues, e.g. behaviour
policy, home/school links, school attendance. Also, just
under one in five plans indicated that governors had
responsibility for implementing key issues pertaining to
staff roles, responsibilities and training. (In some cases
this related directly to them, i.e. the target was to increase
governor involvement in the management of the school.)
Finally, about one in five action plans indicated that
governors would be involved in implementing changes in
curriculum planning, usually reviewing schemes of work.

Specifying a timescale

Circular 7/93 recommends that schools set target dates for
action points in their plan. This analysis of 177 action plans
revealed that virtually every school (97 per cent) did this for
at least some of the actions: 50 per cent did so for each of
their key issues, while 47 per cent did so for some of their
key issues (Appendix 2, Table 1). This usually took the
form of indicating a start and completion date for each key
issue or target (see Example 2).

1

Governor involvement in implementation may even be slightly higher
than this, since a further six per cent of action plans specified anly
names and not posis, thus making it impossible to distinguish governors
from other personnel, These six per cent were excluded from the
percentage figure given above.
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Example 2: Showing how timescales and resources were specified in an action

- plan

- Action planned

Start date | End datg | Resources required

Oct9s5 . Jan 95 Supply teacher

. Supply teacher to release subject coordinator
Additional point for staff
: One training day

Supply teacher o release subject coordinator

A small proportion of schools (15 per cent) included a
summary timetable for the whole four-year period prior to
the next inspection. (Examples of these from the case-
study schools can be seen in Chapter 6.)

Identifying resource implications

Circular 7/93 suggests that schools should include resource
implications in their action plans.

More than two-thirds of schools (69 per cent) listed in their
action plans the materialresources (i.e. distinct from staffing
resources) that were needed to implement their key issues
foraction (e.g. textbooks, PE equipment). However, 30 per
centof schools did not specify any of the material resources
that would be needed (Appendix 2, Table 2).

Most action plans (92 per cent) specified staffing resource
implications of implementing their key issues for action
(e.g. LEA advisory support, INSET for staff, non-contact
time, time for meetings) (Appendix 2, Table 2).

- Schools were evenly divided between those that specified

costs of the resources they had listed (47 per cent) and those
thatdid notindicate any actual costs (53 per cent) (Appendix
2, Table 2).
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Speclfymg monitoring procedures -

Just over half (57 per cent) of the action plans that were
analysed indicated procedures schools intended to set up to
monitor the implementation of their plan (Appendix 2,
Table 2.)

Headteachers, teachers and governors were the individuals
most commonly identified in the action plans as being
responsible for monitoring progress. Each of these was
mentioned in about 60 per cent of school action plans
(Appendix 2, Table 3). In about a third of schools, the
senior management team (SMT) had a role in monitoring
the implementation of the action plan, while in about a
quarter of schools, deputy headteachers were mentioned in
connection with this task. A similar proportion of schools
(26 per cent) indicated that the LEA was involved in a
monitoring role. Parents were mentioned in 11 per cent of
schools as having responsibility for monitoring
implementation of some key issues.

Example 3: Showing how one school identified procedures to monitor the
impiementation of the action plan

Action to be taken

Monitoring

To review the current topic plan and ¢ Key stage co-ordinators to monifor
produce a four-year programme that will i planning termly.

facilitate full curriculum entitlement

Subject coordinators to carry out termly
monitoring of subject-specific
implementation.

Year leaders to carry out day-to-day
monitoring.

All post holders will make annual bids for Bids for funding to be considered by
their responsibility based budget. senior management team and governors

Post holders will become budget holders, when appropriate.
This will ensure that financial resources are Post holders will keep an ongoing record

matched to needs.

of their spending.. This will be reviewed
by head or deputy termly.
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Specifying success criteria

~e Circular 7/93 recommends that schools should identify
success criteria for each action in their plan. More than half
the schools did this for each of the key issues for action. A
further 14 per cent did this for some of the key issues for
action. However, a third of schools did not specify success
criteria for any of their key issues for action (Appendix 2,
Table 1). )

e The success criteria that were noted in action plans tended
to be subjective and difficult to assess. Only about a third
of schools specified objective, quantifiable success criteria,
and even in these schools, the majority of the success
criteria they identified were. Analysed another way, it
emerged that of the 3,000+ success criteria that were listed
(in 115 action plans), fewer than five per cent were
quantifiable measures of success.

Example 4: Showing how one school’s action plan had success criteria identified
for each action point under a key issue

Acitions to be taken Success criteria

Complete work already begun on . Whole curriculum content reviewed,
curriculum - defined and agreed by all staff

Develop schemes of work for all Schemes of work written
curricuium areas including RE and PSHE

Review and improve the common format . New planning format ready
for planning :

Monitor medium term plans against _: Rigorous monitoring undertaken
schemes of work each half term in
advance

Monitor standards of achievement, Standards improved
particularly in key stage 1 and 2. ‘

This concludes the documentary analysis of 177 schools’ action
plans. However, many of the aspects that have arisen inrelation
to formats and headings are explored in detail in Chapter 6,
while issues pertaining to implementation and monitoring are
addressed fully in Chapters 7 and 8.
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3. IMPACT OF INSPECTION EXPERIENCES

Thisreportis about the action planning, notinspection. However,
interviews in the case-study schools revealed that to a great
extent the willingness and commitment that teachers felt towards
action planning were greatly influenced by their experiences
during the various stages of the inspection process, from the
announcement of the date for inspection and the preparation
that followed, through to the receipt of the final written report
from OFSTED inspectors. Each of these phases is, therefore,
examined briefly in this chapter, drawing on the actual
experiences of the headteachers, teachers and governors in the
ten case-study schools. It should be borne in mind that these
schools were not necessarily representative ~— they were chosen
to illuminate different approaches to the process of action
planning, and allow an exploration of what constituted a good
outcome in terms of the format and content of their action
plans.!

Before the inspection

The first round of OFSTED inspections was reported by all of
the case-study schools to have been an onerous experience. In
particular, the build-up prior to the inspection was felt to have
been very demanding. Often this period was reported to have
been the worst part of the inspection, clouding views about the
forthcoming inspection process and resulting in very negative
feelings by the time the first day of the inspection arrived.

The main feature of all this extra work
was the assembling of documentation
required as part of the inspection
process. Some of the case-study
schools spent many months in working
groups reviewing and revising policy
documents and drawing up new ones. Even in schools where
most of the documentation already existed, a major overhaul
was usually felt to be needed. This was why, for many teachers,
this was feltto have been the most trying period of the inspection.

A second feature of the pre-inspection build-up was that many
teachers felt uncertain about what to expect from the inspection
process itself, and uneasy about how they would cope. For
some, having inspectors observe their teaching was anunfamiliar

' It should also be remembered that the case-study schools were inspected

in the first phase of OFSTED inspections, i.e. before the revised
Jramework for the inspection of schools was introduced.
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- and daunting prospect.  Others, particularly those who were
- ‘newly qualified and therefore had been observed quite recently,

felt this aspect was not something that worried them.

For a number of schools, these two aspects seemed to be
exacerbated by the very long period of notice they had of the
forthcoming inspection — sometimes a whole year. Having for
months been preoccupied with reviewing policy and practice,
amassing and redrafting documentation, and dealing with
feelings of anxiety, many teachers said they felt drained by the
time the inspection even began and found it difficult to pick up
the necessary momentum to set about action planning. In these
schools, staff clearly felt that a shorter period of notice would
have been better. Rather than experience such extreme levels
of stress and anxiety for so long again, some teachers said that
in future they would prefer no notice. Moreover, some teachers
felt that ‘on spec’ inspections would facilitate more realistic
impressions — some said they had deliberately prepared very
‘safe’ lessons for the new policy documents and inspection
period, rather than more exciting ones that ran a higher risk of
children misbehaving.

During the inspection

10

Inevitably, some teachers had found the inspection a more
positive experience than others. However, a surprisingly high
degree of consensus emerged within each school about this
aspect.” This seemed to be greatly influenced by the way in
which the inspection was conducted, rather than the outcome in
terms of the judgements made in the inspection report.

What factors were at work during the inspection that so coloured
teachers’ opinions of their inspection? The answer to this
(uestion seems to revolve around two aspects of communication.
The first centres on the notification given to heads and teachers
during the inspection about whose lessons are to be observed.
In some schools, inspectors arrived on the first morning with a
timetable of observations for the whole inspection. In other
schools, inspectors told the head/staff each morning whose
lessons would be visited that day. Inothers, no notice was given
and inspectors just arrived in lessons unannounced.

Notice thata particular lesson was to be observed was something
that teachers very much appreciated. Some said it helped to
calm their nerves during the period of inspection, knowing

¢ This emerged from individual interviews with headieachers, teachers and
- QOVEFROTS; KO group interviews took place.
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- when their ‘slot’ was to take place. Others found it reassuring

to know that the inspectors clearly had a plan which they were
following. In other schools, where no notice was given, some
of the teachers said they had felt under
mounting pressure as two or three days
of inspection passed, waiting for the
knock on the door and an inspector to
walk in. There was also sometimes the
feeling that the inspectors were trying
to catch them out. Moreover, some
teachers felt frustrated that only partial
lessons were observed and yet
judgements were being made on the basis of what had been
seen.

The second, even more vital communication issue concerns
discussion and feedback between inspectors and teachers during
the inspection. Again the case studies revealed that inspection
teams varied in their approaches. In some inspections, one-to-
one feedback sessions were the norm, either at the end of the
observed lesson or at the end of the day. Many teachers were
pleasantly surprised to find that inspectors were willing to
provide personal feedback. Three main benefits were commonly
identified:

® itwasuseful to know what the inspector thought about their
work, regardless of how the school overall might be judged
at the end of the inspection

o it was a useful means of clarifying information between
inspectors and teachers, so that any misunderstandings
could be quickly rectified (many examples of this were
provided)

o it fostered a positive attitude towards the inspectors
themselves; the inspectors seemed to be trying to be
constructively helpful.

Where this one-to-one feedback did not happen,’ teachers were
far less happy about the way the inspection had gone and
indicated much more negative perceptions of the process as a
whole. Lack of any focused comment on their particular
lesson(s) left teachers feeling ‘in limbo’. Many of them were
uncertain if general criticisms in the report applied to them or
not.

*  The OFSTED guidelines recommend that inspectors take opportunities to

give individual feedback 1o teachers after lesson observations, but also
say they are not obliged to do this,

11
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Some teachers said found itimpossible
to feel at ease during the inspection.
Unlike those in receipt of personal
feedback, it did not get easier as the
days went by and the inspection
progressed. An ‘us and them’ attitude
prevailed and they were left at the end
feeling deflated, still stressed or even

angry.

While some inspection teams had made
it clear that they would not provide
one-to-one feedback, staff in one
school were annoyed that they only
found out once the inspection was over
that they could have had individual
feedback, had they asked for it.

After the inspection

Headteachers in 86 per cent of primary schools and 94 per cent of secondary
scheols found the oral feedback provided by OFSTED inspectors was

‘aseful’ or ‘very useful’ for planning purposes.
Source: Planning for Action, Part 1: a Survey of Schools’ Post-inspection Action
Planning (Maychell and Pathak, 1997).

The feedback at the end of the inspection is, of course, vitally
important in preparing schools for action planning. The way in
which heads, governors and teachers receive and interpret this
feedback is crucial to any future action planning that takes
place. The OFSTED system of inspection provides both oral
and written feedback to schools, though within the ten case-
study schools there was a wide range of practice in relation to
how it was delivered and to whom.

é Oral feedback

Some inspection teams provided oral feedback to every teacher
they observed as part of the day-to-day work of the inspection
process (see previous section: ‘During the inspection’). Other
teams only provided oral feedback at the end of the inspection
— sometimes to the whole staff, but more commonly to selected
members of staff. There was wide variation in the staff that
were involved, as the following examples show.

i2
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School I: + Oral feedback was given to the headteacher,
' other members of SMT and chair of governors.

School 2: I—Ieadtea_chéf and chair of _'gbv.e'r_no:.fs;'re_cei\'zcd
oral feedback together. '

¢ Whole staff, including headteacher received more
general oral feedback.

School 3: = Headteacher received oral feedback.

* Heads of department met as a group with
inspectors to receive oral feedback on the work
of their respective departments.

* Governing body received oral feedback at the
end of the inspection.

School 4: < Governorsreceived no feedback until the written
report was officially presented to them, some
weeks after the inspection.

This range of practice raises three main points. First, the
schools had assumed, to a greater or lesser extent, a passive role
with regard to feedback. They generally accepted whatever
system the inspectors set up. Secondly, despite this passive
role, many of the individual heads, governors and teachers had
their own views on what would have been preferable alternatives.
The purpose of the oral feedback is to provide schools with a
useful opportunity to share inspectors’ experiences and
impressions before the written report is finalised. It seems that
schools need to be more proactive in shaping the type of
feedback sessions that they would find most useful. Thirdly,
those teachers thatreceived oral feedback on their own teaching
were very positive about its usefulness, providing as it did
focused information on their own performance. Many of those
that did not have this opportunity were very unhappy that,
having had several lessons observed, they received no individual
feedback, but had to rely on close scrutiny of the written report
and, in some cases, on second-hand feedback via the head of
department.

& Written feedback

In case-study schools, the most common criticism of written
inspection reports was that they tended to be somewhat bland,
often using stock phrases which tended to make the report less
useful than it could have been. What appeared to be most

13
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irritating to the recipients were the
veiled references to issues and people
which left them uncertain where in the
school the problems lay. Also,
problems sometimes arose because
inspectors were careful not to make
comments which could be interpreted
as giving advice to schools. Three
other aspects were raised as minor
points in some of the case-study
schools, but were of greater concern
for some schoels that returned
questionnaires in Phase 1 of this study
(Maychell and Pathak, 1997). First,
the written report was felt in places to be understating, or
overstating what was reported in the oral feedback. Secondly,
some individuals felt it was important to get started on the
process of action planning once the inspection and the oral
feedback had been received, rather than waiting for the written
report, which could follow the oral feedback by several weeks.
Thirdly, the key issues for action were not necessari'y the only
issues that schools included in their action plans. There were
occasions cited where the written report had drawn attention to
aspects of the school in the main body of the report that the
school wanted to act on, even though inspectors had not identified
these as key issues for action.

There seems little doubt that the various aspects of
communication that have been raised in this chapter were very
influential in terms of how teachers felt about action planning.
If their day-to-day feelings during the inspection had been
negative —ongoing uncertainty, misunderstandings, and lack
of feedback — even a good report at the end of the inspection
did not seem to lift their spirits. Evidently, there is scope for
improvement in communication and conduct of inspections to
help alleviate some of these difficulties. What can schools do
to prepare for the task of action planning? Although much of
the inspection process is outside their control, there are still
some practical steps that can help. Above all, itisimportantthat
those being inspected are not left with the feeling that they have
been done to. A feeling of participation and common purpose
between inspectors and teachers seems to be important in
maintaining the edge needed to successfully embark on the next
phase once the inspection itself has ended.
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Teachers’ experiences of inspection can be very influential in
how prepared they feel to set about action planning. The more
positive their inspection experiences, the more likely it is that
action planning will be viewed as a useful part of the process.
It is therefore worth taking steps to try to make the inspection
as positive an experience as possible.

Prior to the inspection

Q

How long does everyone need to prepare for the inspection?
In deciding this, you should aim for a balance that allows
plenty of time to accomplish what must be done, but does
not turn a week-long inspection into a year-long process.

It is worth considering how much paperwork really needs
revising. Is all the work necessary? Will it be useful after
the inspection? If not, what is the minimum that needs to
be done?

Some schools might find a pre-inspection meeting with the
inspection team useful in allaying fears and explaining
details. If this is to take place, it is a good idea to draw up
a list of key questions in advance, such as:

* Will inspectors provide a timetable for the inspection
beforehand?

* Will inspectors keep the head informed of their plans on
a day-to-day basis during the inspection as to which
lessons are to be observed?

* Will teachers be notified prior to an inspector arriving in
their classroom?

+ Will only full lessons be observed?

*  Will any discussion take place between inspectors and
teachers during classroom observation?

*  Will any discussion take place before or after classroom
observation between inspectors and teachers?

* Willinspectors speak to pupils during the inspection? In
lesson time?

¢ Will teachers receive any personal one-to-one feedback
from inspectors?

* How will the oral feedback on the inspection findings be
presented, to whom and when?

15




IMPACT OF INSPECTION EXPERIENCES

16

Q . Evenif a pre-inspection meeting of this cannot be arranged,
“or is not deemed desirable, teachers need to know what to

expectin terms of how the inspection will be conducted and
what feedback they can expect. A telephone call between
the head and registered inspector can suffice.

During the inspection

O During the inspection itis important to address any obvious

misunderstandings or potential ‘gaps’ in inspectors’
knowledge as soon as possible. Waiting until the feedback
at the end of the inspection can be a mistake, since to
resolve an issue inspectors may need to carry out further
observation or check additional documentation. Obviously
this becomes much more difficult once the inspection is
over.

Teachers might find it helpful during the inspection to
monitor inspectors’ activities. Forexample, you could note
down the times when inspectors enter and leave the
classroom, the number of children that are spoken to, the
gender of these children etc. As well as undermining the
feeling of ‘being done to’, the information could prove
useful in cases of disagreement over inspection findings.

Don’t allow yourselves to feel persecuted because you are
being inspected. Remember that inspectors are in your
school becauseitis the law: every school has to undergo the
same inspection process. Try to be positive and see it as an
opportunity to improve the school that you care about.

Receiving oral feedback

U Itisnotunreasonable to ask that every teacher who has been

observed receives some personal, oral feedback. Contact
the registered inspector about this prior to the inspection,
so that staff know beforehand what to expect. If the
response is negative, it might be useful if teachers think
about the one or two aspects they would most like personal
feedback on, e.g. teaching style, pupil behaviour, and ask if
inspectors would be willing to comment just on these.

If oral feedback is givento individual teachers, the recipient
might find it useful to take some written notes. This is
especially important if the feedback is to a head of
department who must then relay the comments to other
members of staff. Alternatively, recipients of oral feedback
might find it useful to have a colleague present who could
do the notetaking, leaving them free to ask questions.
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Prior to the inspection, the head, teachers and governors
ought to give some thought to what they think would be
suitable arrangements for oral feedback, in particular the
session at the end of the inspection. Ideally everyone
should have the opportunity to hear this, but since this is
unlikely to be practicable, consideration must be given to
who should be presentduring the final oral feedback session.
The following might help to inform your decisions about
this:

*  Which school staff and governors are essential?

* Who else would it be advantageous to include if there is
room, e.g. would it be helpful to include the attached
LEA inspector?

*  Where will the session take place? Will everyone fit in?

* Are governors available during the daytime — when the
session is likely to take place?

* Have individual teachers had their own feedback?
* How critical is the report likely to be, and of whom?

e What are the inspection team’s views/suggestions about
the audience for the oral feedback?

The oral feedback sessions during and at the end of the
inspection are an important part of the OFSTED inspection
process. The following ideas might help to make the most
of them:

* Seethe oral feedback sessions, both during the inspection
and at the end, as a chance for everyone involved to
ensure that the written reportis as accurate and meaningful
as possible.

* Recipients of oral feedback should question anything
they do not understand fully. Also, where they feel that
inspectors have misunderstood something, they should
explain and illustrate these aspects as much as they can.

* Teachers and governors may need briefing before oral
feedback about what to expect in terms of how the
sessions will be conducted. In particular, they should be
forewarned not to be put off if the oral feedback at the
end of the inspection turns out to be the registered
inspector simply reading out the draft of the written
report.

© Be prepared with strategies for making the oral feedback
session suit your wishes. Have strategies ready for
opening up discussion, e.g. ask if the inspector would
mind interruptions for questions or allocating a time at
the end for these.

* Jot down notes as the feedback takes place as an aid to
fater questioning.

17
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.. = . Make sure you write down positive comments as well as

negative ones.

. Perhaps you would find it useful to allocate an “official’
note-taker for the session. However, if only two people
are present you might decide its best that you both take
some notes.

¢ Ifnotall staff are presentin the inspectors’ oral feedback,
think about how the information is going to be passed
back to the rest of the staff.

¢ Depending on the timing of the inspection, you might
want to ask if the final oral feedback could be postponed
by aday. Would the recipients be too exhausted to make
the most of the session, e.g. late on a Friday afternoon?
Is the time feasible for the key personnel that you have
identified as needing to be present? Has the session been
allocated enough time, e.g. on the last afternoon of the
inspection? Would it be better the next working day?

Responding to the writien report

a

If points in the written report are not clear, you might be
able to contact the inspectors to ask for further clarification.
Perhaps the meeting with the governing body is still to
come and this occasion could be used to seek clarification.

You might find it helpful to have your LEA adviser present
at the governing body feedback session. This person could
be useful in asking questions, or in helping to explain to
governors points arising in the written report.

Do not feel that you must be totally passive in receiving the
report. Although you cannot suggest modifications to the
judgements included in the report, you may need to correct
errors of factual accuracy. Also, your comments on how
useful you find the report as an aid to planning are relevant
and there is no reason why you should not give inspectors
feedback on this aspect.
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4. PREPARING FOR ACTION PLANNING

An early start

One in four schools claimed to have started action planning before the
inspection, one in five schools did so after receiving the oral feedback and

one in three schools waited until receipt of the written report.

Source: Planning for Action, Part 1: a Survey of Schools’ Post-inspection Action
Planning (Maychell and Pathak, 1997),

Starting action planning at an early stage (even before the
inspection begins) may have considerable advantages without
necessarily involving any written outcome. Discussions in
some of the case-study schools revealed that an awareness of
the kind of issues likely to arise in the inspection helped to
prepare the school and made dealing with the findings in the
report easier. Knowing that their schools were due to be
inspected, some of the headteachers had undertaken their own
informal audit of the school as part of their preparation for the
inspection. They found that it helped to have an opinion on
what the inspectors might focus on, in terms of the school’s
strengths and potentially weaker areas. Above all, it gave them
their own recent assessment of different aspects of the school
against which to measure the inspectors’ comments. It also
allowed for some prior thinking about what strategies might be
adopted to address issues.

Coming to terms with inspection findings

Coming to terms with the inspection findings is an important
step towards a positive action planning phase. In some of the
case-study schools, most staff seemed to have had little or no
difficulties in doing this. However, in others, the findings had
been a contentious issue for the staff. Indeed, in some cases it
was evident that even a year after the inspection there were still
unresolved concerns among staff over some of the inspection
team’s findings.

Accepting criticism of one’s work or aspects of the school is
inevitably a challenge, and a certain period of coming to terms
with the findings is understandable. However, the case-study
interviews suggested that sometimes ‘blocking’ strategies were
employed which prevented the individual from coming to terms
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- with the flndmgs mdefimteiy The three most ‘COmMImon
" arguments were:

e that the inspection was ‘only a snapshot’, or that the
inspectors did not see the ‘real” work of the school in action

s the expertise/experience of the inspection team was
somehow guestionable

& that the background and context of the school or its pupils
ought to have been taken into account when inspectors
reached their conclusions about the school

e theinspection team was not prepared to modify its findings
in the light of comments from staff.

These concerns were very real, and no doubt many schools will
identify with some or all of them to
varying degrees, However, such
feelings need to be addressed if staff
are to feel prepared for action planning,
Ifin their own minds teachers invalidate
inspection findings, they will naturally
be less enthusiastic about tackling the
action planning phase that follows the
inspection.

Understanding the findings and key issues for action

A problem arising in several of the
case-study schools was difficulty
understanding some of the inspection
findings. Usually one or both of two
reasons appeared to be the cause. First,
‘ in some schools headteachers and
teachers felt that the findings in the report had been too general
to be meaningful — some said that the report fudged the issues
and left them uncertain what was expected of them. Indeed,
some of those interviewed felt that the
report had been deliberately vague
because inspectors wanted to avoid
identifying individual teachers. Others
thought the reason was that the
inspectors must not appear to be
offering advice as to how to act on
their findings. This caused a good deai
of frustration in some case-study

20
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schools. Staff in one school found that their questions during
the feedback session with the inspectors coutd not be answered
for this reason. Yet in another school, teachers said that
inspectors had given a lot of advice and support as well as
straightforward comment, which they had welcomed.

The second difficulty identified with inspection findings in
some schools related to the complexity of some of the key issues
for action. Some of these were perceived as highly complex. In
some schools, a good deal of reflection and discussion took
place among the staff and governors before the actual process
of drawing up the action plan started. Though time-consuming,
this was felt to be vital because at first individual perceptions
about what the key issue for action actually meant varied
considerably. :

What and who will be involved?

There is much that can be done before
the inspection in terms of thinking
about how to approach action planning.
Schools can think about who to involve
and in what capacity, when and how
frequently meetings will take place and
what arrangements will be needed to
ensure that time is available. These sorts of decisions can be
mapped out, to some extent, before the inspection, so that
individuals are already looking ahead to the action-planning
process and know what role they will be expected to adopt
during this phase.

It seems vital that after the inspection and receipt of the oral
feedback some time is spent preparing the groundwork for the
actual process of action planning. Examining positive and
negative feelings from the inspection and being absolutely clear
about what the findings mean is important. It is not necessary
to wait until receipt of the written report to do this. The
following suggestions might be helpful in getting started:

21
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- Coming to terms with the findings

Q
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You need to build in some time before you start the actual
business of action planning to review everyone’s experiences
of the inspection. This is likely to be particularly helpful
where there is a general feeling of anti-climax,
disappointment or even anger. '

Channel feelings into a positive debriefing exercise
involving all staff. Through this, seek to provide some
useful ideas and alternative perspectives. Questions that
everyone could consider include:

* What lessons have been learned from the whole
inspection experience?

= What would you do differently next time?

*  What would you do the same next time?

*  What was the funniest moment?

¢« What was the worst moment?

¢ Was everyone happy with how they had reacted to the
inspection?

*  What proportion of the report is positive — would it help
to go through the report highlighting these sections?

* Try looking at the report through the eyes of: a} a pupil;
b) a parent; ¢) a governor; d) a member of the general
public. How would the school appear to each of these?

* Did inspectors fail to see everything, or do you feel that
you could have done more to present some important
aspect of their school?

In relation to any key issues for action that are contentious
with all or some teachers, consider the following questions:

* How strongly does everyone feel about the problem?

¢ Didinspectors miss seeing something which might have
altered their view?

* Would it help the school/individuals to have an external

opinion, e.g. by asking the LEA advisory team to examine
the issue and give their view?

* Rather than expect teachers to devise strategies to
implement what they are convinced is already taking
place, could the action plan define the action to be taken
as one of needing to demonstrate what is happening?
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Understanding the findings S

a3

Some of the suggestions above will inevitably have led to’
discussions about the interpretation of the findings. This
should be helpful — given the constraints of ongoing
teaching responsibilities and post-inspection fatigue, the
number of meetings has to be kept to a minimurm, yet the
more discussion that takes place the better.

Getting the balance right between pre-action planning
discussion and work on the action plan itself can be difficult.
Spending too long on the ‘post-mortem’ is not advisable —
one or two sessions at most. After that, the discussion
should be firmly focused on tackling what the key issues for
action mean.

If discussion of the key issues for action is not leading to a
clearer understanding of them, or if it is fuelling
disagreement, you need to act fast. Are some of you still
using blocking strategies? Do you feel that some external
advice could help you to decide what is needed? Ought this
to be tackled with individuals? [s it time to deal with this
in working groups that could lead into the next phase, i.e.
that of actually drawing up the plan?

If external advice is needed, but is not affordable in terms
of time or money, could you draw on the help of colleagues
in neighbouring schools? Would it help to give these key
issues a lower priority to enable them to be addressed in the
next financial year?

Although time is of the essence in drawing up the action
plan, understanding what the issues are is vital and time
spent discussing these will almost certainly help when it
comes to the implementation stage.

23
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5. DRAWING UP THE ACTION PLAN

The next stage in the inspection process for the school is to
produce an action plan addressing the key issues for action
highlighted in the report. The action plan must be submiited to
OFSTED within 40 working days (eight weeks) ofreceiving the

- inspectors’ written report. This period excludes holidays of

more than one week, but includes holidays of one week or less.

This chapter looks at various approaches to drawing up an
action plan. It follows on from the suggestions in the previous
chapter about preparing for action planning. The first section
discusses personnel involved and the logistics of meeting to
draw up the plan, and the following section explores the issue
of training and advice for action.

The dynamics of drawing up the action plan

24

Interviews in the case-study schools demonstrated that deciding
how to go about drawing up the action plan and who to involve
in this process was affected by several factors:

¢ Historical reasons — schools might choose a particular
method simply because this is the same approach as school
development planning, or weekly planning.

¢ Staff exhaustion — where headteachers were concerned
about putting additional pressure on already tired staff after
an inspection, they often took the decision for a small group
of senior staff, or the head alone, to draft the plan.

¢ 40-day deadline in which to produce the action plan —
some headteachers cited this as a reason for not involving
more staff in initial consultations.

¢ Importanceofinvolving all staff and governors — despite
possible difficulties such as lack of time and educational
Jargon, some headteachers believed it was imperative that
the whole school was involved in formulating the action
plan, as it had implications for everyone.

The main difference between the different strategies was in
terms of who was involved in initial discussion and who was
involved in drawing up the first draft of the action plan. In all
the case-study schools, once the first draft had been produced,
staff were approached for comments, and necessary amendments
were made. Governors’ involvement varied, but at the very
least they were consulted for their views and these were taken
into account before submitting the final plan for their approval.
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-Schools may wish to consider one of the following approaches
' to initial discussion and drafting of the action plan:

¢ whole-school action planning
e management team action planning
e staff/governor action-planning groups

e specific staff designated responsibility for considering
certain key issues.

Each of these four approaches was adopted by at least one of the
case-study schools and is described in the following four
sections.

1. Whole-school action planning

Two case-study schools used an approach whereby the whole
school had considerable input in the initial stages of drawing up
their action plan. For both headteachers (one primary, one
secondary), the overriding reason for this approach was their
belief that everyone should be involved in the process as the
action plan and its implementation would affect the whole
school. The specific method used by each school is outlined in
the following examples.

One primary school took the following approach to the initial drafting of their action plan:

® A ‘brainstorrning’ evening was held where the whole teaching staff, governing body,
headteacher and LEA link inspector were divided into groups of five or six people.

Each group looked at a particular key issue.

Their task was to decide on what action should be taken, the imescale involved and
resources needed.

Each group was given a blank pro forma to help formulate ideas. It had headings to
prompt discussion such as ‘Where are we now?’ ‘Where do we want to be?’ ‘How do
we get there?’ and 'How do we know we are there?’

At the end of the evening, ideas were discussed among the whole gathering of staff, head

and governors and a realistic timeframe for implementation decided upon.

After more staff meetings in school, the headteacher and deputy drafted the action plan
using the completed pro formas produced at the ‘brainstorming’ evening.

This approach to discussing the
action plan was felt by ali
involved to have been very
effective. Governors in
particular, said they had been
pleased to have been given this
opportunity to participate fully
and to work alongside teachers.
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In one secoﬁdary school, involvement of staff, governors, parental groups and pupil
representatives on the school council was through a combination of informal and
tormal approaches to discuss issues for action and to formulate the action plan. These
included:

®  staff meetings

® training days
departmental meetings
heads of year meetings

meetings of the senior consultative group and

governor meetings.

Although involvement on this scale inevitably took a lot of time, the headteacher felt
that this approach had been very successful and she would use the same process again.

2. Management team aclion planning

In two schools (one primary, one junior), a senior management
team took responsibility for discussing and drafting the action
plan before the draft was shown for consultation to staff and
ZOVernors.

Primary school

® The approach to action planning followed the school’s usual pattern of school
development planning.

The action-planning group consisted of the head, deputy head and the head of the
infants, Bach took a key issue relating to the curricuium and drew up a plan for
action, discussing it together as a group before producing a final draft after a
number of weeks.

Governors had a large input into the plan once it was drafted — in particular,
governors’ subcommittees.on ‘health and safety’ and ‘premises’ had a substantial
involvement in responding to a number of the key issues,

The head explained that this approach to action planning was chosen in order to
minimise the pressure on an already exhausted teachers. However, he said that next
time he would like to involve more people.
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Junior school

* The format for discussions and consultations followed the method of weekly school
planning.

The action-planning group was quite large, consisting of the head, deputy, the
subject coordinators for English, mathematics and science, the SEN coordinator and
an ‘interested’ senior teacher,

This group met

regularly until they had drawn up action points under the key issues.

The head and deputy then wrote the action plan using notes from these meetings.

Governors had a large input into the plan once it was drafied — the governors had

set up an action

e The plan was al

plan subcommittee to look in detail at the action plan.

so shown to the LEA adviser.

Drawing up the action plan in this way was very different to the usual method of writing

the SDP, which wo

uld have been produced by the head and the deputy. Teachers

commented that team planning had meant that there was more ownership of the action
plan than of the SPP.

In a third school (secondary), although the senior management
team were involved, this was not until after the headteacher had
produced the initial draft of the action plan. This was then
reviewed by the senior management team, amended and then
circulated among staff and governors. When asked their views
on their involvement in action planning, staff in this school said
they would have preferred to have been more involved in
discussions at an earlier stage.

3. Staff/governor action planning groups

Three case-study schools chose to set up working groups
consisting of staff and governors to draw up the school’s action
plan. These groups were responsible for initial discussions
about action to be taken under each key issue and for drafting
the plan, although other staff were consulted as part of the
process before the final plan was approved by the full governing
body. The compilation of the working groups varied in each of
the three schools, and is summarised below.

Composition of working group

Schwl 1 (mfam)
Sekool 2 (secondary )

Headteacher, deputy head, chaur of govemors and another govemor

Headteacher, three deputies, chagr of governors, chalr of the
governors’ finance subcommittee, chair of the curriculum
subcommittee, chair of the staffing subcommittee, chair of the
buildings subcommittee and two teacher governors.

School 3 (secondary)

Eight members of staff, with considerable input from governors
and other staff through three-day schedule of open meetings.
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Each school had its own reasons for adopting its chosen method
of action planning:

e The same working group had been steering the school’s
management plan for some years and had therefore played
a large part in planning previously (School I).

¢ Arestricted timescale to produce the action plan; therefore
it was felt that senior management and governors should
take the bulk of the workload (School 2).

e A desire to involve all staff and for the plan to be drawn up
with the consensus of staff and governors (School 3).

4. Specific staff designated to produce plans for individual
key issues

In two case-study schools, individual staff were chosen to take
the lead on consultation and drafting of specific key issues;
however, each resulted in a different situation.

Infant school

® A meeting was held between the new headteacher and staff to discuss previous
developments on key issues.

Members of staff who were chosen to draw up plans for key issues were awarded
responsibility points.

Strategies and approaches suggested by individuals were then agreed by all staff at
staff meetings.

Secondary school

¢ The headteacher decided which specific staff would concentrate on drafting certain
areas of the plan.

The overriding consideration in deciding which staff would take the lead depended
on staff’s teaching obligations and the headteacher's confidence in their ability.

Staff with designated responsibility suggested strategies after consultation through
small group meetings, departmental meetings and, in the case of one key issue,
through a meeting of all staff and parents.
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Teacher involvement in action planning

As the previous examples have illustrated, there can be varying
levels of teacher involvement in initial discussions relating to
the action plan. In general, headteachers appeared to put a high
value on their teachers’ input into the action plan and, while
they involved teachers to varying degrees, each of them indicated
they were reasonably happy with the way in which their school
had approached action planning. Despite this, several
headteachers commented that next time they would like to
involve more staff in the actual drafting of the plan, as this time
the writing of the plan had been solely by senior teachers. This
was supported by views of other staff in these schools. For
example, in one school where staff were not involved in initial
discussions about the content of the action plan, a deputy head
felt the action planning process would have been better if it had
been more like the usval approach to school development
planning, where a ‘bottom-up’ approach was used.

Where staff had been involved in the initial discussions
concerning the action plan, headteachers emphasised how
important they felt this had been. In one school where
brainstorming sessions were used, the headteacher believed
this had been very successful in generating good ideas through
an energetic and enthusiastic staff. In another school where a
whole-staff approach had been used, the headteacher had decided
not to restrict discussions to more senior teachers, even though
time was pressing, because she felt that it was more important
to consult with the whole staff. This is the challenge of action
planning for schools: to find a balance between wanting to
involve all staff in discussions on one hand, while keeping such
discussions manageable and being able to fit them into a
realistic time schedule on the other. The issue of timescales was
often mentioned in interviews and is discussed more fully later
in this chapter.

What do teachers get out of action planning?

Interviews with teachers revealed that
where they were involved in action
planning, they generally found this to
be a very useful experience. The
following reasons were commonly
mentioned:

® Itincreased teachers’ general awareness of what would be
taking place in the school in the short and long term.
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e Some teachers indicated that being involved early on with
the action plan had a bearing on their interest in
implementing the plan later on.

e Some teachers suggested that involvement in planning
contributed to a sense of belonging to a team. This was
particularly the case in one school where a poor inspection
report had the effect of galvanising teachers into setting up
an action-planning group consisting of teachers and
governors which took the lead in developing the action
plan.

e Involvement in action planning provided teachers with
broader perspectives on teaching than usual, which many
found helpful.

® For some teachers, it was an
opportunity to put forward their
views and be involved in decision
making, when they would not
normally have done this.

e Some teachers had chaired special

meetings and working groups in
the action-planning process, sometimes enabling them to
increase their profile within the school and broadening
their experiences.

e Working together was also mentioned as leading to grearer
communication within a school.

Governor involvement in action planning

Governors are officially charged with
responsibility for drawing up a school’s
action plan. However, as lay people,
they may not consider themselves to
have the necessary knowledge or
expertise in educational matters to
participate fully in drawing up the
action plan. To a large extent,
governors will look to the senior managers of the school for
leadership and guidance.

Nevertheless, on the whole, discussions
with governors who had taken part in
drawing up the action plan in their
school found that they and their
colleagues had been happy with their
involvement in the planning process.
In particular, one of the rewards of
involvement was a sense of
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-participation as well as increased knowledge and understandmg
of why certain action was taken in the schoo] L

Overcoming governors’ lack of expertise

In nearly all the case-study schools, governors played a
considerable role in action planning. While several of the
governors who were interviewed described themselves as ‘lay
people’, and expressed concerns about their ability to contribute
to the action planning process, the headteachers in these schools
felt that their involvement had been very worthwhile. Indeed,
some of the headteachers and teachers interviewed felt that they
had benefited from governors” lack of educational knowledge
because it made them examine fundamental objectives within
their school and heiped them think more clearly about addressing
the issues. Also, some interviewees spoke of the benefit of
governors’ wider expertise as complementing the curriculum
knowledge of teaching staff. The following examples help to
illustrate how two schools approached governors’ lack of
educational experience and overcame their hesitation to
participate in the action-planning process.

¢ Fostering positive attitudes towards governor involvement

Establishing an environment where governors do not feel afraid
to ask if they do not understand is essential in encouraging
governor involvement, as illustrated in the experience of one
primary school in the study. Here, the chair of governors
explained that lack of educational
experience did not prevent people from
participating fully in the initial
discussion of teachers and governors.
The parent governor in this school
confirmed that the attitude of teachers
towards the governors enabled them to
ask very basic questions without feeling
embarrassed and commented that
although in her view she had not
contributed significantly to ideas for the action plan, she had
greatly appreciated being involved in the initial brainstorming
evening and at all times had been made to feel welcome and as
significant as any other participant.

¢ Delegating specific tasks to governors

If governors are uncertam as to how they can contrlbute to
action planning and equally look to the headteacher for
leadership, headteachers can make the most of this by isolating
specific tasks that governors might like to be involved in, which

3
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would also free up staff time to
‘concentrate on key issues relating to
the curriculum. For example, if there
are key issues for action relating to
aspects of health and safety, governors
could take responsibility for drafting
this section of the action plan,
particularly if a governors’ health and
safety subcommittee or premises
subcommittee already exists. An
effective way todothis is toencourage
governors to help by suggesting aspects
in which they might become involved.
For example, in one case-study school
2 the headteacher presented governors
with the draft action plan, but had left parts deliberately blank
in order to encourage them to volunteer their services. He felt
this had been a positive approach to getting governors practically
involved in a specific aspect of the action plan.

Time factors and action planning

az2

Regardless of whichever methed was
chosen to draw up the action plan,
there was one difficuity experienced
by all case-study schools: the pressure
of time. This was mentioned repeatedly
by various interviewees in all schools.
It was generally felt that the timescale
of 40 days in which schools had to
produce their action plan, was unrealistic, bearing in mind that
discussions and drafting of the plan took place in addition to
normal school activities.

As reported earlier, time constraints were sometimes cited as a
reason for not being able to involve all staff in initial discussion,
an approach which some headteachers said they would want to
take in the future. Where this did take place, interestingly, the
drafting had to be divided between the headteacher and deputy
head despite wanting to involve others at this stage.

Another aspect relating to time was
that in nearly all schools, action
planning tock place in individuals’
personal time, in addition to normal
duties. Due to the cost of supply cover
and lack of non-contact time, most
meetings took place after school. Not




DRAWING UP THE ACTION PLAN

surprisingly, this put additional strain on those involved and
made it harder to focus on such a major task.

With the benefit of experience, some headteachers felt that it
would have been a good idea to have saved up and used
consecutive staff development days for action planning, instead
of holding initial discussions and brainstorming sessions after
school. They felt this would have facilitated wider staff
participation, better concentration and, argued one deputy head,
staff would have been more motivated if these had been organised
as soon as possible after the inspection.

Advice and support for action planning

Some schools chose to approach local authority advisory services
or external consultants for help in action planning. In these
schools, most of the advice and supportreceived was in the form
of discussions which were mainly used to:

e clarify the meaning of the key issues for action in schools’
inspection reports

¢ help senior management to develop ideas to address the key
issues and move the school forward

e discussrealistic timeframes for implementing the strategies
identified in the school’s action plan.

Usually, headteachers discussed these issues with the school’s
link adviser/inspectorin their LEA, although some headteachers
had discussions with the chief inspector in the LEA, others
sought the advice of external consultants (ex-LEA) and one
headteacher of a grant-maintained school discussed the school’s
action plan with an adviser from a neighbouring LEA.

In a few schools, the LEA adviser had more direct involvement
in the action plan. Inone school, the adviser was present during
the oral feedback from inspectors and also acted as a neutral
chairperson in action-planning meetings. In another school, the
LEA inspector had a major role in planning, coordinating and
participating in a brainstorming evening for staff and governors
to discuss the action plan.

Local authority advisory services and external consultanis
could also be used to provide support in more specific areas

during the action-planning process, as was found in some of the
case studies:

e training courses on action planning — either general courses,
or specific sessions on-site for governors and staff
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e documentation on action planning, including examples of
formats of action plans .~

e comments on drafts produced.

Perhaps a less obvious source of advice and information on
action planning is from headteachers who have already been
through the process themselves. They are in a position to draw
upon their own experience of planning and the benefits and
disadvantages of particular approaches. One of the headteachers
interviewed did just this and found itto
have been a valuable experience. In
his particular case, a group of local
headteachers got together informally
and talked about their OFSTED
experiences to headteachers who had
not yet been inspected.

Some headteachers mentioned that,
with hindsight, they felt they would
have benefited from speaking to
headteachers of inspected schools
before they started their action
planning.

Drawing up the action plan is inevitably time-consuming and
can be something of a challenge. The following points might
help you to think about what approach would best suit your
situation.

Consultation with teachers and governors

(I Have you weighed up the advantages and disadvantages of
involving as many teaches and governors as possible in
consultation over the plan?

L Can decisions taken to limit the number of people involved
be justified? Is saving time the only consideration? Are
there potentially longer-term benefits of involving more
people that override the time factor?

O Do some teachers have a disproportionate level of input

into the plan compared to others? Are there good reasons
for this? '
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-8 - Are junior teachers being adequately consulted? : Do they
feel they have “ownership’ of the plan or do they see it as a
senior management document? Are you -aware of how
teachers feel about the level of their involvement?

3 Have governors been given the opportunity and
encouragement to participate in early discussions? Are you
intending to bring them in only to ‘rubber-stamp’ decisions
at a later stage? If so, why?

@ Could the need to draw up an action plan be a useful
opportunity to discuss with the governing body their level
of involvement in school management generally?

0 Are there specific areas of the plan that could be drafted by
a governors’ subcommittee rather than by teachers? If so,
how are you going to approach this? Do you expect them
to volunteer? How might they be encouraged to become
more involved?

Time factors

3 When are action planning meetings going to take place?

O Would it be possible to use development days to discuss
ideas for the action plan?

@ Can you afford to purchase external supply cover to allow
some teachers to work on the action plan during school
hours? Are there alternatives, such as teachers providing
classroom cover for each other? What would be the
repercussions of this?

Advice and support

0 Would it help to discuss your plan with member(s) of the
LEA advisory team? If so, at what stage would their
involvement be most useful?

3  Would it be useful fo have other external comments on the
plan before it is finalised, e.g. from staff from schools that
have experience of drawing up and implementing an action
plan?
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6. FORMAT AND CONTENT OF THE

ACTIONPLAN

Action plans are the main tool for development after an OFSTED
inspection. Itis therefore important that the action plan should
be a working document that will guide the school’s development
in response to the inspection report — a clear, concise plan that
can be referred to at a glance, from which it is explicit what will
be taking place in the school, who has specific responsibility for
an area and when it will happen. This chapter focuses on
various components that go to making up a good action plan.

Official guidelines

Circular 7/93 recommends particular criteria which schools
should include in their action plans:

e the specific action to be taken under each key issue

e personnelresponsible for specific action should be identified
e setting target dates for action points.

e resource implications of implementing the action plan

e success criterid for each action.

Therevised Framework for the Inspection of Schools (OFSTED,
1995a) introduced modifications in the reporting of key issues,
stipulating that these should be ordered in priority of importance
in improving pupils’ attainment. These changes should assist
schools inspected under the new framework, by helping them to
determine the scale of work to be undertaken, and in drawing up
a timetable for improvement. The new framework was
introduced after the case-study schools in this study were
inspected.

Setting clear targets

36

To derive the maximum benefit from the action plan and its
implementation, it is important for schools to be absolutely
clear about what they are trying to achieve. This means not just
responding mechanically to the statement in the inspection
report. They need to spend time thinking about why the key
issues need addressing and how doing so will benefit pupils’
education.
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One of the ways that some of the case-study schools did this was
to identify what objectives lay behind each of their key issues
for action. Once the objectives were clarified, it was easier to
itemise the actions or tasks that were necessary in order to fulfil
them.

By analysing the key issues for action in this way, they were
able to draw together a common goal in what were on the face
of it separate tasks. The terminology varied between schools,
sometimes appearing as an ‘objective’ in the action plan and
sometimes as a ‘desired outcome’. Also, some schools identified
specific tasks first, showing what the overall objective for these
was, while other schools described the overall objective of the
key issues. However, the result was much the same: key issues
for action had been analysed in terms of goals that the school
was seeking to achieve for its pupils. The following two
examples illustrate two different approaches to analysing key
issues for actions:

Example 1: A school that identified a desired outcome for each key issue

Key issue: . The school should further develop the management of the school
by governors and senior staff to bring about more effective and
- more comprehensive curriculum development.

Desired outcome: = The governors will be fully aware of therr roles and responsibilities. In
- particular with the senior management team they will have a greater
- role in the strategic planning and overall direction of the school.

Through the established committee structure, the governors will be
i able to make informed decisions on curriculurn development and other
i whole-school issues.

This will help foster the partnership between the wider community and
. the school.

Example 2: A school that chose to include both an aim and objective for each key
issue, before itemising the specific action this would entail

Key issue: . Review planning systems to ensure that all staff interpret them in
i the same way and define more precisely what children are to
. learn.

. To review existing practice and build on strengths within medivm and
- daily planning.

Ubjective: Review collaboration policy.

Define more clearly learning outcomes in daily planning,

| Help children to understand the purpose of their learning,
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Success criteria

‘The objective, or desired outcome, is of course closely linked to

the success criteria a school may identify in their action plan as
a way of monitoring subsequently whether implementation of
the action has taken place. Indeed, some schools used their
‘desired outcomes’ as both their objectives and as their success
criteria.

However they are presented, success criteria are a crucial
component of any good action plan. However, the difficulty
with success criteria is in determining whether or not they have
beenmet. Is it possible to measure successful implementation?
In many cases it is certainly not easy because the success
criteria are necessarily subjective. While subjective judgements
will inevitably play a part in gauging success, where possible,
schools should try to think of an objective way of assessing
whether the objectives relating to a key issue have been
implemented. Two case-study schools (both secondary) had a
key issue that concerned raising the standards of education and
achievement of pupils in their school. However, there was a
striking difference in the success criteria each school identified
in its action plan to measure whether standards of teaching had
been raised — see examples 3 and 4.

Example 3: A school that specified quantifiable objective indicators of success

Key issue:

The school should take steps to raise the standards and the
quality of education for pupils of less than average ability

38

Sucess criteria:

Any future inspection will identify the quality of teaching as
satisfactory or above in 90 per cent of lessons observed.

The quality of learning will be identified as satisfactory or above
in 90 per cent of all lessons observed in any future inspection.

The standard of achievement will be such that there will be a five

per cent increase in the number of pupils gaining five A-C grades
at GCSE in 1996 and a further five per cent increase over the
following two years.

There will be an increase of one point in the overall A-level grade
score by students in 1996 and a further one point increase in the
next two years.

The level of achievement of pupils with special educational needs
will be raised in line with the stated schoo} SEN policy.
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Example 4: A school that identified subjective success criteria

Key issue: . Develop more precise management strategies for raising
o expectations and standards of achievement throughout the school

Sucess criteria: Better match of expectations between home and school.

Improved pupils’ self-esteem.

Consistent application of standards among teaching staff.

Breaking down key issues

Schools should aim to itemise specific tasks or strategies that
they will use to address each key issue. By doing this, key
issues will be more manageable and should enable all those
involved to see exactly what action will be taking place. Again,
the value of taking time to discuss the specifics of what action
will actually be taking place must be emphasised. Some case-
study schools had already had initial discussions in working
groups on particular key issues as part of the action-planning
process, and so were much more specific about what action
needed to be taken to move the school forward (Example 5).

Example 5: llustrating the large number of detailed actions that were identified to
addresss one key issue

Key issue: fmprove the quality of classroom management, planning and

teaching in some classes, most particularly in Years I and 2 and
in some classes in the juniors

Reorganisation of staff and classes, reverting to one-form entry »
extra welfare support.

1nset training on classroom organisation 4.9.95.
Policy drafted. Policy written and in operation.

Curriculum policies. Schemes of work. LEA initiative with regard to
Dearing.

Teaching and Learning policy written and in operation.
Set up common planning processes and review.

SMT monitoring practice,

Policies agreed and published.

Implementation of new curriculum.

Professional development training for all staff. Linked closely to key
issues S and 7.

*  The action plan included other components such as completion dates, personnel involved;

monitoring strategies, ete. These have not been included in this example.
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Ouftifning who will be involved in addressing key issues

Timescale

It is important that each specific task in the action plan has a
designated person(s) who will be involved in implementing
specific tasks in the action plan. Some schools preferred to
name the person who would have overall responsibility for
making sure a particular action was taken, under the heading
‘person responsible’. Where possible, schools should avoid a
‘top down’ approach to disseminating ideas and suggestions for
good practice, and consider adopting a more whole-school
approach to introducing change in current practice.

It is important that schools decide upon a realistic timeframe in
which they will be able to implement the key issues in the action
plan, bearing in mind that certain key issues can be implemented
in a relatively short time, whilst others may take a number of
years before all aspects have been addressed satisfactorily.
Again, having a clear idea of exactly what action will take place
to address each key issue will help in calculating how long it
will take to implement the various aspects of the plan. This in
turn will enable schools to decide on when certain action should
take place, and how it fits in with what else is being addressed
in the schooi at that time.

it may be the case thata particular key issueis better implemented
over an extended period of time in order for the school to derive
maximum benefit. For example, the key issue in one school’s
inspection report was ‘fto improve the provision of physical
education for all pupils and to take steps to raise standards in
this subject, particularly at key stage 2°. After considering the
various aspects of PE that they felt should be addressed, and
having spoken to their LEA adviser, they decided that this issue
would need four school terms to really give it the attention it
needed to ensure improved standards in the long term. In this
way, they were able to implement the issue in detail and to great
effect. '

Prioritising key issues for action

40

Several headteachers commented on the importance of
prioritising key issues and tasks at the outset of implementing
the action plan.! Although different factors had been used by
schools to decide on the order of priority, the overriding

The revised OFSTED Framework for the Inspection of Schools requires
inspectors 1o list key issues for action in ovder of priority in their
inspection report.
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impression was that when it came to actually implementing the
action plan, having an order of importance and an agreed pace
of implementation made it much easier to begin putting the plan
into practice. ' S

Some key issues will inevitably take longer than others to
implement because of the their very nature. Also, in reality,
complete implementation of the plan may not be achieved for a
number of years as teachers need to absorb recommendations
fully and make them part of their everyday classroom practice.
Therefore, it makes sense to think about the different timescales
needed for each key issue, and plan to address these in an order
that will spread the workload for everyone involved and
maximise energy and effort on each key issue as it is addressed.

Schools may wish to consider the following approaches used by
some of the case-study schools to decide on the order of
implementation of key issues in their action plan.

¢ Simplest first approach. Start the implementation process
by working through the most straightforward key issues,
i.e. those that can be addressed quickly, easily, cheaply or
with the need for little or no consultation (e.g. health and
safety issues). However, a cautionary note should be added
here, since obviously the very key issues that are more
challenging may well be ones that, once implemented, will
have the greatest benefit on the education of the children in
the school.

¢ Existing priorities from the outstanding SDP. Start by
addressing those key issues that relate to ongoing areas for
improvement as identified in the school development plan.
Key issues thatreflect the staff’s own interests and priorities
are more likely to be tackled enthusiastically and with
commitment.

¢ Look for logical progression and linked key issues. The
key issues for action may suggest a logical order in which
they should be addressed. For example, a school may
decide to work on akey issue intended to improve curriculum
planning at the same time as an issue to improve the quality
of teaching, as the first issue may be so interwoven with the
other as to render them difficult to tackle separately in any
case. A key issue concerned with assessment could follow
at an appropriate time after.

¢ Some key issues were found to require work in the short,
mid and long term. Insome cases, schools may find it more
useful to devote several terms to just one key issue, This
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may be because there is so much work to be done on it, e.g.
gathering information and advice from external sources or

- revising detailed schemes of work, or because the whole
staff needs to be involved, e.g. in peer observation,
departmental meetings or INSET.

Costing resources

Time spent thinking through what resources will be required to
implement each aspect of the action plan, and costing these
resources, will enable schools to plan how to spend their school
budget, and decide whether they will need to prioritise spending
on certain items in favour of others.

As well as material resources such as text books and equipment,
practical resources should also be listed. These may include:
e development days

e LEA adviser time

e supply cover

e external professional development

e staff time for meetings

e individual staff working on specific tasks

® governor meetings

e secretarial and ancillary time.

Several case-study schools identified the cost of resources. To
some extent, the level of detail achievable depended on the
particular key issue. However, as the following Example 6
illustrates, at times it was possible to itemise all probable
expenditure, with the source of funding.

Example 6: Showing how one school not only specified the amount of funding
needed, but aiso identified the source

Key issue: . The school should review the structure and organisation of
i classes for pupils in Y9 and at KS4 with a view to ensuring
i equality of access in the curriculum for all pupils.

Resources: 1. Additional course material
: for Spanish £1500 School budget

. Supply costs for staff visiting other
institutions and for investigation £600 GEST

. Time to investigate options
and banding 20 hours Directed time

. Time to investigate underachievement
and develop strategies © d4hoursx4  Directed tine
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A summary of the action plan

A summdry document or tlmetabic of actlon w1ll prov;de an
immediate indication of what action will be takmg place over
the given period of implementation. The summary is intended
to present information in such a way as to enable people to know
what is happening in the school at a glance. Details relating to
personnel involved, resources needed, monitoring and success
criteria should not be included in the summary. The following
examples overleaf, from two case-study schools, show how this
can be presented.

Animportant advantage of creating this type of summary of the
action planis thatit helps in highlighting any potential problems
with the overall timetable. For example, it may not have been
realised that important deadlines for several key issues all end
during the same term. If these key issues are the responsibility
of the same members of staff, this can be particularly difficult
to manage, but even if different members of staff are involved,
it might be worth reviewing some of the timetabling, to allow
for the possibility that other members of staff will need to
become involved, either through expertise, time pressures or
staff absence.
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Format

Content

In both phases of this research, it was evident that many
schools would have welcomed advice about the format of
their action plan. For some, deciding on this wasted
valuable time. From the case-study interviews and analysis
of more than 170 action plans, it appears that the following
headings ought to feature if your plan is to be as useful and
practical as possible.

= Key issues for action (from inspection report).
¢ Aims or objectives (relating to each key issue).
* Action points (relating to each key issue).

= Lead person responsible for implementation of each
aspect.

e Other personnel involved in implementation.

= Timescale for implementation of each action.

* Resources needed: practical, material, cost, staffing.

* Success criteria for each action.

¢ Monitoring: roles and responsibilities.

If you do decide not to use some of these headings (or

similar ones), is it likely to affect the outcome, in terms of
implementation?

Have you drawn up a summary of the action plan? Would
a summary serve as a reminder to teachers about what is
supposed to happen and when?

Have you spent time in groups or as a whole school
analysing the key issues for action, particularly those that
are complex, or over which there has been some dispute?
(See Section 2 of Appendix 3.)

Have school governors been involved in this discussion? Is
their perspective on the key issues for action different? Has
this been resolved?

Have you identified clear objectives arising under each key
issue for action?

Have you prioritised your key issues for action?
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48

D

_Are you satisfied that the prioritising has been done with

“sound educational reasonmg? How does the order of

priority relate to existing priorities in your school
development plan?

Have governors been involved in discussions relating to
prioritising? If not, are they happy with your suggestions?

Do the deadlines identified in the action plan appear
reasonable? Is the work spread appropriately over several
terms/years? Do any of the key deadlines come together in
one term? Would this be difficult in terms of time or
resources? (A summary timetable may help to identify
potentially difficult periods.)

How are you going to handle the link with the school
development plan? Will there be two documents? What
will happen to the priorities in the SDP?

Success criteria

W

Your plan needs to include success criteria for each key
issue or action. Without them, it is more difficult for those
monitoring implementation to establish if the plan is being
carried out. You might find it useful to consider the
following issues when deciding on success criteria:

¢ Are most of your success criteria ones that can be
measured?

¢ If not, are there any measurable criteria that could
possibly be identified?

* Whatarethe implications of having measurable criteria?

Costing out the action plan

W

You need to think about what the cost implications of your
plan will be. Try to answer the following questions:

¢ Have resource implications been sufficiently itemised
in the plan?

* Are they realistic? Do you have the resources to
implement the plan?

*  Whatare you going to do aboutkey issues for action that
you can’t address for resource reasons? Could they be
deferred until the next financial year?

* Have all resource implications been considered, e.g.
INSET, supply cover, staff time for meetings, governor
training, secretarial and ancillary staff time?

* Have you considered prioritising key issues in relation

toresource implications? What would be the educational
implications of this?
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7. IMPLEMENTING THE ACTION PLAN

Between six months and a year on from inspection, virtually all schools
had, atleast, begun to implement most of their key issues. About a quarter
of schools had gone a good deal further, and had substantially implemented

more than half of their key issues.

Source: Planning for Action, Part 1: a Survey of Schools’ Post-inspection Action
Planning (Maychell and Pathak, 1997).

Once schools have drawn up their action plan and sent it to
OFSTED, there may be a feeling that the inspection process is,
atlast, completely over. While in one sense this is true, the real
work is in fact only just beginning, because schools need to set
about implementing the plan without delay. Many of those
interviewed, in particular parent governors, expressed concern
that children in the school were not getting the best from their
education while shortcomings identified in the inspection
remained outstanding. There can be no doubt that some key
issues for action are easter to tackle than others, but what are the
overriding factors that facilitate the implementation stage?
What are the factors that impede the process?

The case-study interviews with headteachers, teachers and
school governors, revealed that a number of key elements
greatly influenced how successful the school was in
implementing the action plan. These were:

e the views of teachers and governors towards the inspection
findings and the need for change

e the complexity of the key issues and the need to prioritise
e theadvice, support and training, that schools could draw on

e schools’ resources: staffing, financial and material.

The influence of each of these elements is explored in the
sections that follow.
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Teachers’ and governors’ commitment to change

Headteachers said that the most important factors facilitating
implementation were the commitment of the people involved and an
understanding of the issues/process of action planning prior to inspection.

Source: Planning for Actien, Part 1: a Survey of Schools’ Post-inspection Action
Planning {Maychell and Pathak, 1997).

Headteachers interviewed as part of the research often mentioned
how important the involvement of various personnel had been
in the implementation process. In particular, several
headteachers commented that the commitment of teachers and
governors had been a crucial factor in the extent to which key
issues for action had been addressed successfully.

Teachers’ commitment to implementing the action plan

Schools where teachers were said to have shown greatest
flexibility and loyalty to the demands of the action plan were
those where they felt a distinct ‘ownership’ of the plan, where
they accepted inspectors’ recommendations and could see that
there would be improvements as a result of implementation and
where there was a sense that everyone in the school was
working towards a common goal. In the main, this was usually
the outcome of a sense of working in a team, both at the outset
of action planning and during the process of implementing the
plan. Asaconsequence, it was often the case that teachers were
prepared to undertake additional responsibilities to implement
the action plan, even where implementation meant forgoing
previous priorities for development decided by the school
before the inspection, or where initially they had not agreed
with key issues identified by the inspectors.

What can schools do to encourage teachers’ participation in,
and acceptance of, the tasks necessary to implement the action
plan? Drawing upon the experiences of the case-study schools,
the following suggestions should be helpful:

¢ Involve teachers in the initial action-planning process.
Teachers who had been involved in the process of drawing
up the action plan, whether in discussions or writing the
plan, had a stronger feeling of ownership of the plan, and
were more prepared to invest energy and enthusiasm during
the implementation stages because they had a good
understanding of the potential benefits to pupils once the
plan had been implemented.
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-4 Invelve ‘teachers in making decisions about
“implementation of the plan. Teachers’ attitudes towards
implementation also seemed to be more favourable where

‘the headteacher had taken a consultative approach to
implementation — where teachers were involved in making
decisions, where they took part in drawing up or amending
policies that would affect them in future — i.e. where
implementation did not have a solely ‘top-down’ approach.

& Acknowledge teachers’ dedication and hard work. Where
possible, headteachers acknowledged the commitment and
additional work pressures on individuals by giving them
some non-contact time to address aspects of the
implementation process instead of these tasks always having
to take place in addition to classroom teaching. In addition,
a small number of schools were able to reward individuals
with additional responsibility points for their involvement
in specific areas of the action plan.

Governors’ participation in implementing the action plan

In some schools, governors were found to have played an
invaluable role during the implementation of the action plan.
Several headteachers commented on how helpful their governors
had been, not only in terms of providing moral support or
allocating additional resources for implementation, but also in
terms of taking responsibility for carrying out the actions
associated with addressing certain key issues. In some cases,
due to the way the school usually operated, existing governor
subcommittees took responsibility for aspects of the action plan
that were linked to their existing remit, for example, issues
related to health and safety issues or the school budget. However,
that is not to say that governors were always consigned to key
issues that did not have an educational focus. Several case-
study schools set up working groups involving both teachers
and governors, charged with drawing up or revising curriculum
policies. Some governors felt somewhat uneasy about the
contribution that they could make, being lay people in a specialist
group. Yet in other schools, both teachers and governors felt
that the process of being involved in such discussions had
moved them forward in terms of their understanding of the
educational issues involved and therefore had enhanced the
potential contribution that they could make to the school in
future. So what can schools do to maximise the involvement of
governors in implementing their action plan? A two-pronged
approach is likely to be most helpful:
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.Grive governors responsibility for implementing any ‘non-
educational’ key issues for action. These might relate to

purely administrative tasks, or to skills they have in their
own working life, e.g. finance, management. This enables
the headteacher and teaching staff to focus on more complex,
curriculum-oriented key issues.

Maximise the free resources that governors can offer —
their time, encouragement, willingness to be of service.
The previous point notwithstanding, every effort should be
made to see the governors as a resource that requires
training to maximise the full potential to the school.
Governors ought not to be confined to the limited ‘lay’ key
issues that might come up from time to time in inspection
reports. After all, OFSTED gives them the responsibility of
drawing up the plan and seeing that it is implemented.
{Chapter 5 addresses this aspect in greater detail.)

Investin training. Governors often lack confidence when
dealing with educational terminology and issues. Could
any teacher INSET occasions be opened up to include
governors? Could teachers provide one-off talks on aspects
of the curriculum at governing body meetings? Could these
be offered more widely to parents as a way of helping them,
too, to understand what the school is aiming to do and how
it tackles the teaching of various aspects?

Involve governors in monitoring the implementation.
Where success criteria had been identified in the action
plan, several case-study schools found that governors
fulfilled an extremely useful role in visiting the classrooms,
observing lessons and talking to teachers about the changes
that had taken place as part of the implementation process
(see Chapter & for more details).

Complexity of the key issues

The very nature of certain key issues for action was itself
sometimes a factor hindering implementation. Key issues that
were easy to implement did not require too much input in terms
of staff time and/or school resources. However, several schools
found that some of their key issues were extremely difficult to
address for some, if not all, of the following reasons:
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complex issues involved, requiring a good deal of discussion,
planning and time for implementation to occur

elapsed time necessary to assess whether the action taken
was going to result in a successful outcome
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e difficulty in identifying objective, measurable success
. .criteria, resulting in problems monitoring whether
-~ implementation has occurred. .

(Chaptér 6 looks at some of the issues relating to prioritising
‘easy’ and ‘more challenging’ key issues.)

Advice, support and training

Training and advice on implementing certain aspects of the
action plan were said to have been an important factor in
schools’ progress on implementing key issues. In the case
studies, in general, there was nearly always some aspect of the
plan that required INSET, either on an individual or group
basis. Advice from advisers or fellow practitioners was also
considered to be of great use in evaluating a school’s choice of
specific methods to address key issues.

Schools may wish to consider the following forms of training
and advice used by interviewees in the research, which were felt
to have been very helpful in implementing key issues.

¢ Whole-school INSET using development days. This can
be a very effective method of bringing together the whole
teaching staff (and governors if applicable) and using this
time to either receive training from an external agency,
develop policies or discuss practical ways ahead on a
specific key issue. This is a good way of working in a team,
helping people accept and understand changes taking place
in the school and gathering input from everyone who will
be involved in putting the key issue into practice. For
example, one school used a development day to focus on
aspects of classroom management and planning, which was
one of the key issues in their action plan. Part of the day was
spent discussing ideas for a new policy on classroom
management and planning, while the rest of the day was
given over to practical sessions where the teachers went
into classrooms and looked at ways in which the rooms
could be better organised to aid classroom management.

¢ INSET provided by the LEA. Where available and
affordable, this is a valuable form of training, as it can be
tailored to the school’s particular needs.’ In addition, the
LEA might treat the request as a priority if the training need
arises from a Key issue in the report. Also, schools might
be able to use the weight of the key issue to gain a place on
a heavily subscribed LEA course, as was the situation in
one case-study school.

¥ Since these schools were inspected, new procedures have been introduced

regarding the reallocation of GEST funding to inspected schools.
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Resources
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‘Advice from the LEA. Schools may be able to approach
LEA advisers (or ex-LEA advisers who may offer help on
a consultancy basis) for advice on areas of the action plan.
This could take the form of one-off advice, for example to
ask the adviser’s view of the school’s new approach to

- ‘assessment practices, or development work on a more long-

term basis. One case-study school was fortunate enough to
be offered the chance to take part in an LEA initiative on
curriculum planning that was taking place at the time. This
meant that LEA advisers worked alongside teachers in
bringing the school’s schemes of work in line with the
National Curriculum. This was of great help to the school,
as schemes of work had to be addressed as part of one of the
key issues in the action plan.

Advice from other schools. It can be very helpful to draw
upon the experience of others when implementing certain
key issues. For example, before introducing a change in
current practice, it could be useful to get in touch with a
local school thathas been praised in its inspection report for
their approach to this area. As was the experience in one
school, it may be possible to arrange visits for senior
management or coordinators to visit their counterparts in
other schools in the area to discuss the advantages and
disadvantages of adopting specific practice.

Inevitably, there were resource implications from at least some
of the key issues for action in each of the case-study schools.
These included: financial resources; material resources (e.g.
books, equipment); and staffing and logistical issues (e.g. staff
needing time off for meetings, supply cover, INSET). A range
of strategies was deployed to address these needs.

.4

Saving money the year prior to inspection. Knowing that
the inspection was coming up, one school set aside money
in its budget over two consecutive years to allow resources
to be deployed on areas of need identified in the inspection.
This provided a secure basis on which to begin action
planning, knowing that the resources needed would be
forthcoming.

Focusing on existing SDP priorities that have already
been allocated funds. This can be a useful way forward for
schools if their SDP priorities overlap with inspectors’ key
issues for action. One case-study school took this approach,
though it was only partly financially motivated; they saw
their own previously identified goals as equally important
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1o those that arose from the inspection. However, it meant
that the resources and staff time needed to address that

 particular key issue for action had already been set aside,
~and they could reasonably defer other key issues until the

next financial year.

Using existing development days to tackle issues arising
in the action plan. This can be a useful strategy if time to
tackle issues, or getting staff together, is a problem. It does,
of course, mean that the schools need to plan the use of
these days carefully, and to know when the inspection is
going to take place. One school saved one of its development
days and timed it to take place immediately after the
inspection. They used the time together for debriefing —
coming to terms with the findings, deciding how they
would approach the action planning issues, etc.

Progress on implementation
L

Q

How do teachers and governors feel about progress on
implementation? Has it been too fast or too slow?

Are you happy that the implementation is taking place as it
was planned? If not, what factors have caused problems or
delays? What strategies could be used to offset these
difficulties?

Is the action plan a working document, i.e. is it used as a
planning and/or monitoring tool? Is it useful to SMT,
teachers and governors?

Are teachers being expected to implement the plan without
access to the support, advice and resources that were
originally intended?

Are teachers and governors feeling adequately rewarded/
appreciated for the extra effort that has been put into the
inspection and action planning phase?

Are modifications to the plan needed? When are you going
to do this? Who will be involved? When will governors be
consuited?
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- Outcomes of implementation - .

| E.l _Wh_ere.'imi)lémer:liatio'n..has taken place, have desired
-outcomes been achieved? Where applicable, has there been

a change in classroom practice? Has implementation made
any difference?

Do you feel that the inspection has led to substantive
improvements in the quality of the education pupils are
receiving? Is this a subjective judgement or are there
objective measures that can be identified?

Has drawing up and implementing the action plan led to
other improvements, e.g. teacher satisfaction, improved
involvement of governors? Before the next inspection
would it be useful to explore these issues?

If implementation of action points has not resulted in the
intended outcome, what should happen now?
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8. MONITORING PROGRESS

If schools intend to capitalise on the time invested in action
planning and on the additional workload of implementing these
action plans, it is vital to know whether agreed action is taking
place, that teachers understand changes in policy and, where
applicable, there has been a change in classroom practice.

This chapter begins by identifying the different types of
monitoring procedures used by schools, based on the experiences
of the case-study schools taking part in this research. The
following section discusses issues arising from these monitoring
strategies such as difficulties encountered and the practicalities
of involving various personnel in monitoring the action plan.
Examples of the most effective monitoring systems found in the
case-study locations are presented in the final section of the
chapter.

Allocating time to monitor

It is vital that schools are realistic about the level of monitoring
that can be achieved in the time available. Schools must
consider the time implications of the desired level of monitoring
and build in time for staff to assess what progress has been
made, whether this is through observation work or discussions,
Clearly, lack of time is a common difficulty in schools, and the
cost of supply cover means that this is often an unrealistic
solution to providing much-needed non-contact time.

In-depth monitoring can be a considerable burden, as was the
case in one school. A major focus of this school’s action plan
was classroom management, planning and teaching. To facilitate
implementation of new policies, in particular the teaching and
learning policy, it was decided that the deputy head would
observe classes to ensure that policies and practice were being
implemented. Senior staff agreed that
this would be a good way in which to
support colleagues — three of whom
had been identified by inspectors as
failing teachers — as well as keeping
them in touch with how teachers were
coping with putting policies into action.
However, in reality, the deputy head
found it very difficult to combine the
observation work with her other
commitments in the school. In addition
to her role as deputy head, which
included liaising with parents and being
in charge of the school when the head
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was away, she had several other areas of responsibility. She
was also supporting teachers in her capacity as special needs
coordinator, which, given a history of neglect in this area under
the school’s previous headteacher, took up a considerable
proportion of her time. She also had a tutor teacher role
supporting newly qualified teachers — three cut of seven of the
teaching staff fell into this category. She was the main teacher
to provide cover for absences within the school and, following
the inspection, there were numerous absences. Consequently,
she was unable to observe colleagues in the manner that had
been indicated in the plan.

One way some schools found to manage the additional workload
of monitoring was to share this responsibility rather than
allocating it to one member of staff. For example, teachers in
these schools often shared the responsibility for classroom
observations between them. Not only did this ease the pressure
of work on one individual but it also increased the awareness
and knowledge of a greater number of people in the school.
Staff spoke highly of the insightithad given them of colleagues’
classroom practice, and this had enabled further discussion of
ways of improving the quality of teaching and learning in the
school. In addition, to reduce the cost of supply cover, teachers
often covered one another’s lessons, enabling observation and
feedback to take place.

Keeping on track — formal procedures

58

Having a specific timescale of when particular monitoring
procedures will take place will increase the likelihood of this
monitoring actually happening. In addition, some case-study
schools found that where they had chosen an informal method
of monitoring their action plan, such as ongoing feedback from
departments, they would have preferred a more formal structure.
In one school, for example, the headteacher felt that formal
review dates for each particular target would help them keep on
track rather than the more general round of discussions and
consuitations that took place half-termly. The headteacher in
another school also commented that while their informal
mechanisms of reporting were taking place, she would have
preferred a more formal method of monitoring,

Knowing that you have to report tc someone external to the
school, such as governors or parents, was found to be an
effective check on progress. One head explained that writing
detailed reports to governors each term focused his mind on
what had been achieved in a term, and meant that he was alert
to developments that should be taking place in the coming term.
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Involving governers in monitoring

Governors need to be clear about the role that they will take in
monitoring progress on the action plan. As one parent governor
reasoned, there is a difference between getting involved in the
day-to-day management of the school and monitoring what has
been taking place over a given period of time. The value of
governors’ participation in monitoring was felt to be that they
could provide a form of ‘friendly pressure’ on the school to
meet targets specified in the plan because it was common
knowledge that they would be monitoring progress. The
application of such pressure should be supportive in manner,
non-threatening and not so that it would place the school or
individuals in a defensive position. Clearly, it would not be of
any benefit for governors or schools to instigate artificial
change for the sake of appearing to have met pre-agreed targets.

It is vital, then, that senior managers
set their own targets for implementing
key issues in their action plan, and are
not pressured by governors to set
timescales that are unreasonable.

Inevitably, there are some governors who will see the monitoring
process as an excellent opportunity for them to get involved in
the school. There will be others, however, who whilst keen to
support the school and take part in what is requested of them,
will be less confident about their ability because of a perceived
lack of educational expertise. Interviews with governors in the

; study showed that as with the drawing
up of the action plan, such individuals
felt that they were not knowledgeable
enough about the educational system
and could not therefore contribute fully
to what was being asked of them.

Examples of governor participation in the case-study schools
illustrated that governors do not have to rely upon headteachers
and senior staff for information on progress on the action plan.
Governors can, and should, be encouraged to find out how the
plan is being implemented for themselves. It was obvious that
some governors believed they could not do this as they did not
have the professional knowledge to evaiuate standards of
teaching or classroom practice. Clearly, evaluation of standards
should not be governors’ responsibility, but what governors on
subcommittees, working groups or as individuals can do is talk
to teachers, sit in on classes and look through pupils’ work to
gain a flavour of the developments that have taken place. They
can ask teachers what part they have played in implementing the
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plan, how developments have affected their practice, what
difficulties, if any, have arisen in working towards goals and

‘what improvements, if any, have been noticed. This was found

to be an important and valuable activity for both staff and
governors. It provided teachers with the opportunity to take
stock — to review and reflect on what implementation of the
action plan meant in practice. Such discussions also acted as a
reminder of what developments were taking place because of
the action plan and ensured that the plan itself remained a
working document.

Active involvement in the monitoring process serves to keep
governors informed about what is happening in their school and
can improve their knowledge and understanding of issues
affecting staff and pupils. Indeed, one head described it as a
form of ‘professional development’ for governors as well as
important for the monitoring of the action plan. In this school,
prior to the inspection there was a
pattern of governors coming in to the
school on a very informal basis, and
also more formal visits by governors
when someone would be nominated to
visit the school before the next
governing body meeting. However,
from discussion with governors, it was
apparent that they were not learning
very much about the school and classes,
even though they thoroughly enjoyed
their visits to the classrooms. It was
decided that the governors needed to
come into school with a focus, with a
specific brief in mind, and that these
visits would be tied in with the action
plan and what action was taking place
each term. Time was allocated for the
governor to meet with the relevant
subject coordinator to go through the
overall curriculum plan for that subject,
briefing the governor on relevant resources needed to deliver
certain aspects of the curriculum. The governor would then
observe some classes. It was not felt that governors required
any prior subject expertise. In contrast, the headteacher viewed
it as a way of increasing governors’ knowledge and expertise
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Monitoring strategies

In addition to identifying key personnel responsible for taking
the lead and/or ensuring that action under a key issue takes
place, schools will benefit from adopting a wider monitoring
policy that follows progress on the action plan as a whole,
keeping staff, governors and parents informed of changes
taking place in the school as a result of the action plan,
Monitoring should not be merely an administrative exercise —
active monitoring is a crucial indicator of whether what was
planned to happen is actually taking place, what difficulties
have been encountered in putting targets into practice, and how
people feel about any new approaches taken.

Schools can use an assortment of monitoring strategies —
nearly all the schools visited used a combination of at least two
different approaches. Monitoring within the school or by
governors was often complemented by reporting on progress to
governors and parents. The following section identifies several
practical approaches to monitoring and reporting, based on
practice in the schools visited. These are:

e headteacher/SMT reviews

s monitoring by subcommittees
e departmental monitoring

e classroom visits by teachers
e teacher sel{-assessment

® school visits by governors

® an external review.

4 Headteacher/SMT reviews

Some case-study schools reviewed progress on a half-termly or
termly basis, by setting targets for each term from the action
plan and school developmenti plan. At the start of the next term
or half term, developments would be noted, and new targets for
the period set. Most commonly, responsibility for monitoring
progress lay with headteachers or members of the senior
management team. However, in two of the case-study schools

{(both primary), subject coordinators reviewed their own targets
in this manner.
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A more effective method of reviewing targets involved wider
staff consultation. Through collective and individual discussions
with staff, headteachers and senior staff gauged the level of
implementation more accurately and gained an insight into
colleagues’ first-hand experiences of putting targets into action.
Discussions were found to be most useful when they focused on
specific policies, and coordinators or heads of department were
asked to provide an update on implementation of the action plan
in their subject area.

¢ Monitoring by subcommitiees

Where schools identified subcommittees of staff and/or
governors to take responsibility for deciding upon action for
particular key issues, these were responsible for monitoring
implementation in their given areas. Some subcommittees had
a calendar for the development of policies and changes in
practice for which they had responsibility, which were used to
review progress.

¢ Departmental monitoring

Headteachers of secondary schools sometimes chose to delegate
ongoing monitoring of the action plan to each department in the
school. Insuch cases, departments reviewed their own progress,
and that of other departments. Heads of department played a
key role in monitoring implementation of the plan through
departmental meetings, informal discussions and observing
classes to ensure that practice was consistent within and across
departments,

¢ Classroom visits by teachers

Although reviewing targets on paper provides senior managers
with an indication of how much of the action plan has been
implemented, it cannot provide them with a view of how it is
being implemented in practice. Clearly, if inspectors’
recommendations are to make a real difference to standards in
pupils’ education, it is important that implementation of the
action plan is not merely an academic activity, but that key
issues are adopted in practice, by all those affected.

Visits by subject coordinators or heads of departments to
classes to monitor specific aspects of teaching taking place
were felt to be an effective method of evaluating how
implementation was taking place in the classroom . Time
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allocated before and after such visits enabled the staff involved
to discuss the objectives of the lesson to be observed, the focus
of the monitoring, and to give feedback and advice following
the visit. In some cases, schools had drafted a document on
guidelines for such monitoring which acted as a prompt for
identifying good practice in aspects of planning, recording,
reporting and assessment, for example.

é Teacher self-assessment

On a more individual level, some schools chose to develop
teacher self-assessment as aform of review. Using this approach,
teachers were encouraged to reflect upon their own development
as aresult of implementing the action plan, and this fed into the
school’s appraisal programme. As schools became more aware
of individuals’ strengths and weaknesses, the action plan was
tailored to build upon and share good practice, and address
weaknesses, thereby raising the expectations of teachers and
improving the quality of teaching to pupils.

¢ School visits by governors

Some schools were successful in encouraging governors to visit
the school to talk to class teachers and coordinators/heads of
department about changes in classroom practice that had taken
place as a result of implementing the action plan. The primary
purpose of these visits was not for governors to make ajudgement
on the quality of teaching or learning, but to find out about
changes that had taken place in teaching, or in the curriculum,
from teachers themselves, and for teachers to have the
opportunity to review developments and discuss these with
someone who was not as closely involved in the school as they
were.

¢ An external review

External evaluation of schools” development by LEA advisers
or private consultants was found to be useful in some cases.
This was particularly so when it was felt that all key issues had
been substantially implemented, to gauge the impact of
implementation. On the other hand, some schools may wish to
seek an external opinion, having started to implement a particular
issue, to ensure that their approach is correct.
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Reporting progress
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- Once monitoring schemes are under way, schools should

consider how they intend to keep various groups of people up
to date on what developments are taking place in the school in
response to the action plan. Governors, parents and, perhaps
most importantly, teachers should be regularly updated on what
development is taking place in the school and the reascns for it.

¢ Reporting progress to governors

Headteachers commonly incorporated any developments on
implementation of the plan in their termly report to governors,
as part of their overall feedback on what had taken place in
school during the term. The detail of feedback given to
governors varied between schools. Some headteachers chose to
provide governors with an informal description of events, not
specifically focused on the action plan. Other schools used a
more formal, detailed level of reporting, where the headteacher
presented a detailed breakdown of developments on the action
plan. Where governors had taken part in monitoring through
involvement on subcommittees, the full governing body meeting
was felt to be an appropriate forum for them to share their
knowledge of implementation.

At times, it transpired that discussion on progress of the action
plan was taking up a disproportionate time of governing body
meetings. Where this was the case, in some schools, governors
decided to meet more frequently; in others, it was decided to
hold a more focused meeting specifically to discuss issues
arising from implementing the action plan. Rather than having
all governors present at this discussion, governors chose to
elect a small group who would meet to discuss progress on
implementation.

¢ Reporting progress to sfaff

Staff should also be kept informed of progress on the action
plan. In the case-study locations, this was achieved in a variety
of ways, in keeping with the usual lines of communication
within a school.

Most commonly, staff meetings were used to update staff on
developments in the school, and developments arising from
implementing the action plan were mentioned here, even if the
action plan was not specifically referred to. Some schools
chose to use departmental meetings or heads of year meetings
to provide feedback on progress to teaching staff. This relied
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" upon senior management updating heads of year and heads of
department, who then reported back to staff on perhaps a
‘weekly or half-termly basis. The depth of feedback to teaching
staff using this approach was reported to be variable, as it was
often dependent upon the interest and style of individual year
and departmental heads.

Some schools chose to use staff meetings as a more participative
forum, whereby working groups, departmental representatives
or subject coordinators updated staff on particular aspects of
the action plan that had taken place or would soon be taking
place.

In some schools, knowledge of what action was taking place
arose from informal communication and because all teaching
staff played an active part in implementation. Therefore,
teachers’ knowledge of implementation came from their direct
involvement in all aspects of the action plan. Discussions
highlighted the fact that this was more likely to be the case in a
primary school, where individual staff were involved in more
aspects of the school. In such schools, staff meetings took the
form of development sessions, and were used to discuss specific
elements of key issues, such as deciding on an assessment
policy, or determining what constitutes good teaching practice.
Additionally, where a school chose to devote, for example, one
term to the development of a specific key issue, or an aspect of
a key issue, then staff were more likely to be aware of what
progress was being made in that area.

Other methods of informing colleagues were regular staff
bulletins bringing them up-to-date with wider developments in
school, and more specifically those occurring in direct relation
to the action plan. Some schools also circulated, or pinned up
on a staff noticeboard, minutes of senior management meetings
or governing body meetings where progress on the action plan
had been discussed. Another method of updating staff was to
produce a revised action plan at regular intervals which
incorporated a summary on progress so far.

¢ Reporting progress fo parenis

Governors are required to make an annual report to parents
about progress on the action plan. Also, some schools used the
weekly or termly newsletter to notify them on developments
that were taking place related to the action plan. The newsletter
did not necessarily discuss the action plan in detail, but relating
developments to the plan served to remind parents of the
school’s commitment to improving standards of education and
achievement.
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What are ihe most effective systems of monitoring?

66

' .Varlous momtormg strategies have been discussed in this
‘chapter, and obviously schools should decide which of these

will be most appropriate to their particular environment.
Nevertheless, follow-up work in the case-study schools revealed
specific approaches to monitoring that were more rewarding
than other strategies. As reported earlier in the chapter, often
schools used more than one approach to monitor the plan, and
this appears to be akey element in the most effective monitoring
systems. The best monitoring schemes will demounstrate the
following characteristics:

& Monitoring is multi-layered and operating on several levels,
from SMT to classroom teacher.

@ Monitoring involves several members of staff and governors.

e Monitoring is not merely a ‘top-down’ administrative
exercise,

e The process of monitoring heightens awareness of the
action plan and maintains the momentum needed to
implement and accept targets.

e Monitoring stimulates open discussion of the impact of
implementation and sharing of experiences.

® Monitoring not only contributes to a wider understanding
of events taking place in the school, but increases
individuals’ self-awareness and reflection of practice.
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¢ Examples of good practice

The following descriptions are of two case-study schools where
monitoring was perceived to be particularly effective in practice
by staff, governors and the research team.

Example 1

Multi-layered strategies for monitoring implementation in one school served to
monitor closely how the action plan was being implemented and also to extend
communications within the school with the result that everyone was well aware
of what action was taking place and what the school was aiming to achieve. The
school used both formal and informal methods of monitoring progress and
updating colleagues on action that had taken place. The following systems were
used:

» The headteacher ser and reviewed targets for each term from the school
development plan and action plan. Subject coordinators would also be
monitoring their own termly targets in this way, using non-contact time.

" The headteacher monitored implementation of some key issues by informally
providing advice and support to staff, e.g. overseeing weekly curriculum
plans and suggesting improvements, thereby emphasising the standards
expected of staff,

Staff meetings were used to update staff on developments in school in
general, and also to focus on training needs identified in the action plan.

A variety of communication channels to governors kept them up-to-date on
progress:

- governors received notes of staff meetings, so they were aware of in
service training taking place and issues under discussion

governors were given a list of dates for staff meetings and encouraged to
attend them, particularly in relation to their individual curriculum
responsibility

individual governors visited the school at intervals to discuss with
coordinators what developments had taken place in the curriculum

governors were invited to attend presentations and displays occurring as a
result of implementing key issues in the action plan, e.g. reorganisation of
library space

Developments were mentioned in a weekly newsletter to parents.
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Example 2

In another school, monitoring of the action plan operated on several levels, with
governors, individual staff members and senior management all assigned various
responsibilities for overseeing development. Monitoring consisted of:

* The headteacher monitoring progress through collective and one-to-one
discussions with staff, focusing on the implementation of various policies. Fach
subject coordinator was asked for a review of implementation in their curriculum
area.

Timetabled classroom observations by different subject coordinators to monitor
work on aspects of the curriculum. These included pre- and post- visit reviews
between the coordinator and class teacher concerned, using diplomatic feedback
strategies outlined by the headteacher and deputy head. Observations were
facilitated by the use of a monitoring document developed within the school
which highlighted key areas for observation.

The headteacher compiling written reports for governors on progress on various
1ssues on the basis of the discussions with staff.

Governor subcomittees reviewing targets, progress and difficulties on the action
plan. The senior management team updated each subcommittee on progress and
targets via a written report. Each subcommittee then provided a written report to
the full governing body, who then sent minutes of their meeting to the LEA.
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Monitoring is animportant part of action planning, and probably
the one most easily overlooked. Unless strategies for monitoring
implementation of your action plan are builtin from the outset,
there is every chance that planned improvements will be
overiooked, delayed or indefinitely postponed as other
competing demands arise. What will be the repercussions of
this for the education of pupils in the school? What effect will
this have on the outcome of the next inspection in several years’
time? The following points should help to start your discussion
about monitoring your action plan.

a

Does the planidentify several tiers of personnel involved in
overseeing progress on the key issues (e.g. governors, class
teachers, SMT)?

Is there a clear timeframe within which monitoring will
take place?

Is the fevel of monitoring specified in your action plan
realistic? Does it take into account the overall timeframe
and teachers’ and governors’ other responsibilities?

How will teachers, parents and governors be updated on
progress made on the action plan?

Will external monitors, e.g. LEA personnel, staff from
other schools, beinvolved in overseeing implementation of
the plan?
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9. OUTCOMES OF ACTION PLANNING

¢ What are the outcomes of action planning?

¢ How far does implementing the action plan contribute to
improved standards in a school?

Almost all headteachers identified some positive outcomes from their
experiences of inspection and action planning. Only one in five
headteachers reported any negative cutcomes from the whole inspection

and action planning process.
Source; Planning for Action 1: a Survey of Schools’ Post-inspection Action Planning
{Maychell and Pathak, 1997).

On the basis of interviews in the case-study locations, the
positive outcomes of action planning would appear to fall into
two types: (1) those arising from the actual process of action
planning and (2) those arising from implementation of the
action plan. The following sections focus on each of these
outcomes.

What do schools gain from the whole process of
producing the action plan?

For many of the case-study schools, the actual process of action
planning was felt to have been a useful experience in itself.
Several headteachers and teachers mentioned that due to the
action planning in their school, teacher involvement in decision
making had increased, communications between teachers had
improved and individuals were more willing to share ideas on
teaching practice. In some schools, governors had increased
their participation in the school as a result of their involvement
in action planning. This was something that both school staff
and the governors themselves saw as very positive.

In a national survey, six out of ten schools had incorporated the action
plan into their school development plan.

Source: Planning for Action, Part I1: a Survey of Schools’Post-inspection Action
Planning (Maychell and Pathak, 1997).

Several headteachers found that as a consequence of preparing
their action plan, they had also improved their school
development plan and the process of long term planning in
general. The action plan was usually incorporated into their
school development plan, which resulted in improvements in
the format. Generally where this was the case, the development
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the format. Generally where this was the case, the development
plan was now more focused, staff knew exactly who would be
responsible for taking forward different areas of development
and there was a sense of greater openness and ownership of the
plan. Incorporation of the action plan usually resulted in a more
detailed outlook for the future than the previous school
development plan, which had commonly been concerned with
development over the coming year as opposed to the next four
years.

What improvements result from implementation of the

action plan?

OFSTED’s rationale for the production of action plans is that,
through their implementation, schools will improve the standards
of education provided to pupils. Clearly, the extent to which
standards have improved as a result of addressing key issues for
action will depend upon the timeframe involved. Not
surprisingly, several headteachers interviewed felt that it was
too soon after the inspection’ to tell whether there had been any
real improvement in standards of teaching, and particularly any
improvement in pupils’ achievement. However, some outlined
specific actions they believed would lead to tangible
improvements, for example, a better policy and improved
practice in assessment within the school, improved curriculum
planning or improved standards in the delivery of specific
subjects. Despite this, most heads found it difficult to say
whether there had been an overall improvementin the school as
a result of implementing the action plan. In some cases, they
were clear that there was certainly more discussion about good
practice in teaching, that teachers were more aware of what was
expected of them and that teachers had reflected upon their
teaching. It was hoped that these were indicators of
improvements in the quality of teaching; however, they felt it
was too soon to comument on whether this was actually the case.

Several interviewees felt that their school would have addressed
many of the key issues identified in their inspection anyway. In
some cases, they asserted that the inspection had actually made
little or no difference to priorities already identified by the
school, while in others, it had changed priorities which were felt
to have been more important. Also, where a new head had been
appointed, either just before the inspection or shortly afterwards,
it was difficult to establish the extent to which the direction
taken was aresult of the inspectors’ recommendations or due to
new leadership. If the inspection itself was felt to have been
particularly stressful or demoralising for staff, then this was
often felt to overshadow any improvements that had so far
arisen from implementation of the action plan.

' Interviews in case-study schools were conducted approximately

a year after schools were inspected.
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APPENDIX 2

TABLES SUMMARISING ANALYSIS OF ACTION PLANS

Table 1 Features of action plans (related to ali, some or no key issues)

Aspects specified
in action plan:

Aims and objectives
related to key issues

Key issues broken down
into more specific actions

Actions linked 1o other
categories, e.g. timescale

Lead person with overall
responsibility for key issue

Timescale specified
for implementation

Sucess

Percentages based on 177 schools’ action plans.

Table 2  Features of action plans (present or not for any key issue)

Aspects specified
in action plan:

?ersonnei whc'yn.win.be
involved in implementation

Governor invelvement
in implementation

Resources needed
for implementation

Staffing implications,
e.g. INSET, non-contact time

Caosts of implementation,
e.g. resources, INSET

Menitoring arangements

Percentages based on 177 schools’ action plans.
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Table 3 Types of key issues governors involved in implementing =~

Type of key issue % Schools

School development planning 37
Meeting statutory requirements 26

Whole school issues, e.g. length of school day,
accommodation, building improvements f 20

Pastoral issues ' 19
Staff roles, responsibilities and/or training 18
Curriculum planning i8

Provision and/or resources 14

Curriculum delivery 12

Pupil achievement
Health and safety issues
Budgeting/administration arrangements

Subject specific issues

Pupil assessment

Percentages based on 177 schools’ action plans.

75




APPENDICES

APPENDIX3

CHECKLIST GUIDE TO ACTION PLANNING

This is a checklist for headteachers, teachers and school
governors who are involved in drawing up, implementing or
monitoring their post-inspection action plans. It is not all-
embracing, but focuses on many of the important points that
need to be considered after an OFSTED inspection. Hopefully
it will help to stimulate discussion and generate more ideas,
tailored to suit your school’s individual situation and needs.’

The checklist is a compilation of the main action points found
at the end of each chapter of this report. In compiling these, the
authors have drawn mainly on the action-planning experiences
of ten case-study schools as well as those of the projects’
advisory group (listed in Appendix 1).

Teachers’ experiences of inspection can be very influential in
how prepared they feel to set about action planning. The more
positive their inspection experiences, the more likely it is that
action planning will be viewed as a useful part of the process.
It is therefore worth taking steps to try to make the inspection
as positive an experience as possible,

Prior fo the inspection

W Howlong does everyone need to prepare for the inspection?
In deciding this, you should aim for a balance that allows
plenty of time to accomplish what must be done, but does
not turn a week-long inspection into a year-long process.

U Itis worth considering how much paperwork really needs
revising. Is all the work necessary? Will it be useful after

the inspection? If not, what is the minimum that needs tc
be done?

W Some schools might find a pre-inspection meeting with the
inspection team useful in ailaying fears and explaining
details. If this is to take place, it is a good idea to draw up
a list of key questions in advance, such as:

' The OFSTED publication: Planning Improvement: Schools' Post-

inspection Action Plans (OFSTED, 1995¢) is another useful source of
information and guidance on this subject.
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« Will inspectors provide a timetable for the inspection
beforehand? '

°  Will inspecto:rs keep the head informed of their plans on
a day-to-day basis during the inspection as to which
lessons are to be observed?

¢ Will teachers be notified prior to an inspector arriving
in their classroom?

e Will only full lessons be observed?

e Will any discussion take place between inspectors and
teachers during classroom observation?

»  Will any discussion take place before or after classroom
observation between inspectors and teachers?

¢ Will inspectors speak to pupils during the inspection?
In lesson time?

= Will teachers receive any personal one-to-one feedback
from inspectors?

*  How will the oral feedback on the inspection findings
be presented, to whom and when?

Evenifapre-inspection meeting of this cannot be arranged,
or 1s not deemed desirable, teachers need to know what to
expect in terms of how the inspection will be conducted and
what feedback they can expect. A telephone call between
the head and registered inspector can suffice.

During the inspection

Q  During the inspection it is important to address any obvious
misunderstandings or potential ‘gaps’ in inspectors’
knowledge as soon as possible. Waiting until the feedback
at the end of the inspection can be a mistake, since to
resolve an issue inspectors may need to carry out further
observation or check additional documentation. Obviously
this becomes much more difficult once the inspection is
Oover.

W Teachers might find it helpful during the inspection to
monitor inspectors’ activities. For example, you could note
down the times when inspectors enter and leave the
classroom, the number of children that are spoken to, the
gender of these children etc. As well as undermining the
feeling of ‘being done to’, the information could prove
useful in cases of disagreement over inspection findings.

G Don’tallow yourselves to feel persecuted because you are
being inspected. Remember that inspectors are in your
school because itis the law: every school has to undergo the
same inspection process. Try to be positive and see it as an
opportunity to improve the school that you care about.
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Receiving oral feedback

78

{3 Itisnotunreasonable toask that every teacher who has been

observed receives some personal, oral feedback. Contact
the registered inspector about this prior to the inspection,
so that staff know beforehand what to expect. If the
response is negative, it might be useful if teachers think
about the one or two aspects they would most like personal
feedback on, e.g. teaching style, pupil behaviour, and ask if
inspectors would be willing to comment just on these.

If oral feedback is given to individual teachers, the recipient
might find it useful to take some written notes. This is
especially important if the feedback is to a head of
department who must then relay the comments to other
members of staff. Alternatively, recipients of oral feedback
might find it useful to have a colleague present who could
do the notetaking, leaving them free to ask guestions.

Prior to the inspection, the head, teachers and governors
ought to give some thought to what they think would be
suitable arrangements for oral feedback, in particular the
session at the end of the inspection. Ideally everyone
should have the opportunity to hear this, but since this is
unlikely to be practicable, consideration must be given to
who should be present during the final oral feedback session.
The following might help to inform your decisions about
this:

*  Which school staff and governors are essential?

*  Who else would it be advantageous to include if there is
room, e.g. would it be helpful to include the attached
LEA inspector?

*  Where will the session take place? Will everyone fitin?

* Are governors available during the daytime — when the
session is likely to take place?

* Have individual teachers had their own feedback?
¢ How critical is the report likely to be, and of whom?

*  Whatare the inspection team’s views/suggestions about
the audience for the oral feedback?

The oral feedback sessions during and ar the end of the
inspection are an important part of the OFSTED inspection

process. The following ideas might help to make the most
of them:
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See the oral feedback sessions, both during the inspection
and at the end, as a chance for everyone invoived to
ensure that the written report is as accurate and
meaningful as possible.

Recipients of oral feedback should question anything
they do not understand fully. Also, where they feel that
inspectors have misunderstood something, they should
explain and illustrate these aspects as much as they can.

Teachers and governors may need briefing before oral
feedback about what to expect in terms of how the
sessions will be conducted. In particular, they should
be forewarned not to be put off if the oral feedback at the
end of the inspection turns out to be the registered
inspector simply reading out the draft of the written
report.

Be prepared with strategies for making the oral feedback
session suit your wishes. Have strategies ready for
opening up discussion, e.g. ask if the inspector would
mind interruptions for questions or allocating a time at
the end for these.

Jot down notes as the feedback takes place as an aid to
later questioning.

Make sure you write down positive comments as well as
negative ones.

Perhaps you would find it useful to aliocate an ‘official’
note-taker for the session. However, if only two people
are present you might decide its best that you both take
some notes.

If notall staff are presentin the inspectors’ oral feedback,
think about how the information is going to be passed
back to the rest of the staff.

Depending on the timing of the inspection, you might
wantto ask if the final oral feedback could be postponed
by aday. Would therecipients be too exhausted to make
the most of the session, e.g. late on a Friday afternoon?
Is the time feasible for the key personnel that you have
identified as needing to be present? Has the session
been allocated enough time, e.g. on the last afternoon of
the inspection? Would it be better the next working
day?
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“Responding to the written report

0 If points in the written report are not clear, you might be
able to contact the inspectors to ask for further clarification.
Perhaps the meeting with the governing body is still to
come and this occasion could be used to seek clarification.

U Youmight find it helpful to have your LEA adviser present
at the governing body feedback session. This person could
be useful in asking questiens, or in helping to explain to
governors points arising in the written report.

U Do not feel that you must be totally passive in receiving the
report. Although you cannot suggest modifications to the
judgements included in the report, you may need to correct
errors of factual accuracy. Also, your comments on how
useful you find the report as an aid to planning are relevant
and there is no reason why you should not give inspectors
feedback on this aspect.

Ll It seems vital that after the inspection and receipt of the oral
feedback some time is spent preparing the groundwork for the
actual process of action planning. Examining positive and
negative feelings from the inspection and being absolutely
clear about what the findings mean is important. It is not
necessary to wait until receipt of the written report to do this.
The following suggestions might be helpful in getting
started:

Coming to terms with the findings

' You need to build in some time before you start the actual
business of action planning to review everyone’s
experiences of the inspection. This is likely to be particularly
helpful where there is a general feeling of anti-climax,
disappointment or even anger.

3 Channel feelings into a positive debriefing exercise
involving all staff. Through this, seek to provide some
useful ideas and alternative perspectives. Questions that
everyone could consider include:

*  What lessons have been learned from the whole
inspection experience?
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+ - What would you do differently next time?
s+ What w_ciuld 'yéu_:dq the same next time?

. Whét was th.e funniest moment?

*  What was the worst moment?

e Was everyone happy with how they had reacted to the
inspection?

¢ What proportion of the report is positive — would it
help to go through the report highlighting these sections?

¢ Try looking at the report through the eyes of: a) a pupil;
b} a parent; ¢) a governor; d) a member of the general
public. How would the school appear to each of these?

» Did inspectors fail to see everything, or do you feel that
you could have done more to present some important
aspect of their school?

J Inrelation to any key issues for action that are contentious
with all or some teachers, consider the following questions:

¢ How strongly does everyone feel about the problem?

¢ Did inspectors miss seeing something which might
have altered their view?

¢ Would it help the school/individuals to have an external
opinion, e.g. by asking the LEA advisory team to examine
the issue and give their view?

¢ Rather than expect teachers to devise strategies to
implement what they are convinced is already taking
place, could the action plan define the action to be taken
as one of needing to demonstrate what is happening?

Understanding the findings

U Some of the suggestions above will inevitably have led to
discussions about the interpretation of the findings. This
should be helpful — given the constraints of ongoing
teaching responsibilities and post-inspection fatigue, the
number of meetings has to be kept to a minimum, yet the
more discussion that takes place the better.

Q  Getting the balance right between pre-action planning
discussion and work on the action planitself can be difficult.
Spending too long on the ‘post-mortem’ is not advisable —-
one or two sessions at most. After that, the discussion
should be firmly focused on tackling what the key issues for
action mean.

QO  If discussion of the key issues for action is not leading to a
clearer understanding of them, orifitis fuelling disagreement,
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you need to act fast. ‘Are some of you still using blocking
strategies? Do you feel that some external advice could
help you to decide what is needed? Ought this to be tackled
with individuals? Is it time to deal with this in working
groups that could lead into the next phase, i.e. that of
actually drawing up the plan?

W If external advice is needed, but is not affordable in terms
of time or money, could you draw on the help of colleagues
in neighbouring schools? Would it help to give these key
issues a lower priority to enable them to be addressed in the
next financial year?

(I Although time is of the essence in drawing up the action
plan, understanding what the issues are is vital and time
spent discussing these will almost certainly help when it
comes to the implementation stage.

J  Drawing up the action plan is inevitably time-consuming
and can be something of a challenge. The following points
might help you to think about what approach would best
suit your situation.

Consultation with teachers and governors

J  Have you weighed up the advantages and disadvantages of
involving as many teaches and governors as possible in
consultation over the plan?

Q  Can decisions taken to limit the number of people involved
be justified? Is saving time the only consideration? Are
there potentially longer-term benefits of involving more
people that override the time factor?

(Do some teachers have a disproportionate level of input
into the plan compared to others? Are there good reasons
for this?
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O . Are junior teachers being adequately consulted? Do they

" feel they have ‘ownership’ of the plan or do they sée it as a

senior management document? Are you aware of how
teachers feel about the level of their involvement?

3 Have governors been given the opportunity and
encouragement to participate in early discussions? Are you
intending to bring them in only to ‘rubber-stamp’ decisions
at a later stage? If so, why?

O Could the need to draw up an action plan be a useful
opportunity to discuss with the governing body their level
of involvement in school management generaily?

3 Are there specific areas of the plan that could be drafted by
a governors’ subcommittee rather than by teachers? If so,
how are you going to approach this? Do you expect them
to volunteer? How might they be encouraged to become
more involved?

Time factors

U When are action planning meetings going to take place?

L Would it be possible to use development days to discuss
ideas for the action plan?

W Can you afford to purchase external supply cover to aliow
some teachers to work on the action plan during school
hours? Are there alternatives, such as teachers providing
classroom cover for each other? What would be the
repercussions of this?

Advice and support

O Would it help to discuss your plan with member(s) of the
LEA advisory team? If so, at what stage would their
involvement be most useful?

& Would it be useful to have other external comments on the
plan before it is finalised, e.g. from staff from schools that
have experience of drawing up and implementing an action
plan?
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Format

Content

In both phases of this research, it was evident that many
schools would have welcomed advice about the format of
their action plan. For some, deciding on this wasted
valuable time. From the case-study interviews and analysis
of more than 170 action plans, it appears that the following
headings ought to feature if your plan is to be as useful and
practical as possible.

* Key issues for action (from inspection report).
¢ Aims or objectives (relating to each key issue).
* Action points (relating to each key issue).

* Lead person responsible for implementation of each
aspect.

* Other personnel involved in implementation.

* Timescale for implementation of each action.

* Resources needed: practical, material, cost, staffing.
* Success criteria for each action.

¢ Monitoring: roles and responsibilities.

If you do decide not to use some of these headings (or
similar ones), is it likely to affect the outcome, in terms of
implementation?

Have you drawn up a summary of the action plan? Would
a sunmumary serve as a reminder to teachers about what is
supposed to happen and when?

Have you spent time in groups or as a whole school
analysing the key issues for action, particularly those that
are complex, or over which there has been some dispute?
(See Section 2 of this appendix.)

Have school governors been involved in this discussion? Is
their perspective on the key issues for action different? Has
this been resolved?

Have you identified clear objectives arising under each key
issue for action?

Have you prioritised your key issues for action?

Are you satisfied that the prioritising has been done with
sound educational reasoning? How does the order of
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. priority relate to ex1stmg prlormes in your school
‘development plan? : -

Have governors been involved in discussions relating to
prioritising? If not, are they happy with your suggestions?

Do the deadlines identified in the action plan appear
reasonable? Isthe work spread appropriately over several
terms/years? Do any of the key deadlines come together in
one term? Would this be difficult in terms of time or
resources? (A summary timetable may help to identify
potentially difficult periods.)

How are you going to handle the link with the school
development plan? Will there be two documents? What
will happen to the priorities in the SDP?

Success criteria

"

Your plan needs to include success criteria for each key
issue or action. Without them, it is more difficult for those
monitoring implementation to establish if the plan is being
carried out. You might find it useful to consider the
following issues when deciding on success criteria:

¢ Are most of your success criteria ones that can be
measured?

o If not, are there any measurable criteria that could
possibly be identified?

*  Whatare the implications of having measurable criteria?

Costing out the action plan

u

You need to think about what the cost implications of your
plan will be. Try to answer the following questions:

* Have resource implications been sufficiently itemised
in the plan?

* Are they realistic? Do you have the resources to
implement the plan?

¢ Whatare you going to do about key issues for action that
you can’t address for resource reasons? Could they be
deferred until the next financial year?

* Have all resource implications been considered, e.g.
INSET, supply cover, staff time for meetings, governor
training, secretarial and ancillary staff time?

* Have you considered prioritising key issues in relation
toresource implications? What would be the educational
implications of this?
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Progress on implementation
a

Q3

How do teachers and governors feel about progress on
implementation? Has it been too fast or too slow?

Are you happy that the implementation is taking place as it
was planned? If not, what factors have caused problems or
delays? What strategies could be used to offset these
difficulties?

Is the action plan a working document, i.e. is it used as a
planning and/or monitoring tool? Is it useful to SMT,
teachers and governors?

Are teachers being expected to implement the plan without
access to the support, advice and resources that were
originally intended?

Are teachers and governors feeling adequately rewarded/
appreciated for the extra effort that has been put into the
inspection and action planning phase?

Are modifications to the plan needed? When are you going
to do this? Who will be involved? When will governors be
consulted?

Outcomes of implementation

J

Where implementation has taken place, have desired
outcomes been achieved? Where applicable, has there been
a change in classroom practice? Has implementation made
any difference?

Do you feel that the inspection has led to substantive
improvements in the quality of the education pupils are
receiving? Is this a subjective judgement or are there
objective measures that can be identified?

Has drawing up and implementing the action plan led to
other improvements, e.g. teacher satisfaction, improved
involvement of governors? Before the next inspection
would it be useful to explore these issues?

If implementation of action points has not resulted in the
intended outcome, what should happen now?
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1 Monitoring is an important part of action planning, and
probably the one most easily overlooked. Unless strategies
for monitoring implementation of your action plan are built
in from the outset, there is every chance that planned
improvements will be overlooked, delayed or indefinitely
postponed as other competing demands arise. What will be
the repercussions of this for the education of pupils in the
school? What effect will this have on the outcome of the
next inspection in several years’ time? The following
points should help to start your discussion about monitoring
your action plan.

0 Does the planidentify several tiers of personnel involved in
overseeing progress on the key issues (e.g. governors, class
teachers, SMT)?

U Is there a clear timeframe within which monitoring will
take place?

(3 Is the level of monitoring specified in your action plan
realistic? Does it take into account the overal] timeframe
and teachers’ and governors” other responsibilities?

O How will teachers, parents and governors be updated on
progress made on the action plan?

O Will external monitors, e.g. LEA personnel, staff from

other schools, be involved in overseeing implementation of
the plan?
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planning for action

Part 2: A guide to post-inspection action planning

Heads, teachers and governors know that all the hard work is not over when an inspection ends. Their next
task is to draw up an action plan showing how the school intends to address the key issues for action in the
inspection report. This plan must be completed within 40 days and schools need to galvanise themselves for a
new period of intense activity.

What is the best way of setting about action planning?
Which staff should be involved?

What role will the governors have?

Are there resource and training implications?

How should the plan be structured?

What information should it contain?

What arrangements will help to ensure that the action plan is implemented?

Who should be responsible for monitoring its progress?
® What support can the LEA provide?

These issues are addressed in this action-planning guide for schools. Each chapter takes the reader through a
different stage of the action-planning process, starting even before the inspection, through the period of analysing
the report’s findings and on to drawing up the plan. Moreover, it has useful suggestions for what ought to
happen once the action plan has been completed in terms of implementation and monitoring. At the end of
each chapter there is a checklist of considerations that need to be taken into account at each stage of the action
planning process.

The guide is based on the NFER’s 15-month study of post-inspection action planning and draws heavily on the
experience of heads, teachers and governors in case-study schools. It also contains an analysis of almost 200
schools’ action plans, providing an overview of how schools across the country have approached the main
features of their action plans.

Headteachers and inspectors have commented on this action-planning guide’s ‘school-friendly’ style and its
relevance to all schools involved in the inspection process. One headteacher remarked: It s the sort of guide
I'wish I had read before my school 5 inspection.’
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